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Definitions

Bilingualism: The coexistence of two different languageshat social or individual
level. The question of how to define bilingualism (or multilingualism)
has engaged researchers for a very long time. Some researchers have
favoured a narrow definition of bilingualism and argued that only those
individuals who arerery close to two monolinguals in one should be
considered bilingual (or multilingual). More recentljyowever,
researchers who study bilingual (and multilingual) communities around
the world have argued for a broad definition that views bilingualism
(and multilingualism) as a common human condition that makes it
possible for an individual to function, at some level, in more than one
languageln the context of theresenstudy, this term is primarily used

in reference to | r elismmddesersodrishst i t u't
and English.
Multilingualism: The coexistence of different languages. two or moreat the social or

individual level.Cf. Bilingualism.

Plurilingualism The dynamic and developing linguistic repertoire of an individual
languageuser, which allowghemto (a) switch from one language to
another; (b) expreseemselves one language and understand a person
speaking another; (c) call upon the knowledgemimber of languages
to make sense of a text; (d) recognise words from a common
international store in a new guige) mediate between individuals with
no common language, even with only a slight knowletthgenselves
(f) bring the whole oftheirlinguistic equipment into play, experimenting
with alternative forms of expressioand (g) exploit paralinguistics
(mime, gesture, facial expression, etc.).

Codeswitching An alternation betweerwo or more languages in the context of a
specific communicative episode.g.a conversationA related term is
codemixing, which ®me linguists use interchangeahiyhile others
assign distinctive meanings to each. Since the present studyaloes
analyse the finer, linguistic points of language acquisition and
performancegbutratherprovides a broader picture of the experience and
impact of foreign languages on rpeipants of the Erasmus+
programme, it exclusively uses the term code&witching which
highlights the performativity of the linguistic act within the episode.

Language transfer: The application of linguistic features, such as grammadicatturesor
vocabulary, from one languagjel) to anothefL2). The transfer can be
either positive or negativeresulting in correct language production
(positive transfer) oerroneousanguage production (negative transfer)
Generally speaking, the more similar the two languagesaack the



more the learner is aware of the relation between them, the more positive
will be thetransfer.

Translanguaging A process of meaningand sensenaking, in which the language user
drawsupon different linguistic, cognitive and semiotic resources, often
simultaneously.Translanguaging is often closely related to language
transfer.

Further Education and Training (FET) T Vocational Education and Training (VET) 1
Adult Education (AE)

In Ireland, further education andtraining FET) comprises postecondary noiertiary
education as well as secenodance education/traininghe FET sector is characterised by a
high degree of diversity in terms of the type, level and learner: (a) FET programmes can be
general, vocational or mixed; (b) they lead to awards across several levels Natithel
Frameworkof Qualifications(NFQ levels 16); and(c) target groups include young people
who have recently completed upper secondary education, adult learners, early school leavers,
employedpeople unemployegeople asylum seekerandlearners with special needdue to

this high degree of diversity, the present study usually differentiates betwoeational
education andraining (VET) and adult educatigAE). While the sectors overlap, in that the
latter can alsincludevocational trainindand collegebasedraining courses for apprentices

as well as fulitime and partime third-level coursedgor mature studenjsboth constitute
distinctive educational sectand are treated as such in Erasmus+.

While the study generally follows the differentiation made by the Erasmus+ programme, it
has proven necessary to occasionally refer the FET sector as a whole. The relevant sections
are framed accordingly.



Executive Summary

Despite a changing linguistic landscape and an increasingmuitd pl ur i | i ngual i s
relationship withforeign language and foreign languageducation remains complicated

marred by old and new myths, a lack of resources, and inconsistens srgnapublic and

private stakeholdersThe presentstudy has been conducted in the broader context of the

Gov e r n mActioh Blan for Education 2018019 andthe subsequenstrategy for foreign

languages in educatiohanguages Connect r el andés Strategy for F
Education 20172026 whoseobjective is toaddressthe currentdeficiencies/limitationsn

| r el and o6 s steandloedattear focuss exdugivelyon the question of how to increase
languageproficiency,diversty, and awarenesAcknowledging the important rotef language
competencemil r el anddés cul tural , shighlyambitiowsabjdctive c o n 0 mi
of these strategies is to make I|Irelandos ed:
d e ¢ & dndto enablelrish graduats to become not only competitive in the job market at

home and abroadbut also active citizen3 he vision set ot is clear: Ireland is to act as the
economic and culturdigateway to Europe The EU6 kanguage Policy, and most notably the

Key Competences for Life Long Learni(@)07) and t he Eur oPascelama Counc
objectiveof imother tongue plus tvamor iMT+20 (2002, i.e. that everfeuropean schoolchild

is to be given the opportunity to acquire their mother tongue plus two more languages, provide
further contextfor these strategies and the political discourse surroundingd ay 6 s f or e
languageteaching and learningn Ireland The same is true of r el andds consti
bilingualismandits business sectowhich finds itselfcateringfor an increasingly globalised

economy

As the focal poi nt o fegardirig éoreigm danguage eckication, s ef |
Languages Connedalls for a systemic and attitudinal change among all stakeholders in
Ireland.Mobility programmes in generand Erasmus+ in particulare to play an important

role in achieving this goal. With Erasmus+ playing such a key role wiimguages Connect

it is important taassessot only the experience and impact of foreign languages on participants

of Erasmus+ but alsthe general attitle towardsand awarenessf foreign languages in

Ireland especially with regard to the way their personal and professional bamnefitsrceived

The broader aim of this study is to widen our understanding of the Erasmus+ programme as a
whole and to comibute to the debate about foreign language learning in all education contexts

in Ireland. A corollary objective is to exploréhe extert to which Erasmus+increases
participantsod f or eandghow theavemluimpga of thepmogremime cao e

be maxi mised i n the Icangnages Cannestfategy.h e gover nmen

Building on existing scholarship in applied linguistics and international educHisstudyd s
key contributioslie firstly in its mixedmethod design, i.¢he combination ofjuantitativeand
qualitativedatg andsecondly intheinclusion ofdata on Erasmus+ participants fromleh
education sectors, i.AE, higher educatio(HE), school educatio’/ET, andyouth Existing
studies on language learning in the conteX@mismus an&rasmus+ have almost exclusively

1 DES(20169), p. 1.



focused onHE, while studies onother sectorsre still relatively lacking Empirically, the
presenstudycreates a panoramic view of the role of foreign languages in Erasmus+ mobilities

while simultaneously allowing us to gain a deeper insight into personal lived experiences. It is,
however, important to note that the study focysesarily on outward mobilities to nen
Englishspeaking countriedbetween 2014 and 2020.e. the main subpts are either
participants from all education sectors who take up mobilities abroad under Erasmus+ in
countries other thatime UnitedKingdom(Wales being an exceptialue to the strong presence

of Wel sh in the ¢ ou)ndrprojedtieadeérs amgdministratoravhol and s c
facilitate these mobilities.

Toexplorel r el andds complicated relati osandthe wi t h
impactthatmobility programmes such as Erasmus+ have on participanfmgbenstudyfirst

provides some background angdiscusses foreign language education in the contexteof

c o u n bilmgualism and European mul@and plurilingualism highlighting key issues and

mapping thdanguageoptions available to Irish learners in differentucationsectorslit then
discusssthe Erasmus+ programme, specifically in relation to Ireland, and the way it relates to
language learning.hese discussions provide tt@ntextfor the twocomponents of the study:

1) Thequantitativecomponentwhereby new data derived froamonline survey among
participants of Erasmus+ (202020) are used to create descriptive profile of
Erasmus+ participants and their experience with (foreign) languagenigarni

2) Thequalitative componeniwhereby new data derived from interviews of 14 Erasmus+
participants andive project leaders/administrators are ugpedvide adeeper insight
into the impact and lived experiences of individuals.

The main findings of the present stuldighlight the importance of (a) encouragement and
positive role models(b) the agency of the learng(c) consistent provision and quality of
languageeducation;(d) speaking opportunitiesand (e)the perceived accessibility of the

languageThey are as follow

1) Gereral findings relating to th&anguagepractice and language learning in Ireland
amongstudyparticipants

71 Contraryto the prevailing myth, an overwhelming majority of participants enjoy
learning a foreign languad®thin schoolandoutside school. It is noticeable
that the main reason providddr disliking learning languagetends to be
affectual rather than ratioha

1 There is a great linguistic curiosity that ranges from minority and more exotic
languages to languages with a grediarguistic capitab such as English,
German, Spanish and Frenddowever,many study participants expressed
concerns regarding the achievability of learning the language, tmté
constraints and the fact that language learning differs from other learning



experienceqin that it takes continuous effort and dedication over a longer
period of tim@ being identifed as the biggest issue

Despitelinguistic curiosity and positive learning experiesicthere is a lack of
interest in formal and highdevel qualifications However, the majority of
study participantsdicatedthat they wouldyenerallybeinteresedin improving
their existing competences

Despitethe demand for foreign language speakers by employer organisations
only afew foreign language encounters take place in the workplacen
relation to work. he majority of encounters take place in the private sphere and
are almost evenly spread between fdodace communication and media
consumptionAccordingly, he majority of study participants see the benefit of
learning a foreign language in the persayaiere rather than the professional
sphere, wittalmostone in in every three survey respondents perceiving foreign
language skills asot particularly beneficial for thieprofessionatievelopment

The main reason provided for not utilisiegisting languages competences is a
perceived lack of proficiency

There is a significant attitudinal difference between the learning experiethce a
language practicamongparticipantswith a migratory background and those
without one,as well as those with multilingual parents and/or friends and those
withoutthem.

o Participants with a migratory backgrounénd to (a) perceive
themselvess part of a continuously evolving language commui(iity
show greater linguistic flexibilityand openness to new languages
(includinglrish); and (c)employ theimwhole linguistic repertoire both
formal and informal learning settingegardles®f proficiency

o The language learning of learners without migratory backgrosind
primarily framed through the language education in schpaevhich
often lacks agency and sufficient timeas well as the opportunity to
practse it outside the classroom. As a restileselearnergend to not
perceive themselves as part of a wider language coitynun

The attitude towards language learning in genagalvell aspecific language

is related to the personal connection a learner has with a langiegeersonal
connection moves the prospect from an abstract idea to a concrete situation and
a meansof bonding. The personalconnection may be based on personal
relationships with speakers of that language (family, friends, acquaintances,
teachers, etc.) or a broader interest in that culture or aspects of it

The language provision in Irish scho@sad postsecondary education often
lacks agencyin that many students, particularly in smaller schools, do not get
to choose from a selection of languag&scordingly, the personal connections
of learners are neglected.



1 There is a certain lack of conédce among learners with regard to their
language competenead success&ghichareoften framed through an intrinsic
motivation andnatural aptituderather than outer factors such as linguistic
environment(e.g. speaking opportunitieapd systemic flawg in thelanguage
provision

i Study participants from a gaelscoil background express a lesser feeling of
intimidationwhen it comes to speaking the language in front of peers

1 Thelearning success is highly dependent on encouragement and positive role
models as well as the quality and enthusiasm of the teacher and the language
teaching provided

T The | earner so confidence i n t he | ang
knowledge of the teacher play an important role in this context. Although some
participarts highlight the quality of their teacheithere currently seems to be a
danger of creating and perpetuating the myth that only native speakers can teach
languages effectively and to a high standard

1 Several study participants highlighhe fact that foregn languages are
introduced relatively late into the Irish curriculuamdtherecurrently seems to
be a danger of creating and perpetuating the mytlotthathose who start early
can achieve proficiency

1 TheFET sector, i.e. both th&E and VET secta; struggle in particular with
language provision due to the specific needs of the learners, tight programme
schedules, andlack of resources

2) Findingsrelating specifically to the practice of languages and language learning in the
context of the Easmus+ programme:

1 While the global dominance of English and its statsngua franca(i.e. a
language that is adopted as a common language besweakers whose native
languages are differergnable peqle from all walks of life to participate in a
European and global knowledge exchange, the participatiomdhility
programmes such a$rasmus+ brings the geographical, geopolitical,
generationalsociceconomic, educational and cultural limitatiami€Englishto
the fore,as well aghe situational and personfinitations on the side of non
native English speakg peers including feelings of tiredness araking
overwhelmed, amnwillingnessto make the effort, a lack of speaking practice
and/or low confidence itheir English competence

1 Erasmus+ mobilities and the firsbind experience of a different linguistic
environment increase the participants
awarenessf what it means to put the onus of bridging the communicative gap
entirely on the other



Erasmus-mobilities allowinexperienced travellers and those who have not had
the opportunity to visit a neknglish speaking countrp gain awareness of
possible language barriers and confidence in how to handle them

Erasmus+ creates a unique mudtnd plurilngual space in which participants
get to explore their whole linguistic repertgias well as new languages. While
this mult and plurilinguistic setip may be detrimental to a full linguistic
immersion, it provids participants with amle opportunitiesfor a language
transfer as well akr codeswitching and translanguagnit alsointroduces
new languages and cultures to participants

Erasmus+ mobilitiesoften allow participants to improve tire language
competence in more than onadaage, with one ithreesurvey responshts
indicating that they improved their skills in a second and/or third language

Erasmus+ mobilities have a positive e
English.Studyparticipants report deeper reflections oargmatical structure

as well as adjustments the repertoire, register, pronunciation and pace to
accommodate their peers and conversational counterparts

Erasmus+ mobilities can also provide a space to engmge actively with

Irish, i.e. in a culturadnda linguistic way.In particular, encounters with peers

from countries with colonial histories and/or sizable minority languages can stir
discussions antkad to areeval uati on of oneds rel at
national language

Erasmus+ mobilities allow for and facilitate language learning and an
engagement with other languages more informal, unregulated settings
shifting the focus from an exabased learning culture to a communicative one
that allows learners to participate withth fear to failand to gain confidence

The combination of mukliand plurilingualism andninformal learning culture
during Eramus+ mobilities echoeghe language practice of migrant
communitiesin Ireland who perceivethemselves as part of a continuously
evolving language community and exert great control over the way they engage
with languages.

Formal language learning avaibble to those who seek, ialthough the
provision of more conventionéfaceto-faced classes (whickverefavoured by

the participants of the present study) has significantly decreased with the
introduction of theErasmus+ Online Linguistic Support (OLS)

Only a minority ofErasmus+ participants seek formal linguistic support before
and during the mobility. Of these most favour traditionalfifaceto-faced
instruction, with the OLS proving particularly unpopular



Erasmus+participants enjoy not onlpumerousopportunities to engage with
other languagesbut also a significant amount of agency in their learning
experience

Erasmus+ reduces language anxiahdincreaset he | ear ner s o
confidenceincludingawillingness to make mistakes

The main reason provided for a certain degreappirehensiveness before the
Erasmus+ mobility is a lack of speaking practice followealbeit by a large
margini by the feeling of a too limited vocabulary

Erasmus+ mobilities e the greatest linguistic impact on participantso are

on the threshold to becoming either independent or proficient language user
highlighting the pivotal role of the programme in acquiring the necessary
language proficiency to benefit both individyarticipans and Irish society

Erasmus+ increases the levebgencyresponsibility and sefmanagement

Erasmus+ mobilities play a much more dominant role in occupational areas that
tend to necessitate a higher level of intercultural skills and catmer

Erasmus+ mobilities significantly increase the likelihood of participants to work
in an international context, with two in three survey respondents affirming that
it is now more likely thathey will work in their (former) host country

TheHE sector repdsthatit occasionallystrugglesto persuadérish students to
participate in Erasmus+ due to negative percepbtbtigefiusefulnessof going

to a European partner country instead of an Engldaking countrythe
language requirements of a mobility to these counttieslack of confidence

in their language competencm cases where students already have some
language skillsandi more generally the financial impact

In theHE sector, existing languagempetences and the familiarity with certain
languages and cultures are ldygeeflected in the outward mobilities of
undergraduate students, favouring Spain, France, Germany, and#stgrn

and CentraEastern European countries receive proportionally more Erasmus+
participants fromAE, schooleducation VET, andyouththan fromHE.

Due to the framing of staff members in thedernlanguagelepartments itHE
as language instructgnather than aacademic scholarshereseems to ba
perceptioramong some&lE administrators thahere are fewer opportunities for
theformerto participate inheErasmus+ programméhis isin marked contrast
to the other education sectors, particularlydtteool sectar

A lack of foreign language competences, particularly inRE& sector, and the
overreliance on Englismot only affect personal interactions apatentially

result in missed opportunities on a personal and institutional levetan also

have broader consequences for the Irish knowledge society by preventing Irish

10
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learnersfrom participaing in specialised programmes that are unavailable in
Ireland

1 Intheschool sector, the interviewed project leaders noteathaarly encounter
with foreign languages lays the groundwork faroatinuousengagement with
other languagesas well asthe transferability of linguistic knowledge and
cognitive skills

3) Broader mpactof Erasnus+ mobilities

1 While Erasmus-mobilitiesprovideparticipants witlthe opportunity to engage
with other languageandto gain insights into other culturaseirimpact can be
much broaderin that the participants are asked to overcome what is referred to
as the lIrishfisland mentalitp and engage moreonsciously with the world
around them They also increase the likelihood of them working in an
international context or seeking opportunities abroad.

1 Erasmus mobilitieshave a lasting impact not only on those going on a mobility
themselvesbut also thos staying behind. While the broader communal impact
is more apparent with regard to technical skills and best practices that Erasmus+
participants bring back to Ireland and pass on to their colleagues, the impact is
much broader and extends not only tot sdlls, such as interpersonal skills,
responsibility, and flexibility but also to attitudes towards other countries and
languagdearning

1 Project administratorsreported that Erasmus+ mobilites can have a
fundamental impact with regard to the social anltural integration of minority
groups, including the Traveller communit@roup exchangesn particular
allow the members of minority groups (as well as the othernmoority
members) to reframe their identity as midtyered which includes Irishess
and Europeanness

Based on these general findingsd the frequency with which the experiences relate to a
fiperceived lack of somethingit seems to be particularly importaotpay attentiomot only

to the objectifiabledeficienciesof language education in Irelgnidut also to the emotional
dimension of language learningurthermore, it is crucial tbighlightlinks between different
languages and other skills. Generally speaking, a more holistic approach to language learning
that links foreign language¢o | r e | two dafive languagesind makes use of shared,
underlying proficienciesnvould be beneficial not only in terntd the acquisition of a foreign
languagebut alsoin improving competences in English and Irjsts well as in skills such as
literacy. Additionally, the linguistic curiosity and personal connections of learnénditadual
languages should be utilised to their full extey creating additional options and/or allowing
more flexibility within existing structures. Learners should be encouraged to use their whole
linguistic repertoire
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A carefully managed increase in the language proficiency and intercultural knowledge (i.e.
the sacalled fhighd an d evetyday lifé culture of teachers and other instructors is also
essential not onlyo guarantee a highuality learning environmenbut alsoto instil more
confidence in the learnersregarding both their own skills andhose of their
teachers/instructors.

As the knockon effect of foreign language anxiety can be quite significant, sensitivity training
and inservice training regarding the phenomenon mightrbemgortantfirst step towards
reassuringanxious learners and creating a more inclusive classroom. Raising awareness and
fostering realistic expectations among the learnerddsrly communicating the nature of the
learning process, particulafscompared to other subjects, can also helase ¢he frustration

on the side of the learner and h&gurthermitigatelanguage anxiety

Furthermore, despite great efforts to the contramg the proven benefit to individual learners
and institutions/organisations, many education sectors coniingguggle with integrating
Erasmus+ mobilities into their programmelsie to limited time and resources. So far, the
success often relies dhe efforts of highly dedicated individual]swho create cooperative
networks that stand and fall with theselividuals. Additional suport would, therefore, be
beneficial.In the school sector, there seems to be additional uncertainty among teachers and
principalsaboutcompliancywith Irish health andsafety regulationgor students staying with

host familiesduring exchanges.

Finally, the lack of awarenesamongthe Irish publicconcerning theossible professional
benefits of foreign language competences needs to be addiess¢dnly in relation to
potential job marketat home and abroalut alsoin relation to personal development, social
inclusion and active citizenship.
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Introduction

With the second decade of the*®Zdenturyhaving drawnto a close, Ireland is facing new
challengesthe increasinglobalimportanceof nonEnglish speaking countriethe departure

of theUnitedKingdomfrom theEU; andthe effects of r e | socodultigal transformation

during the Celtic Tigeandits recovery from the pog008economiadownturn, resultingn a

turn of the migration tide from net emigration to negtmigration and a shift in the
ethnocultural makep of migrants coming into IrelarfdToday, Ireland is home to nationals

of more than 200 different countries and a total of 72 migrant languages have been reported to
be spoken by more than 500 people €aktareover, mw thatthe United Kingdomhas left

the EU, Irelandis one of only twonative Englishspeakingcountriesin the Union with an
increasingly diversemulti- and plurlingual demographicand will be posed tostrengthen its

role aseconomicand culturalfigateway to Eurome® As a result, ie Governmenthas
committed to ensuringhatthe countryis prepared for thehangedhational, Europeanand

global dynamic. Educatigrraining,and lifelong learnin@reto play animportant role in this

context. They are, as ti@ v e r n rAetiontPiarsfor Education 2018019s 't at es, fit he
around which personal fulfil ment, a®ibathir soc
in economicandsocboculturalterms.

Echoingthe E U GEsropean Framework dfey Competences for Lifelong Learni(8D07)
theAction Planidentifiesthe ability to communicateffectivelyino n e 6 s mo tohfisstr t on g
language(Ll), as well asin foreign language asone of thekey competenceneeded for
personal development, active citizenship, social inclusion and employhtenbenefits of
multi- and plurlingualism are widely acknowledgeth scientific researctand includean
amplification of cognitive functions and creativityas well as arenhancement o$ocial
interaction cultural engagementand interculturalunderstandinglt comes therefore as no
surprise thatmulti- and plurilingualismare consideredas one of the cornerstones of the
European proecand a power f ul saspratidndd bé asproclaimes bythe) 6
Uni o n 6 $dumtedtintdiversity Ln addition, learning foreign languagjeelpsthe learner
to developa better mental resilience and personal wellbeing, and improviesctimpetence
in theirfirst languagée

Notwithstandinghe @nsiderablenvestmenby theGovernment and othgrublic and private
stakeholdersn more recent timeghe foreign languageompetence of the Irish population
remains low in comparison with theEuropeanaverage,d e s pi t e t he count

2 The 2016 Census reported 535,475-righ nationals living in Ireland, i.e. 11.6% of the population. The top
six countries of origin are Poland (122,515), UK (103,113), Lithuania (36,552), Romania (29,186), Latvia
(19,933), and Brazil (13,640As the cesus data from 1996 and 2002 reveal, this marks a significant shift in
ethnocultural terms, as the highest proportion of migrants came from the United Kingdom and the United States,
which are not only Englisepeaking countries, but part of the Anglosphesith many immigrants indicating an

Al risho et hmdeed, tleauwrbgsobUKramd.US citizens living in Ireland have decreased over the
past two decades. Cf. CSO (1997/2003/2017).

3CsO(2017)Ccf . al so O6Connor/ Ciribuco (2017).

4 Harney (2000).

5DES (2016a)p. 1.

6 Cf., e.g. Barac/Bialystok (2012yhe Nuffield Foundation (20008kutnabbKangas (2002); Shelley (2010).
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multilinguistic history In a specially issued 2012 Eurobarometer survey on language
competency and usag@0% of Irish respondents stated that they wawble to speak any
foreign languagewith only Hungary (65%), Italy (62%andthe UK and Portugal (61% each)
displaying less inclination towards foreign language’ While this constitutesa marked
improvement in comparison @ surveyconductedn 2005 only 27% of Irish respondents
believethat improvingcareerprospects at home is a key benefit of learning a new language,
placing theperceivedenefits eithefirmly in thejob market abroad or in the socsadd private
spheréi a sentiment that is indeed shared among the participants of the present study.

However reality could not be further from the trutihe demandor anduntappedotentialof
foreignlanguageskills in the Irish job markehaslong been notedby various interesgjroups

suchashel ri sh Business and |BECpolteEeertGooupOoFutire d er at
Skills NeedsEGFSN.° This is asentiment that was also expressea2014 Employer Survey

according to which 32% of foreign employerganisationsand 22% of Irish employer
organisations indicatetthat they are more likely to have need for foreign language skills and
require a higher level gdroficiencyin a specific European language, wathaverageof 62%

of foreign employers and only 39% of Irigmployersr e qui ri ng fAat | east
proficiencd i n French, German, Spanish, Yhdeed h, It
much of the need for foreign language speakers is currently met through the recruitment of
native speakers abroagarticularlyin terms ofmultinationalsand other foreign employer
organisatios.

Furthermorelrish businessearelagging behind their Europeand multinationatounterparts
not only regardng the language and intercultural competences of their emplolyeesalso
concerninga coherent language management strategy, including an accurate identification of
the language skills needddr the company as a whol8mall and medium businesses
particular tend as BEC hasrepeatedlya r g ute dot evanconsider markets where they
perceive language and cultural differences [as] an entry kamied miss out on the
opportunity tomaximisetheir business! In a 2012 statemerthe EGFSN highlighted the fact
that companies have stoppadvertising in the Irish med@togethey preferringto make use
of the EUOG6s fr ee doruit abvoad tonfmod eenpi@yees with thel necessary
linguistic skill set.As a resultthe demand for businessiented language classes classes
gearel towards the legal systewftenremainsunstable at bestvhich, in turn,makes it more
difficult for cultural organisationsuch as the Goethe Institutlliance Francaiselstituto
Italiano di Cultura or th&CD Confuciusinstituteto create and maintain of a pool of suitably
gualified languageinstructors and teachersin a recent study by Tobias Schroedler,

TEC(2012) p. 15.

8EC (2012), p. 64.

9 Cf., e.g, Schroedle(2018).

0HEA/SOLASRQQI (2014).

11 Cf. DES (2017), p. 36; Cf. also Donohue (201I2)e relevance and benefit of foreign language® hso been
highlighted by the British Councilvhichexplains in a detailed 2017 report entitlééinguages for the Future

that in order for the government sloganfiGfpen for BusinessandfiGlobal Britaird to become reality, the UK

must be open to the languages and cultures of their business partners. The relationship between languages and
business has been further undediriey an economic studgonducted by the University of Cardifévhich
concluded that every year a lack of language and intercultural skills is costing the UK economy around 3.5% of
its GDP. Cf. Forema#Peck/Wang (2014)
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representatives of botthe Goethe Institut and the Alliance Francdmmentthe factthat
companiesi just like individuals i tend to spend money on language learning for their
employees as mere perks in economically comfortable timstead of viewing foreign
languages as a strategic, letegm benefit for the individual employeses well athe company

both in economi@ndsocial terms? This speaks to the fact that while shortages are noted by
employers and interest groupdtjmatelythe importance placed on language competences still
remains comparatively low in European termierefoe, ae important objective of the

Go v e r n rAetiant P@asis to raiseawarenes®f the generalbenefits offoreign language
amongbothindividualsandthe differentsectorsand to develogreater diversity and provision

of language learningpportunitieswithin Ireland?

In responseto this ambition the Deparment of Education and Skill€DES) developed
LanguagesConnedtr el ando6s Strategy for Foez202whch Langu
was officially launched in December 2017 by thenMinister for Education and Skills,

Richard Bruton T.Dand which isot only referenced in th&ction Plan butis alsoidentified

by the International Education Strategy 20-B®20as part of a wholgovernmentahpproach

torealisngi t s vision of being dl rifisthe accdrmpanginge d , g
prefaceto Languages Connedt he mi ni ster chall enges I reland
| anguage | earningo and cal l s Joimlight dfdutuet i on

generationperhaps mostimportantyp ar ent s At o act aaslmamdbersecat es
of sociey, young and oldo learn a foreign languageLanguages Connecalls for a systemic

and attitudinal change among all stakeholders in Ireland. More concretadis tut dighly
ambitiousroad map to put Ireland in the td® countries in Europe for the teaching and
learning of foreign languages, through a numbexatibnstargeted at improving proficiency,

diversity, andengagement among both the individual language leaanérmstructorsas well

asthe variougpublicand privatestakeholderaviobility programmes in generand Erasmus+

in particular are to play an important role echievingthis goal.Apart from implementing

significant structural changes within the Irish education sector, consolidating
communityheritagelanguages especi ally those of the count.
as a national resourcand improving the p o p u | aattitude ioward foreign language

learning to fosterthe uptakein languagest LeavingCertificatelevel andin HE, Languages
Connecseeks tancrease the number of participants in Erasmus+ by at least 50% and to double

the number of teachers participating in teacher mobility programitigis the next decad®.

It also seeks ways to encourdgarneran FET andundergraduate and postgraduate students

in HE to avail of Erasmus-®pportunitiesin generaland to make the most out of their
experience abroadwith regard to foreign language learnjnigy breaking theso-called

fiErasmus bubbteof international studentand engaging more with the loc@mmunity*’

With Erasmus+ playing such a key role within tle@guages Connestrategyjt is important

to establish a baselinm this wein, the presentstudy examingthe learning experienad and

12 schroedler (2018), p. 191.

B DES(2016), p. 25, Objective 1.6.
1 DES (2016h).

15 DES (2017), p. 5.

16 DES (2017), p. 11.

17 DES (2017), p. 24.
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theimpact of foreign languagem participants in all sectors of Erasmus+ in Ireland A&,
HE, school education/ET, andyouth It also assegstheawarenessf and attitudesowards
foreign languages among those involved in these sectors

Background and Context

Foreign Languag&ducationin the Context of r e | Bilmgualism and EuropeaNulti-
and Hurilingualism

Irelandviewsitself as a bilingual country, in thAtticle 8 of thel937Corstitution establishes
Irishasthec ount r y 6 s firstaofficaldanguhgeadratognises English as a second

official language'® NeverthelessEnglish is the mother tong ofthe vast majorityof r e | and 6 s
population relegatinglrish i despite itgorominent constitutionatatusandthe fact thamany

English speakerdabitually refer to Irish as theirfinative language ,regardless of their
competence in i to thede factostatus of aminority languageln fact, he centurieslong
languagedeclinein the social status of the Irish languagfee dramatic decrease lIrish
speakers in th&9" century and thesignificantshiftintheGo v e r n naerguagépslicaway

from revivalist attempts to a more fragmented appraade 1960shas left Irishas per the

most recent edition of tHdNES CO At |l as of t he Wopaneéndabgered angu e
languageservingprimarily in the Gaeltachdnd IriskLanguage Network areasacommunity

languagein which it allfaces a crisi€’ Indeed, a large percentage of Irish is spoken wihin
exclusively educatiomal contextAccording to the 2016 Census,
population uses Irish ascommunity and household lamage, with a staggering 69.7%f
respondentstating that they eithezannotor do not speak Irish: However, dgven the rich

history of Irish, its rée within Irish national identity formation, and the advantages that come

with being a bilingual societfincludingthe potentialfacilitation of further language learning

through a positive language tran3féine Governmenthasi in light of a plethora ohcademic

activitiesi begun toreaffirm its commitmento safeguard r el andds | iamdgoui st i c
foster this resourcghrough acomprehensivestrategy the 20-Year Strategy for the Irish
Language 2012030 In June2018 the first crosggovernmentalction Plan for the 20rear
Strategywas launcheperating between 2018 and 2G22.

18 This constitutes anarkedshift from the 1922 Constitution of the Irish Free Stateich did not hierarchically

differentiate between the two languagginice late2017 and with the Recognition of Irish Sign Language for the

Deaf Community Bill being signed into lawgL is a third official language in Ireland.

190 hifearnain(2006), p 13; cf. also Moriarty (2010).

20 Cf . ¢ Ri ag8in (1997) ; ¢ Gioll agg8in/ Maempnhachal/ N2
Giollagain/CharltonZ 0 1 5 ) ; Brady (2018). However , Etinblague@0d®t r ec en
does not classify Irish as an endangered language and instead B&iQ6to level 3, due to its institutionaksl

wider usage in media, e.g. TG4 aRTE Raidié na Gaeltacht&f. Lewis (2016).

21Cf. CSO(2017) p. 67.For an overview of the history of the Irish languagefof.instance, O Huallachain/O
Huallachain/Conlan (19941 hAinle (1994); Nic Phaidin/O Cearnaigh (2008); Walsh (2010).

22 Cf. Gol (2010} DCHG (2018).
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Despite many advantages | r el ando6s bi laidoubleedgédiswamd wbemiit st i t u
comes totranslatingt h e  BWkié and plurilinguisticaspiration into policyi.e. that all
citizens of Europe should achieve proficiency in their mother tongue and at least two other
languagegMT+2).2% The significant gap between the official languages policy framework at
constitutional level and the linguistic reality of languggacticehascomplicated the matter

and drawn much attention away fronmere integratedind holistic approach to language
learningthat links Irish with other modern languagéhisincludes he | earner so fir
English of whichacomprehensive understandinglpsto demystify other languagelmdeed,

an increasing amount aksearch has been dedicated to the wayvhich an acquired
competence irthe first and second language catself influence the acquisition of a third
language* The potential positive effects have been noted in case studies in Europe and
beyond where theconstitutional language policy and linguistic reality are not quite as far
removed from each other, e.g. in the casenofority languagespeakers (Catalan, Basque,
Breton, Frisian, SamBorbian or Dutch speakers in BelgiuandGerman speaksiin France,

Italy and Belgium not to mention he extremely heterogeniclanguage context of
Luxemboug.?® This ripple effect is wellexplained by Jim Cummads theory on the

Ai nterdependence ,accordingte wheh pyoficterycipsodeviel@psdi irs ome
language are transferable to another, provided there is sufficient exposume motivation
behind learning both language$ Cummirss Common Underlying Proficiencjodel
signifies that proficiencies wolving more complex tasks (i.e. literacy, content learning,
abstract thinking and problesolving) are common across languages.illastrated byhis
iceberg analogy ifrig. 1, learning different languages reinfosdée learning process of each
languagehrough the shared, underlying proficiencies.

L1 L2
Surface Level surface surface

Common Underlying Proficiency

Central Operating System

Figure 1: Iceberg analogy for language learning, adapted from Cummins (1981)

Bcf.EUCOO s Bar cel ona o [Ejrepean ieaders réc@riniy20)the objedtitahthe 2017 Social
Summit in Gothenburg, Sweden.

24 Cf., e.g., Cenoz/Jessner (2000); Hammarberg (2001); Tremblay (ZB@@lelFalk (2007); Bono(2011);
O6Dui bhir/ Cummins (20 IRpthmaiGdrmalezAiossp/RPuigMayencoi@019).2 01 2) ;

25 Cf., e.g., Cenoz/Jessner (200dprner/WebeK2008) PéportéKmedMajerusMargue (2010).

Indeed a 2019 background paper for the current primary curriculum review and development takes a closer look
at the(primary) education sectors of several plurilingual countries (i.e. Finland, Canada, Wales, Belgium, New
Zealand), compares it to the current Irish practice, and explores potential ways forward. CfBigny(R2019).

26 Cummins (1981).
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The different languages taught in school and/or the home relate to each other and strengthen
the overall language competence of the learner, formasgyillustrated aboyea pinnacle

iceberg withi in this casd two spires. The visible spires breaking through the surface level

find their expression in thelifferent language competence$ the learner.Beyond the
interdependence of languag®e the language learning processholarsarealsoincreasingly

challenging descriptive frameworks fifreign languageawareness andcquisition that are

solely grounded in modern, natistate sensibilities. Instead, their attention is turning more

and more toward the questiohi wh at peopl e act indhe $ogialwioddb wi t h |
including codeswitching, language transfemd translaguaging?’

In Ireland, lowever, nstead othannellinghe historic easeith which the Irishshifted and/or
codeswitchedbetween Irish, EnglistFrenchand othefanguagesuch as German and Ulster

Scot s, al |l of which wer e pr;%&and benefitiing frolmr el an c
previous language learning experiendes)udingthe crosslinguistic interactionof and the

lexical transfebetweendifferent languagesas well aghe metalinguistic and metadiscursive
awarenessand conceptual fluengyirish and othemmodern languagesseemto be more
frequentlypitted againsbne another when it comes the limited financial andeducational

resources such as allocatemlirriculum time and suitably qualified teacher$’ The
discontinuance of the widely successful Modern Languages in Primary Schools Initiative
MLPSI (19982012) due to budgetary issuésone examplg® despitethe fact that95.1% of

principals and 88.7% of teacheosk a favourable view oits extensior’! Perhapseen more
symbolicfor this fieitheroro rather tharfiaswell-a® mindset is the Linguistics Institute of

| r e | @TE)dndlssionof the questionin its last two national surveys on languadesfore

the institutewas closed in 2008y the Houses of the Oireachtass towhether it is more

important that a child learns Irighan a foreign language at schdol addition asJennifer

Bruen has notedanguage learningas also beemmcreasingly pitted against the promotion of

literacy and numeradyy policymakerdollowing the 2007/2008 financial crisisdespite the

amount ofresearch demonstrating the value of an additional language in terms of overall
metacognitive awareness, literacy and communication gkilleis being said, in light of the
Government 6s recent recommit menanewwealthoch nguage
activities hasshaped the discourse among policymakers and educ@ieesexample is the
threeyear CLIL-pilot project that supports a content and language integrated learning
approact?® Launched in April 201%y Minister for Education and Skills Joe McHugh T,.D.

the projecaimstoi mp|l ement parti al i mmer sion in |l rish

27 Coffey/Wingate (918), p. 1.

28 Cronin/O Cuilleanain (2003).

22The only other country which does not have compulsory foreign language teaching at any stage in its education
system is Scotland. CEACEA (n.d.) RIA (2011), p. 2. For a recent overview on multilingual language learning

cf. Safont Jorda/Porotlés Falonf2015).

30 For the final evaluation cMLPSI (2012)

S'Har ri s/ OO0 Lpeld.Clyals6 ALPSI ©2P12).

32 Bruen (2013), p. 109.

33 Cf. DES (2019).
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While foreign languages are not compulsory at any stage of the Irishtietusystem(a
marked contraswith continental European countri€$)|rish has been acore subject
throughout the entire school curriculum ammanpulsoryin the Leaving Ceificate since 1934

with optouts only availabl¢o (a) norlrish students(b) students whbave been abroad for a
period of time and (c) students with specificlearning disability’> However,despite having
sufficient financial and educational resources at their dispthsalstuden® c o mmuni cat i
ability in the Irish languageremainsrelatively low, as aptly illustrated bythe CensusThe
perceivedack of progresscombinedwith thecompulsory naturef Irish language educatipn
marksma ny st u doemalexpdaiienceiwithdanguage learning dmaki at timesi had

the detrimentaleffect of increasingot onlya disinterest irthe subject at hanthut also other
languagedaying the foundation for the perceiveificulty of learning languageis generaf®

In terms ofthe potential influence of the acquisition process of a second language onto a third
one, this arguably constitutes the wezate scenarid?eseach conductedoy EmerSmythet

al. in postprimary schools has shown that when asked to name the two subpclsast

liked, one out of thresecondyear studentmentioned Irishfollowed by French and German
Interestingly, while rore than half the students found IridHficult and about half found
French difficult, only about 4® of the students perceived German tdvaeel On average, the
subjects thestudents perceivkas less difficult than Iriskvere French, Science, Maths, &n
Business Studie¥

Additionally, the global dominance of English and its statubragia franca(i.e. a language

that is adopted as a common language between speakers whose native languages are different),
particularly as a language of business, science and technblgpfurther cemergdthis gap

between linguistic aspiration and reality conveying the impression that learniather
languagesincluding lIrish,is unnecessaryas A ENngl i sh has become t he
ever yndyot hat i n Aal most i n any part of t h
En gl ¥ I lits e@ssencehts sentimentupdatesand broadenshe 19"-century language
discoursewhich framed Irish asbackwar@ andfisuperfluous and English as thdanguage

of the futur@ to the globalisation context of the2dentury®® In both cases, English is being
presented and perceived as a resource that not only seawel, but economic wellbeing

and sociocultural standing

Theprecarious situatioaf Ireland sationallanguage highlights thajppropriateurricula and
teaching conditionalonedo not guarantee good resul@ the contrary he use of a language
does notrefer just toa generalability to speak it, butt involvesa combination of ability,

34 Cf. RIA (2011), p2.

35 According to recent reporting, ti#8EShas conf i rmed that it is finalising
in relation to .€kEelgsh TimeglsOctbber2®8)l r i sho

36 Cf. DESc/CoE (2007), p. 11; DES (2017), p. 7; Walsh (2010), g=di3a historical view regarding comigory

Irish educationcf. Kelly (2002).

37 Smyth/Dunne/McCoy/Darmody (2006). Amprfirst-year students, Smytlet al. arrived atsimilar results:
Smyth/McCoy/Darmody (2004). This finding is echoed in a 2016 studydyEconomic and Social Research
Institute (ESRI) whichfound that Irishs considered to be among the hardest and least interesting of subjects in
postprimary educaon. Cf. Darmody/Smytl(2016)

38 Mydans (2007).

39 Cf. e.g. Tymoczko/Ireland (2003); Hindley (1990).
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opportunity, and positive attitud@.The success of thgaelscoileannanovementand the
eTwinninginitiative area case in poinin a national and European context respectiv@igce

its initiation in the 1970¢he number ofaelscoikannai.e. Irishimmersion schooldhas grown
exponentially with urban Englishspeakingparentsin particularseeking out the perceived
cognitive, communicative and academic benefits of bilingual educdtimough theimore
holistic approaclandimmersive environmengaelscoileannare meant toot only teach their
students linguisticompetenciedut to createan opportunity t@activelyengage wittthe Irish
language both irside and outsideits traditional academic context*? Unsurprisingly,
gaelscoileanndoster a more positive attitude towards Irish by channelling the language
awareness of t dndtheir activd iavolvemdntithinahe scimobl and language
community Indeed, what differentiategaelscoileanna from otherfefts, such as thearlier
all-Irish schoolsis that it is a pareded grassro@movementwhichled to the establishment

of the individual schoolandis also reflected as Brian Mac Gilla Ph&draig and Ciaran Mac
Murchaidh have shownin p a r ecaontinsi€dl involvemenh matters of school organisation
and managemeA® However this parental involvement @isoone ofthe root causefor the
most frequent criticism of thgaelscoileanna, i.e. an underhanded elitism that puts children
with a migratory oprecarious soci@conomic background at a disadvantige

eTwinning on the other hand, isdigital community of teacheithatis part ofErasmus+This

digital communityallows teachers anstudentsn participatingschoolsto find partnersand
theninteractand collaboratén projectswith one anotherSince its mception in 2005, more

than 70000 projects have been run, involving more tiamillion primary and secondary
students across the continefbe students learn about their respective caltheritage and

their shared valuesa s wel | as e ac hvesodtiliirgrsécal mediaeand/ d a y
telecommunication applications such as Skypgee platform also createsimmersion
opportunities forlanguage learnerBy putting them into direct cortawith their peersin
countries such as France, Germany, and Spamfortunately, language learners radn
primary or secondarystitutions areexcludedirom participatingin eTwinning due to vetting
concerns and the maintenance of a safe environment forreiimaining underaged
participants’® They are, however, eligible to participatetive Erasmus+ Virtual Exchange
which allowslearnerdrom both sides of the Mediterranean to engagetercultural dialogue

and to improve their skills through online learning tools. It expands the reach and scope of
Erasmus+and complemerg the traditional physical mobilityAdditionally, professionals
involvedin adult learning can have an exchanfjghoughts with their peers in other European
countries via EPALE, a multilingual open membership community.

40 Cf. Gol (2010), p. 7; Dornyei (1998); Moriarty (2010)

41 Cf. Coady/O Laoire (2002). 145f. For current statistics and information@#elscoileanna (n.d.)
“2Cf,O6Rour ke (2mBZ1), pp. 136

43 O Riagain (1997); Carthy (2016), p.;18lac Giolla Phadraig (2003); Mac Murchaidh (2008j. also the
contributions by JinHiggins, Robin Bury, and Anton Carroll in Mulholland (2006), pp.-153.

44 Cf., e.g, McWilliams (2005); Holden (2007); Holmquist (2008); Carey (2008).

45 Interestingly, while vocational schools (at secanydevel) in other participating countries can participate in
eTwinning, all vocational organisations in Ireland are bainaa this
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Within this complex linguistic and educational contextyvhich (a) bilingual aspiration and

reality fall well short of one anothgfb) Englishis commonlyperceivedassufficient to irteract

with the global communityand(c) financial and humaresources are limitegnd anfieither

oro discourse prevaildoreign languagebhave struggleddespite appearanceBhe currently

high uptake oforeign languages at pegtimary level, with 90% of students in junior cycle

and 70% in senior cyclstudying a foreign languagd@is less the result of a comprehensive

and consistent language strategy in the education sector as a whole than theinelsuitwal

efforts of schools and teachersddlanguagerelatedrequirement®f certain institutionsvhen
transitioning intothird-level educatiorf.” The impact of the latteseems to bef particular
importance, considerinthat the uptake of foreign languagesH& remains low although

roughly two in three_eaving Certificate students opt tpursue ahird-level degree’® This
idiosyncrasyechoe®avid Littled poignantobservation thafiforeign languagefessentially]

suvive in postprimary schooldecause the National University of Ireland requires a foreign
language for matriculati@ni.e. in most degree programnfés.r el andds ot her thr
(Trinity College Dublin, Dublin City University and the University of Limenektherhave

no second language requiremdn€) or do nodifferentiatebetween Irish andther modern

languages (TCD and ULin their matrculation requirementsvhen it comes to a second
language However, since Irish isompulsory in the Leaving Céitate, the requirement is

very muchin line with DCUW policy. The Institutes of TechnologyoTs) only have language
requirementgor courses with a prominent language component, such as Business/Law with
Languages or Languages and International TouriBnis also remains the case after the
amalgamatiom f D u threeexisting bTs ©IT, ITB andITT) on 1 January 2019, resulting

in the formation of | r eGivemtliedasheriprecarous stdiws ofh ni ¢ ¢
foreign languageseducation, hinging tdargely on theNat i on al Uanguage r si t y
requirement, 2011 warningoy theRIAofi t s figr adual erosiono seem
According to the Academyfi T h e r evould vhave serious consequences for the
sustainabil ity of°THeaomspquenges of drapping aucH safégeavds dnd . 0
incentives can be observed the north, where the discontinuation of the Northénish

Primary Modern Languages Programmmecombination with a lack of an university entrance
requirementhasledto a significant drop in both the provision and uptake of foreign languages,
furtherincreasing the pressure mbdernlanguagealepartments in thirdevel educatior?!

While the curricularavailability of individual languages is at the discretion of the respective
primary and secondachoolsin Ireland the Leaving Cerificate optionsregardingmodern
languagegntal French, German, Hebrewrabic, Italian, Japanese, Spanish &uwksianThe
latterwereadded as a result of the R&tmary Languages Initiatiy@PLI), which was setip
in September 2000, by the Department of Education and Science (D#thcjhe aim to
diversify, enhance and expanghodern foreign language education at secondary level.

46 DES(2017), p. 16, 29.

4T However, if candidates hold an exemption from Irish from tESRhey may apply to the institions for an
exemption from languageelated entry requirements.

48 Cf. DES (2017), p. 31fOECD(20186).

4% Quoted inKing/Byrne/Djouadj (2011)cf. also Section 47 of the Universities Act, 1997.

50 RIA (2011), p. 7

S1Cf., e.g., British Academy (2018ritish Council Northern Ireland (2019¢arruthers/O Mainnin (2018).
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However, French has traditionally been themost dominant modern foreign languagean

|l rel andds s elothis dag thg magtyhobstutleats choose to sit French in their
Leaving Ceiificate, followed by adisproportonateamount choosing German and Sparifsh.
Following the commitment made by BllemberStates under Article 149 of the Treaty of Nice
(2001), the State Examinations Commission (SEC) also provides examinations in the following
non-curricular EU languaged.atvian, Lithuanian, Romanian, Slovenian, Modern Greek,
Finnish, Polish, Estonian, Slovakian, Swedish, Czech, Bulgarian, Hungarianguse,
Danish, Dutch, Croatian, Maltese. Additionally, and based on the commitment to foster the
heritage languages of EU citizens, the SEC also accedes to requests to other national languages
of EU Member States. Despite hese successes in diversificai and the formal
acknowledgement of European heritage languates PPLI has highlighted significant
challenges associated with the introduction of new languages to the education, system
including the creation of poolof suitably qualified teachers,dhattraction of students and
graduates with foreign langge skills into teacher training, artkde generatiorof sufficient

levels of demand from schodlsatwill sustaintheviable employment afinguageeachers in

the context of the overagtlupil-teacher ratipand competition from other subjectsdeed, in

2019 Car | O 6 Bheilrsm Timedeported that secondary schools are increasingly
compelledto reduce access to foreign languagkse to difficultiesin recruiting qualified
teaches, with oneschoolprincipalnoting fiFinding teachers who have fluency in languages is

a major challenge for us and has reached crisis point [...] We have concerns that if this trend
continues we may have to consider making the langogge i © Redelringtamong other

things to theP P L ROABAudit on Foreign Languages Provision in P&imary Schools*
O6Brien also highlighted the increapayingg di s
and nonrfee-paying secondarg c hool s . A ¢ c o, rstddemsgof thedorm@mav@ r i e n
better access to tuitipas well agnore learner agency in genetial that they are much more

likely to have a choicef which language to studsize and geographical location are further
factors when it comes to the provision of languages, so that the North West of Ireland offers
its students signif i c amitetl yomhisecagicde batWwhich was . Wh a 1
shown in theaudit was that Italian and Japanesas senioicycle options g mostly
concentrated in Dublin schoofwith Galway and Limerick as notable exceptigra)d that

there is lowlevel or no provision of Spanish in many countieBoth, theincreasing class gap

and geographical gap in language provision should be a#gdres®oneratherthan later, as
schools and individual teachers atthe forefront of setting the tone for any future engagement
with foreign languages afact that is once more underlined by the present study.

Although third-level institutionsare facingsimilar pressurs regardingthe sustainability of

viable faculty employment and competition from other subj&dth, some institutions opting

to reducehie languages on offer and/or not replacing retiring language lecturers and instructors
(particularly in the ¢Ts), students have access toetatively widerange of foreign language
courses that can be taken as core subjects or in combination with other disciplines across the

52 According to the records of tH8EC 15,485 students sat the 2018 Leaving ifieate examination in French,
6,194 in German, and 4,967 in SpaniSEC (2018).

06Brien (2019)

54 PPL|(2017)

55 Cf. PPLI(2017), p. 30.
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humanities, business, and the scienddswever, there are significamfeographicaland
institutionallimitations regarding the availdity of languagether than French, German and
Spanish, so that a combinatiofspecific programmes may not be availableeed thestatus

of many modern language departmestprecariousand any further reductions and&de
lining of foreign langages willendangethe objectives set out by th@overnment.For the
moment almost all publicly fundedHigher Education Institutions (HEIShstitutions offer
modernlanguages, with excéipns being the Institute of Art, Design and Technoldgyo(T)
andthe National College of Art and Design (NCAD)he privately funded neprofit Royal
College of Surgeon@RCSI) offers nolanguage modules, thoughstiould e notedthat most

of the studertare international students atithtthe college provides theinif necessary
with special assistance to adjust to cultural/linguistic differeraregheir return to their home
countries However, compared to their European counterparts, the langubsgpiosein

I r e | third-te\@lenstitutionsremainssomewhatimited, continuingthe focus secondary
language education dfrench, Germaritalianandi more recently Spanishandlacking at
times ab initio options for these languagda addition to these mordiraditionab language
options all universities offeMMandarinChinese and/or Japanese, with the former also being
offered bytwo 10Ts, i.e. DundalDKIT) and Tralee (IT Tralee)rinity College Dublin (TCD)
and University College @k (UCC) have by far the most extensive ofifgyof modern foreign
languages TCD offers courses in PortuguegeBulgarian* Croatian* Czech* Russian,
Polish, Arabic, Hebrew, Turkish, and KoredandUCC offersPortuguese, Catalan, Galician,
and Korean. In the private/independentApoafit sector, only ICD Business School offers a
foreign modern language, iMandarinChineseOf theremaininginstitutions, i.etheCollege

of Computing Technology, Dublin Busss School, Galway Business School, Griffith
College, Independent College Dublin, ahdNational College of Ireland, onlsomeprovide
(specialisedyourses in Englisfor non-native speaker¥ In comparison, there is quite a robust
network of African Studies, Arab Studies, Jewish Studies, Slavic Studies, Scandinavian
Studies, and Finnougristics at continental European-térel institutions, with students more
frequently opting to cross (linguistic) borders within the EU to pursue their @lefrehoice
than their Irish counterpartg.

In the context obther noRprimary or secondary educatiadult learners have the opportunity
to improve existing language skills or start learning a new language thsbogiterm and
night classesat variaus Community Colleges and Institutes of Further Educati@irES)
throughout Ireland although languages are rarely integrated into degree prograthines

%Languages marked with an asterisk are offered only
learning related evening and short courses programme.

57 This information was provided by the relevant offices of the institutions.

58 Some countries Glitate the choice by providing special funding for those opting to follow a programme
abroad. While many thirtevel students choose to study a country with a common and/or related language and
cultural ties, proximity also plays a major factpgrticularly considering the increasing internationalisation of
institutions and a growing number of Englishguage programmes. In 2016, 15 EU Member States reported that
more than half of their international students hailed from Europe (no data fraoma@®eland Slovenia), with

numbers among international students exceeding 80% in Slovakia, Bulgaria, Czech Republic, Greece, Denmark,
Austrig Croatia, Poland and Luxembourg. EC/Eurostat(n.d.).

59 While the integration of languages in these types ofraragies is as we will see later on oftenthe result

of systemic issues, the lack of language competences poses certain challenges and can put both individual learners
as well as the Irish knowledge society at a disadvantage internationally.
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AE, the focus in terms of language provision rem&ins large extent oniteracyand English

for Speakers of Other Languag&SQL). TheFurther Education and Training HSlzurrently

lists eight FET content courses and/or programmes that contangaage componenwhile

the Limerick College of Further Education offers a European Studies programme with French,
Dublinds Plunket't Coll ege and the MSLETB Fu
similar programme with French and Spaniste VTOS Centre in Sligo Town offers a Social
Studies courseas well as a course in Tourism and Cultural Stydiest include a choice of
French and Spanish; the Greenhills College in Dublin offers German as part of-its pre
university course in Arts with Languag@nd Psychology and the Ballsbridge College of
Further Education, in collaboration with tH€D Confucius Institute, offers a Business Studies
with MandarinChinese courseand, finally, the Cork College of Commerce offers optional
German and Chinese witts Business programméndividual languages classes, including
Irish, are usually available as part of tAEEsevening programmeddditionally, third-level
institutions such as TCCCand NUI Galway offeforeignlanguage courses as part of their
Adult Continuing Education and Lifelong Learning programmes, althaudjiidual courses
differ significantlybothin their scope and thesitademi@andfinancialcommitmentAll in all,

the languageon offer mirror the ptions in secondary and thitevel education, witlseveral
courses available in Russian and Polish throughout the country and a hiomtbdrof courses

in Arabic in the urban centres (Dublin, Cork, Limerick). The privatdosgevhich is not
regulated i the Education and Training BoardsSTBs), offers additionallanguages options

as do norprofit cultural organisations such as t@eethe Institut, Alliance Francaise, Istituto
ltaliano di Culturaandthe UCD Confucius Instituté*

Foreign Language Learning in the Context of Erasmus+

Erasmusi#st h e fRAgsldipseducation and training programrtiglays an important rolén
theEuropeanntegration process and fosters internationalisation of individinakgtutions and
organisationghrough mobility and strategic partnershilm additionto boostng skills among
individual participants and allowing for knowledge exchange betwegrarticipating
institutionsto make them more competitive @amincreasinglyglobalised and complexorld,

t he pr o goaldstopnandte common European valigegh asolidarity and inclusion

as well ago entanceactive citizenshipcivic engagemeniand intercultural understandifity

The current iteration of th@rogramme runs from 2014 to 2020 and has a budget of almost
EUR 16.5 billion of which Ireland reeiveson averageEUR 20 million a year with the
instalmentshaving been increased incrementdfiyn May 2018, the European Commission

50 The Furthe Education and Training Hub has been develope@®{AS, the Further Education & Training
Authority, in partnership with Education and Training Boards Ireland (ETBI) and BEiEproviders

61 Indeed, one of the interviewees acquired Russian through rilaatep sector, which she then utilised
professionally to support the students with a Russp@aking background in her school.

62 Cf. EC(2019), p. 5.

63 Cf. HEA/Léargas (201)7
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(EC) proposed a doubling of the Erasmus+ funding in its next multiannual financial framework
(202:2027), quoting the programmeds track recort
and mobility of young peopte®?

Erasmus+s the result of an amalgan@t of a number ofmobility programmesi.e. the
Lifelong Learning Programme (Erasmus, Leonardo da Vinci, Comenius, Grundtvig), Youth in
Action, andinternational cooperation programm&sch asErasmus Mundus, Tempus, Alfa,
Edulink, as well aghe programme for cooperation with industrialised countuieder thdabel

of the internationally renownederasmusprogramme which was inauguratedin 1987 to
facilitate mobility among thirdlevel studentsandi from 1997 onwardg staff members
Fundamentallyjn HE, Erasmugrasmus+s linked to a fee waiverfor undergraduate and
graduate studentst the guest institutig as well as dair recognition and validation of skills
gualificatiors andperiods of study and prior learning, including fformal learningBetween
1987and 2013over 3 million students and 350,000 staff members from more tha@ ¥HBls
participated in the programmma k i ng i t t Isuecessfahmobilidy programme t
Specific to Ireland, over 60,008E students and stafhiembershave travelled for periods of
study and/or work under Erasnidgasmuss i n c e t h e inauguwatioreendmomebés s
have increased exponentiabynce 2007/08with 4,654 students and staff members going
abroad in 208.°¢ However, inbound Erasm#istudents continue to outnumber outbound ones
at a ratio oftwo-to-one®’ not least due to the language question and continental students
looking to Irelandand the UKto boost theicompetences the globalingua franca English

To this endsouthern and eastern European counteied tosend out more students than they
receivg while central European and Scandinavian countries are usually more b&fanced
Regarding the other education sectars,AE, school educatio’VET, andyouth, more than
8,500 learners and staff members have travelled abasgzhrt of Erasmussince 20147

Consideringits success antnmensepopularity among individual participants, participating
institutions and other stakeholdestasmudtrasmus has been wdely cdebrated as an
importantmotor for European integrati@md the development of a p&niropean identityThe
underlying idea is simple: Erasmgarticipantanot only enhanceccordingo David Cairns,

At heir educational pr of i | e-Eupopean, with @ denfactoa | s o
ambassadorial role gfoviding a symbol of integration to the European institutions and acting

as a role model, with the ultimate aim of establishing a new generation of less nationally
orient ed "Ehefoormaianofsthe iultilingual participatory magaziGafébabel

in 2001 by Erasmus students and timroduction of the monikeErasmus Generatigrin

2005 seem to be a case in point and underscore the powerful iwfpielr time abroadon

84Cf. EC(2018).

SSEC (2014), pp. 41.

56 Numbersaccessed through the Erasmus+ Mobility Tool.

57 In 2017, for instance, 9,046 students and staff in the HE sector travelled to Ireland under of the Erasmus+
scheme, while only 4,009 students and staff from Irish HEI went to other programme countries (KADAI33rs
accessed through tlierasmus+viobility Tool.

68 Cf. Statistics for All(n.d.). Cf. also, e.g., Brooks (201&enway/Fahey (2007Bhields(2017).

69 Numbers accessed through tasmus-Mobility Tool.

0 Cairns (2017).
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participantsand the public imaginatioft However, two recenimpactstudies conducted by
Charis Hughes and Magdalena Stanakbehalf ofLéargas anthe HEA respectivelyhave

drawn attention to the fact thabontrary to popular belief, participating in Erasmus+ may have
the opposite effect.t&niek, for instancenotes in light of a word frequency analysithat
participants fii n-Erasmdslcohdits feed mauesirisrathad Eunopean and,
surprisingly, the difference is more pronounced among the Erasmus participants who are more
than three times as likely to feel mostly Irish than mostly Européeeneas that difference is

only marginal for the nofErasmus group’?

Moreover the programmés educational and promotionalachievemerst aside
Erasmudfrasmus have not been theverall succesghatthe EU makehemout to be and
scholarsi not least Cairng have critiqued the normative expectations of the prograanme
regarding the economic, social and cultural resourcelef participants.Erasmus is, as
Friedrich Hegesums itupfarf r om bei ng fa pr otAthaugmteuctfrabr e v e |
and bureaucratiobstaclehave beersignificantly reducedn the past two decadesot least

with the foundation of th&uropean Higher Education Araadthe amalgamatiorof the pre-
existingmobility programmedrasmus, Youth iiction, Leonardo da Vinci, Comenius, and
Grundtvig accessibility and participation remain a challefigesome sectors and population
groups On the one hantheintegration of various mobility programmes uné&asmus+the
simplification of the applid#on process, and increased funditage opened Erasmuado staff

and learnerdrom all walks of lifeT with both sending and receivingstitutions and
organisationsoften mitigating potential conflicts and problems regarding teryday
practicalities On the other hand, HE continues to consume the largest individual share among
the Irish education sector(EUR 11.8 million vs a combined EUR5.43 million for the
remaining sectorim 2018,” with many institutions and individual stakeholdetgside third

level education alslacking the awareness, experience, gederakesourcesuch as allocated
timethat the International Offices of the HElessessWith regard to HEmature students and
studentsfrom disadvantaged backgrounutsparticulartend tostruggle with theflexibility

and/or economicresources necessafgr an extended stayabroad which typicaly lasts
betweerB and12 monthsn the sectarOther factors thahaylimit the access and participation

in Erasmus+ arémited placementsacademic achievement durigarly) school education,
educational backgrounaithin and supporof the family,foreign languageompetencesand
special need® However, Irelanespecific research into the drivesf and barriersto
international mobil ity r emaofandbagiertaErasmus+ St an i

"t However, arecent study by Llurdat al, with Catalan participants of Erasmysighlights the underlying
complexity of this issue, particularly in the context of minority language speakers and the positioning of strong
regional identities. Cf. Llurda/GallegBalsdBarahona/MartiFRubi6 (2016).

2 Staniek (2020); Hughes (2018).

3 Heger (2013)

74 The numbers are retrieved from the Erasmus+ Mobility Tool and based on the budgets awarded in 2018. The
exact numbers are EUR 11,799,472.32 (HE) and EUR 15,433,170.40 (3¢BpGET, youth, and volunteering).

S Cf., e.g.,EC (2014); Di Pietro/Page (2008); Souto Otero (2008yputo Otero/McCoshan (2006)CE2000)

Teichler (2004).
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participationthereforemarks an important first stepn exploing the motivational factors
behind Irish participants in Erasmu&+.

To makeErasmus+ aaccessible as possible tbe participantsandto make surehatit works
well acrossthe participatingcountries the EC works with national agencies to manage the
programmadocally. In Ireland, thdDES has appointetliéargasand theHEA to jointly manage
Erasmus+, wth the latteroverseeing the HEector andthe formeroverseeing all other
educatiorsectorsThere areurrently33 countries tat fully take part in Erasmus+, ial EU
MemberStates, includingoverseasterritories, as well as the Republic of North Macedonia,
Iceland, Norway, Liechtenstein, and Turkey. Other partner coutitnesghout thd&European
Higher Education Areand theworld can take part in certaiparts ofErasmus+which are
subject to spetc criteria and conditions. In general, the structure of the Erasmus+ programm
consists of three key actions: mobility of individugda\1), strategic partnershigkA2), and

T in relationto the youth sectdr policy reform(KA3). However the mobility of individuals

for educational purposeemainsat the centre of Erasmuswith 68.9246 of the 208 funding

in Irelandallocated to it, ofvhich59.63% is, in turn,being allocated to HE'

Sincemulti- and plurilingualism is one of the cornerstones ef Buropean project, language
learning features prominently in Erasmus+. Indeed, the promotion of language learning and
linguistic diversity is one of the objectives of the prograname ranks among the main reason
among participants for going on Erasmu&This being said, theeasongor going abroad with
Erasmus+ diffevastlyandarebased on individual needs, abilities, interests and expectations
which in turn affects the linguistic engagement and cultural immersion of participants.
example, amrts student majoring in a modern language kidly engageon a different level

with the language and culture of the receiving coufitoyn an engineeringstudent or a
professional on a sherérm placementor indeed a young person participating in a youth
exchange for a week

Following the internationalisation of education in Europe and beyond, an increasing number

of studies have explored the nexus bemlearnemobility and foreign language acquisitiéh.

While empiricalstudiedargely confirmthe notionthat aforeign sojourn ncr eases a | e.
language competence, the results differ greatly among individuals. As apsgciiplinguists,
crosscultural psychologists, international educators and scholars from other disciplines are
paying increasingly attention to underlying situational and behavioural factors in language
acquisition. In addition to the development of geh&rguistic competences in phonetics,
morphology, syntax, semantics and pragmatics, which remain the focus of many studies, these
scholars explore how aspects such as the length of stay, attitudes, and motivation affect this
development?® Anxiety, languge fatigue and previous language learning experience, which

76 Staniek (2020).

T percentages are calculated based on the numbers/bretgeised from the Erasmus+ Mobility Tool in 2018.

"8 Cf. EC (2019), p. 9.

0 Cf., e.g.,Taguchi (2008); Willis Allen/Herron (2003); Segalowaitz/Freed (2004); Collontine (2004); Dewey
(2008); Isabelli/Nishida (2005); Freed/So/Lazar (2003); Sasaki (2009).

80 Cf., e.g., Llanes/Mufioz (2012); Yashima/ZerNlshide/Shimizu (2004); Wanner (2009); Isab@larcia
(2006); Maclintyre/Clément/Dornyei/Noels (1998); Willis Allen/Herron (2003); Gregersen/Macintyre (2014);
Geeraert/Demoulin/Demes (2014); Willis Allen (20183tams (2006).
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are particularly relevant in the context of
significant role in language acquisition. Indeed, the factors at play seem almost endless and are
highly individualistic. Celeste Kinginger, for instance, exposes in a longitudinal study that
social class, gender, nationality and identity can significantly impact the motivation and the
degree of investment of study abroad students when it comegt@gmlearning. Dornyei

al., on the other hand, highlight the importance of external forces such as the teacher and
classroom management, the group dynamic and/or the educational culture andsgereral
political environmeng?

However,perhapsone d the most interesting aspeatsvealed byrecent studies ofearner

mobility and language learning, particularly in the context of Erasmusi s Jenni f er
observation that the programme helps participants to develop an appreciation towaets the

of being a nomative speaker in a multicultufalultilingual environment and tdefer to the
normativity of natofWethesnprEnglishespesking iatervieweed i ct i o1
J e n ki n s linguistis fimisthkes are not necessarily a bad thing, but an expression of
creativity and an imagineflanguage)community. The notion of English as a glotiagua
francaseems to lend agency and ownership to-mative speakers. While the latter finding

may at first glanceseem somewhd¢ss relevant ithe context of the present styag English

does indeed have a different status globally with-mative speakeroutnumbering native

speakers in substantial numb&tthe notion that an Erasmus+ mobility helps Ipsinticipants

to feel more comfortable living and working in a ABnglish speaking environmgis certainly

relevant Indeed, this corresponds broadly with the findings of the study at, dmch

highlights not only the increased linguistic agency ofléaenersbut also a growth in their
confidence and willingness to allow themselves to make mistakdseperappreciation and

level of (linguistic) comfort among Irish citizens is more than desirablerder to further shift

the focusto the contineatn d t he opportunities that the EUC¢

Following the rise of dearning andViassive Open Online CourseBIQOCS in the early
2010s, the EC has gradually introducethe Erasmus+ OLSince2014 As any elearning
activity, the OLS can be used at any time from a computer, tablet or smartphone with an internet
connection.OLS courses areavailablein all Europeanofficial languagesfor qualifying
participants undelkKA 1, i.e. the mobility of inditduals Participants with a level of at least B2

on theCommon European Framework of Refere(@EFR) in the main language of instruction

or work may choose to follow an OLS course in the language of the receiving country, if
available.Support in languagesr levelsnotyet covered by the OL8an beprovidedthrough

other means, such as organisational support for HEIs or individual grants for otheUtielels

KA?2, strategic partnerships in the area of language teaching and learnipgrtaelarly
encouraged and funding for linguistic support is being provided whergdomgtraining and
teaching activities are concernethe OLSincludes a mandatory assessment of language
competenceeforeandafterthe mobility, except nativepeakersandconsists obptionalself

study modulesand thematic MOOCdive coaching and tutoring sessigom@smda discussion

81 Kinginger (2004); Dornyei/MaclIntyre/Alastair (2015).

82 Jenkins (2009) p. 206. Jenkins bases her observations among other things on data collected by
Peckham/Kalocsai/Kovacs/Sherman (2008).

83 Cf., e.g., Crystal (2003).
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forum and news sectiorselftstudy modules for business language are available for advanced
learnersThe OLShasalsoreplacedhe provision okpecialised courses in the lesgsed and

taught languagesinded under the Erasmus Intensive Language Csualsane of the previous

iteration of the programme, which enabled students to attend language courses in the host
countries to prepare them for their studies or internship abrdddrd-level students can

however still avail of on-sitelanguage courses through the language departments and centres

of their host instution, if they qualify under the receivingn st i t ut i onds gui del

The advantages and disadvantages-lefarningand MOOCs have been widely debated in
scholarly literatureas well as the medidVhile proponentshighlight their accessibilityand
flexibility through the removal of geographidahitations as well aghe reduction ofinancial
andtemporal restraint®pponentsiraw attention to the attrition amiyh dropout rates among
e-leaners due to various internal and external motivational factb@enerally speaking, €
learning demands a higher ability to sele gul at e onedés | earning ar
through time management, sedfaching methodsindmetacognitive evaluatigmparticularly
regard tacMOOQOCs i.e. insituationswhich learners construct their own coudnigh level of
selfefficacy and seltonfidenceto achieve the (perceived) goal of the couisalso a
significant factor, as is thbelief that the course is beneficial caresise®® Additionally,
research intgp a r t i doackgeountsshéas shown thatearning and MOOCsay favour
those who are educationaltyivileged® and pssess a higher digital literaByAn increasing
amount of researcis also being conductexh the social engagement o @arnerswith both
their instructors and peemnd how this may influence the learning outcéfhe.

Regarding Erasmus+,the shift from omsite languagecourses to OLScoursestoo has
advantages and disadvantages. the one hand, the launch of the Ok& only allows for
better quality control on the part of tB, but alsoaffords participants better accessibility,
eliminating particularly in rural agas the need to travel at times great distancésto
participate in conventional languages cour€asside the context of thislgvel education, it
allows participants on placemsrand traineeships to better integréte language learning
sessiongnto ther work/training schedule On the other hand, the higher demand of-self
regulation, sekefficacy, and selconfidence of the 4earning environmentas well as the
suggestion thait favours those witreducational privilege and digital literacgchoes the
concerns regarding Erasmus+ in general, i.e. that the IileShe programme in geneyad

n o tfor everyoné?® This is furtheed by the fact that Erasmus+ participants ¢amhe
mandatory assessmdrgforeandafterthe mobility asidé engage as much or as little as they
want with the platformHowever, the Erasmus+ OLS is trying to mitigate these issues by
several measurgwhich aim to create a positive attitudees well as opportunities to interact
with other language speakers and learners. Ohthesemeasursis anintuitively designed
interface which takes the user step by step throughHdheingprocessandoffersthe option

84 Cf., e.g., Halawa/Greene/Mitchell (2014prdan (2014). For a brief discussion of the general advantages and
disadvantage<f. also Heller (2013); Peterson (2017).

85 Wang/Baker (2015); Kizilcec/Schneider (2015); Barak/Watted/Haick (2016).

86 Koller/Ng (2013).

87 Yuan/Powell (2013).

88 Cf., e.g., Sinah (2014).i/Verma/Skevi/Zufferey/Blom/Dillenbourg (2014Ferguson/Clow (2015)

8 Cf. footnote B.
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to personalise the learning path accordingtheir needs and interests, with algorithms
suggesting suitable exercises. Tive coachingand tutoring sessieraim to comgnsate for

the intimacy of facgo-face communication in conventional courses, although the amount of
time a participant can seek out tutelage is limited and in proportion to the duration of the
mobility. In the broader context of live coachjngonthemaic live MOOCs provide
opportunitesto actively engage with the language both in its traditional academic coagext
well as contexts such as everyday conversatahgeneral topics of interest. other words,

just as the previously mentiongdelscoileannanovementtheintentionof OLSs is not only

to increase the general abilitput to create opportunitior and a positive attitudeowards
communicating in a foreign language.

Neverthelessno comprehensive empirical study has been conducted regarding the overall
effectiveness of the OL®ne of the few exceptions Maria Boquera Matarredo@astudy;

which provides an initial discussiomda he benef i ts and abksessmdntac k s
test However,while thefindings remain relatively superficial aradten lack a reference to

clear empirical dat¥ the study at leagtrovides a starting point. To ascertain the effectiveness

of the OLS and to assess its advantages and disadvantages, particularly in comparison to
conventional language courses and other public MOOCs, a more comprehensive study that also
includes longitudinal datwould be highly desirabl&Vhile thepresentstudy addresses some
aspects of the OLS, its focus remains on the overall language learning experience and
awareness in the context of Erasmusfwhich the OLS is but one part

%0 Boquera Matarredona (2016).
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Research Objective Design andMethodology

The central objective of this study isdmpiricallyexaminethe learning experience and impact

of foreign languages on participants in all sectors of Erasmus+ in Ireland. Furthermore, it
intends to shed lighton the awareness and attitudes towafdreign languages among those

involved in the sectorsThe corollary objective iso explorethe extent to whiclErasmus+
increasespartici pant soé f or e iamdnhow tlkeovgrallanppact ot themp et e n
programmecab e maxi mi sed i n t he Llamonages €annestritegy.h e g oV
In this vein, he study focusegrimarily on outward mobilities to neknglish speaking

countries, i.e., the main subjects aither participants from all education sectet® take up

mobilities abroad under Erasmus+ in countries other tiatJK (Wales being an exception
duetothestrongpresnce of Wel sh i n t he )pmoechldadessands | i ng
administratordacilitating these mobilitie$! One of the key contributions of this study lies in

its mixedmethod design, i.e. combining quantitative and qualitative methodology, and
including data on Erasmus+ participants from edlucationsectors.Existing studies on

language learning in the conte{t ErasmulErasmus-havealmostexclusively focused oHE,

while other sectorarestill relatively lacking® The broader ainof this studyis, thereforeto

widenour understanding dfie Erasmus+ programras a whole@ndto contribute tahedebate

about foreign language learningah education contexts in Ireland

The mixed methodology allows this study to create a panoramic view of the role of foreign
languages in outward Erasmus+ mobilitihile simultaneouslyainng a deepemsight into
personallived experiencesvhen it comes to language learniagd its impact Thus, the
analysis begins with descriptiveprofile of Erasmus+ participantnd their relationship to
languages and language leami The profile isbased on aranonymousonline survey
conducted from November 2018 to February 201® participantprofile is then followed by

a themati@nalysisbased ori4 participant interviews anfive interviews withproject leaders

and administrators which were conductedetweenApril and October 2019. The main
justification for incorporating a qualitative element into the study is that qualitative research
allows flexibility and offers an effective way tqrobe,develop and refinghe previously
developedrofile of Erasmus+ participantsy zooming in orthe personal livecexperiences

of asmall, select group of participanttdividual interviewsare particularly suitablefor this
purpose,as the studyis less concernedwith the generalstructure of a phenomenone.
language learning in the context of Erasmus more concerned withdatailed examination

of personal experiencesgardingthis phenomenormnd the sensiatervieweesnake oftheir
experienceUnderlyingattitudes and language awareness can also bedtadre closelyThe
interviews and their subsequent thematic analysiaraexplicitly interpretive endeavquroth

in terms ofthe researcher aride subjed, who reflect theexperience in the interview process

TAswitht he case of Malta and Cyprus, where English maint
pastEr asmus+ participants experience a si ((reiWelslt,ant e X |
Maltese/Italian and Greek/Turkistgueto their official status and the (relatively) high presence in everyday life.
%2Thedesideratunt an be partly explained by the fact that the
participants outsidelE. An additional factor may be the relatiyedhort time periodn which participants from

other education sector spend abraampared to undergraduate studentshird-levelinstitutions.
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and its interpretatianThis is particularly the casvhenwe move from what Virginia Braun

and Victoria Clarke have describedisemantio themes tdiatent themes, with the former
focusing on thartapkeidathy andtethennsatter
the underlying ideas, assumptions, and conceptualisatiand ideologied®?

Descriptive Profile of Erasmus+ Participants and Their Experience with Foreign)
Languagel earning

Beforebeginning our foray into the experience and the impact of foreign language learning in
the caitext of Erasmus+, we must first consider the demographics behind the participating
cohortin thelrish context and their language competenteshis englpast, present and future
participants of the 2012020 iteration of the Erasmus+ programme veengtacted and asked

to take part iran anonymous online surveiccordingly, the hypothetical number pbssible
responses iapproximately30,000.While the International Offices of the HEIs facilitated the
circulation of the surveyErasmus+participants from other education sectors were contacted
directly via the email address providedtheir ParticipantReportto the EC. However, oly
participants who consented to follayp questions were contacted. Access to H@ s
Erasmus+Mobility Tool was provided by the HEA and Léargadthoughseveralcontact
details (i.e. institutional email addresses) of former participants had expitleel meantime
Additionally, the online survey was publicised via the homepages of both national agencies
andsocial mediain order toattractthe attention of those whmight otherwise have fallen
through the net or who did not consent to be contacted again irPdméicipantReport but
neverthelessvanted totake part Participation in the survey was entirely voluntary and no
incentives were offered.he respondents were able to skip questions and/or stop at any time.

The survey was open from the beginning of November 2018 until the end of Februarin2019.
total, 609 Erasmus+ participants and prospective participants responded to the witvey
guestions receiving74 resposes on averagé certain degree of survedgtigue among the
respondents isioticeable with the number of respondents wk&ip answers gradually
increasing over the course of the survBye surveyconsistedf 49 questions, the majority of
which were closed singleanswer guestions.Where necessary the optiofiother (please
specifyp was included. Thisather restrictive formawvaschosenwith deliberationin lieu of
the studyodos mi xed meeveraPattioipaoReportsasubnhittea iheBLe e p
by Erasmus+ participantsiere,questions regarding experiences with foreign languages are
often wateredlown by allowing respondents multiple answessth somechoosingmost, if

not all answeravailable A rating scale is introduced only laterthre Participant Reports and
focuses on a different set of questiofss.a resultjn the present studyhe respondents were
asked for théimaind reason behind their attitude and/or experience, allowing for one answer

9 Braun/Clarke (2006), p. 8€f. also Braun/Clarke (2013).
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only. Thi s s urespandelitherefore,hadto prioritise their respectiveanswers The
following variables arexamined

Age.

Gender

Educational background

Mother tongue and other language competences

Linguistic background and competences of parents

Linguistic background of saal circle.

Previous experience with foreign language learning

Duration and type of Erasmus+ mobility

Language(s) of communication during mobility

Linguistic support before and during mobility

Attitude towards the local language ahding/becoming part of the linguistic
community

Increase of language competence throughasséssment (CEFR)

Awareness of professional and personal benefits of foreign language skills
Likelihood of working in the country of Erasmus+ mobility and/or &n
international context

> >y D>y D>y D>y D> D> D> D> D> D

> > >

WhoParticipates in Erasmus?

When we look at the demographic make and the general experience of Erasmus+
participants as pethe data provided by the online survay,is important to highlighthe
shortcoming®f the dataBoth the voluntary nature of the survapdthe necessityof a basic
digital literacy are to a certain extdnreflected in the datd asis the dependency on
intermediariesuch as international officers and project leaders to facilitatBssgmination

in certainsectors This is particularly visible with regardto certain subgroups among the
Erasmus+ participants artduches upon the @stionof what prompts a potential survey
respondat to either respond or not respor®lUrvey response and noesponse studies have
shown that trends do indeed exist, with results from online subyesad largeechoing those

of theadministration methodsf more traditional surveys$n generalthe more educated and
more affluent people aréhe more likely they areto participate ina survey® Women and
younger peoplég.e.in this casgroung adults and youngofessionalsare also more likg to
participate in survey® Relevanceof and interesin the survey topic has also been shown to
influence response rates, asdtne wordingand lengthof the questionnairanddissemination
methods.

94 Curtin/Presser/Singer (2000); Goyder/Warriiviller (2002); Singer/van Hoewyk/Maher (2000).
9 Curtin/Presser/Singer (2000); Singer/van Hoewyk/Maher (2000); Moore/Tarnai (2002); Goyder (1986).
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In the study ahand, the explicit mention of the foreign language context in the survey title
might have been a deterrent to prospective respondenttheymay have feltthat their
experiencevas of little relevanceo the research conductegther because theld not speak
another language or because foreign languages did not play a significant role in their mobility.
A case in point is one of the intervieweego first expressed doubts about her ability to
contribute to the study in a meingful way as her Erasmus+ mobility has led her to the UK,
i.e. Wales, rather thatontinental EuropeA first look at the data furthamnderlines that the
study follows the general trends of survey participation. For instamcksrageparticipants
(<18 yeas)who have patrticipated in Erasmus+ mobilities viadtteool andyouth secta are
markedlyunderrepresented, with only one survey respondent indicdatmthey werd6yeas

or youngerand a large number of respondents choosigio indicate their age group at all

(Fig. 2).

60%

50.7%
50%

40%
30%

20% -
1230 14.4%

10.5% 10.0%
10%
0% I

10 -16 yrs 17-24 yrs 25-30 yrs 31-40 yrs 41-50 yrs 51-60 yrs > 60 yrs

H Percentage of Respondents (n=430)

Figure 2: Age bracket

This is not only due to the surveyb6s depende
and project leaderbut is further accelerated by the fact that a large number of these Erasmus+
participants havéeft the relevant schools and projects since their mobility took place. The
combination of a perception of the surveyifiaemething for adultsand insufficientdigital
skills/access has most likely also hampered the response rate among underage Erasmus+
participants. Given that the survey was designed to address vastly different demographics
across five education sectors, the wording of the questiogsther wih thelengthand logic

of the questionnairehas most likelyheightenedhis perception among ptieens and teens.

With the exception of the wording issue, these factse likely contributed tothe low
response rate of older Erasmus+ participants, waitlly eight respondents @%) indicating

that theywere60 yeas or older Additionally, the wording and survey logiwhich increased

in its difficulty over the course of the questionnaireght have contributed to an increasing
survey fatiguewith more and more respondents skipping questions.
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Only 27.3% of the respondents identified as malbaereas’2.3% identified as femal@-ig. 3).
While females arenot only more likey to respond to survey but are alsogenerally
overrepresented in the Erasmus+ prograrffiibe female to male gender ratio among the
survey respondents seems particuldéuiyh. However as withthe question regarding age, a
relatively high number of survey participants80 respondenjschose not to answer the
guestionregarding gendempresumably due ta certain degree afurvey fatigugas these
guestios were posedowardsthe end of the surve¥Q45 and Q46)

80%

72.3%

70%
60%
50%
40%

27.3%

30%
20%
10%

0.5%
0%
Female Male Non-binary

H Percent of Participants (n=429)

Figure 3:Gender identity

Despite hese shortcomingsf the datafigures2 and 3still concurwith the general trend
regarding Erasmus+ mobilitiem Ireland The majority of mobilities ardgaken upby
undergraduate students in the HE se(fay. 4). While VET learnergepresena considerable
groupin terms of outwardnobilities with 1,740mobilitiesbetween 2014 and 2027only 5%
of survey respondwds identified as part of the VET sectfiolmand ths includes possible staff
mobilities. Professionals who are more or lesstled in their careers (i.e. 89eas) and who
participate in Erasmus+ to exchange good practice in thedtupationalarea or to
establish/further a cooperation with a Aosh partneycomprisea seconaonsiderablgroup
within the Erasmusprogramme

9 Cf. Bottcher/Aratjo/Nagler/Mendes/Helbing/Herrmann (20 Baniek (202)) Hughes (2018), p. 9.
9 Number & based on the Participant Regaftthe corresponding years in the Mobility Tool.
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HE I —— 61.1%
School I 10.2%

VET Il 5.0%
Youth Project [l 2.9%
Adult Education [l 1.8%
Early Childcare/Preschooll 1.6%
Unemployed | 0.5%
Volunteering | 0.2%
Working (w/o sector identification) N 16.7%

0% 10% 20% 30% 40% 50% 60% 70%

® Percentage of Participants (n=442)

Figure 4: Sending institution/education sector

In this context, tiis noticeablethateducation, including early childcare and HE in general, is
by far the most common occafonal area ofhe survey responden(Sig. 5), althoughi due
to ambiguous wording in the questionndirie is not clear whether undergraduate students in

HE and other learners chose to identify as someone from the education sector instead of their
targeted occupationarea

Veterinary Medicine/Animal Carell 0.8%
Law/Social Sciencedll 1.4%
Public Admin/Defence/Humanitarian Aidll 1.8%
Electronics/Manufacturing/Mining/Quarry ll 2.0%
Architecture/Engineering/Constructionill 2.0%
Agriculture/Forestry/Fishing/Environmentiill 2.2%
ICTand IT Il 3.4%
Financial Services/Marketing/Retailllill 5.6%
Modern Languages (inlc. in HEJ I 7.5%
Tourism and Hospitality [ 7.9%
Culture/Arts/Design/Entertainment I 10.3%
Medicine/Human Health/Social Workil I 11.7%

Education (incl. Early Child Care & Hi N 43.3%

0% 5% 10% 15% 20% 25% 30% 35% 40% 45% 50%

B Percent of Participants (n=496)

Figure 5: General occupational area
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All ambiguity aside with more thartwo out offive of the respondent@3.3%) indicating an
occupational background in educatidd, 26 in medicine, human health angerhaps most
importantly in this categorly social work,10.3% in culture and entertainmeit9% in tourism

and hospitality, and.5% in languages (inabling HE), the survey highlights that Erasmus+
plays a much more domant role in occupational areas that tend to necessitate a higher level
of intercultural skills and cooperation. In contrast, o8Iy¥% of respondents indicated a
background in ICT and IT, with even fewér4%) indicating ebackground itaw orthesocial
science. These are areas in which English is the dominant language internationally (i.e.
sciences, finance, IT, international law, etc.) or that are partica@aniyernedvith a domestic
market (i.e. law)Perhaps most interesting in this contexhis factthat only1.8% of survey
respondents are in public administratidiefenceor humanitarian aidIln the context othe
dismantlingof international borders anfluropean integration, these areas might fietie

most from the knowledge exchangéd the increase in intercultural understanding and
language competences that are associated with Erasmus+.

In terms of foreign language experientte majority of survey responaiis had some sort of
foreign language education in primary or secondary school&};iglthoughl62 respondents
(31.8%) explicitly staedthat they had no foreign language education whatsoeweevever, a
sizablenumberhadreceived omwerereceivung languageinstruction in more than one foreign
languagei.e. 123 out 0847 respondeni85.45%).

300
244

250
200

162
150

95

100 77
) - = -

None Other Italian Spanish German French

E Number of Respondents (n=509)

Figure 6: Foreign language education in school

Predictably French is the most common foreign language among thbedad takeroneat
school. Among the respoedts, French Z44 out of 509 respondehtsutnumbers all other
conventionafischool languagéd ¢ o m bei 9% sudreyespondentmdicated a background

in German 77 in Spanish and 25 Italian. The most common languages within the category
fOtheo, which received 29 responsese Japanese amiissian
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90%

78.4%

80%
70%
60%
50%
40%
30%

20% 13.5%

Yes No Do/did not study an FL in school

10%

0%
m Percent of Respondents (n=510)

Figure 7: Enjoyment of learning a foreiganguage

Interestingly and contrary taprevailingmyth, an overwhelming majority sespondent§.e.
78.4%) declaredhat theygenerallydid/doenjoy learning doreignlanguagdFig. 7), with only
13.%% of respondentsxplicitly stating theydid/do not enjoytheir foreign language education
at all. Whenlooking at the main reason given for teigoymentmore than half theespondents
(54.3%)enjoyedlearninghow to communicate with people from other countries @mel in
five respondents (20%%) felt that it opened up a new worddr them(Fig.8). As we will see
this isexpressed quite clearly by the interview@eshis study mostof whom identify the
flopering up of new worldgasone ofthe main benefitof learning as foreign language€his
benefit is further emphasised e intervieweeé experiences during theiErasmus+
mobilities which they observedn professional and culturé&rms but alsomoredirectly in
their interpersonahteractions
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Enjoy(ed) learning how to communicate with peopl
: A 5 3%
from other countries
Feel/felt it opens up a new world || 20.7%

Enjoy(ed) learning about the other culture throug .
literature, music, and art - 10.3%

Enjoy(ed) learning the underlying structure, i.
grammar and vocab - 10.3%

Have/had a fantastic teacher who makes/made t
0,
subject interesting h- 3.6%

Heritage language| 0.5%
Went to an all-Irish primary schoo| 0.2%

0% 10% 20% 30% 40% 50% 60%

m Percent of Repondents (n=416)

Figure 8: Main reason for enjoyment

In contrast, only 0.2% of respondents idaatitheir background at an dllish primary school

as the main reason they enjoyed learning another language. This is not to say that the previous
experience of an immersive language education does not Hftectttitudes regarding the
acquisition of a second language positiyetyis just not the main reasgrovidedby the
respondentsOne possible explanation might be thatrggpondents maye more future and
goaloriented when reasoning their behavidostead of looking backn a similar vein, the

fact that the language learnedsis a heritage language does not play a significant role either,
with only 0.5% of respondenidentifyingit as the main reasdor their enjoyment

Whenlooking at the main reason why the respondelidgdo not enjoy learning a foreign
language (Fig9), two in five respondents (42.7%) indicatélolat the grammarappeargdoo
challengingfor them This is followed, albeit by aotablegap, byfeelings ofanxiety in
spealing the language in front of peers7(%6) and bya dislike for the teacher and the way
the language is taught§.3%). Anotherimportantreason is a feeling of frustration regaugli
theslow progressi3.3%).
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Findffound the grammar challengind N /2.3%
Am/was intimidated to speak the language in front
17.9%
my peers

Do/did not like the teacher and the way it is/was taug | | 8 ENENEEEE 16.3%

Amiwas frustrated by the slow progres$ NN 13.5%

Do/did not think it is/was relevant for my future|jjjjij 4.5%

Am/was not really interested in the other culturjjl] 3.2%

Find/found the language is/was taught as a "dea‘ 2 20
language", i.e. focusing solely on grammar 7

0% 5% 10% 15% 20% 25% 30% 35% 40% 45%

B Percent of Respondents (n=312)

Figure 9: Main reason for norenjoyment

Looking at the reasons providetis noticeable that the main reasons are affectual rather than
rationaland centre around words likehallenge, fintimidationo, fidislikeo, andfifrustratioro.

Closer attention should therefore be paid to the emotional dimenstba fofeign language
classroom to addressd alleviatehese issuedVhile recent adjustments in the curricula and
teaching methods are changing the wlagt languages are taught irish schoolswith the
recentchangego the Junior Cycle being perhaps the most significant institutional expression

of an ongoing shift towards learning methods and assessments that are more aligned with the
language learning proce$slanguages maintain their status afdéficulto subjectamong
manystudentsnot least as expressed in the surviegdue tolinguistic concepts and practices

that are quite foreigno native English speakers. Notable examples #re gendering of
inanimate objects or ensuring an agreement of the grammatical number, gender, and case
between individual word$ both of which are features not onbyf Irish, but also French,
German, Spanish and mamther modern (Europeandanguages Highlighting the links
betweendifferent languagesand encouraging a positive language trangfer. applying and
expandingmore openly and systematicatiy one of the learning outcomes formulated in the
revised Junior Cyc)&® might easethe feeling of being overwhelmeas linguistic concepts

would seem much more familiavhen contextualisedThis also includes the possible
phonologicakransfer between languages, as for example between Irisheanthnor indeed

%®Not only does | anguage | earning feat uriStatgmerdssnof nent | vy
Learning (Statement 2 out of 24 statements formulates the gaalsthdents are able to communicate in an
appropriate level in a second and third langudn#)he framework also employs a dual approach to assessment,

allowing for an additional, ongoing formative assessment that supports the dilekmiag over th course of

the three years. The introduction of a short course in Chinese Language and, @diicings broadly aligned

with level 3in the NFQ is also a positive development regarding the diversification of modern languages. Cf.
DES(2012);DES(2015).

®Learning Statement 2: #fA[é] | know that the skills t
an ot hES(201@), pD30PES(2015), p. 51.
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betweenlrish-English and Germatf® Ample research has been conducted regarttieg
phenomenon oforeign language anxigtyhich accoungéd for the second mostommon
reason 17.9%) for not enjoying language learninfhe negativerelationshipbetweerforeign
language anxiety and achievement is vesllablished, showing that students suffering from
foreign language anxiety are less willing to participate in learning activities afodrpenore
pooily than their peer! Considering the important rotbatemotions play in the language
learning processhe knockon effectof foreign language anxietsan be quite significant.o
this end sensitivity trainingand inservice training coursdsr teachers of foreign languages
regarding the phenomenwill be a first important stefpwards easing anxious students and
creating a more inclusive classrodf A phenomenon thatlso ties into foreign language
anxietyis thefrustration regarding a lack of progressich was identified by 13% of survey
respondents as the main reasdty they did/do noénjoy learning a languagéhe causetor
frustration can benanifold and includéhe generallyslower learning procegbothcompared

to other subjectand the current culture of instant gratificajiounrealistic expectations by the
studentsandbr alack ofspeakingpractice Fosteringealistic expectations among the students
by communicating clearly theature oflearning processparticularly comparedo other
subjectsmayhelp to ease the frustration.

To further exploreghe question of enjoyment, particularly in terms of attitudinal influences
from thesocialenvironmentjt is worth contrasng the answers of those respondents whose
parents are either narative English/Irish speakers or possess for&agguages competences
(n=137) with those whose parents have no foreign language gki#370). As Fig.10
illustrates, respondents who grew up with parents that do speak a foreign languagéare 20
more likely to enjoy learning a foreign language, with the number of thosehwto not
enjoy it dropping to a mere3%. In contrast, the number of respondents whose parents have
no foreign language skills and who do not enjoy learning a langeagans relatively high

at 18.1%.Additionally, respondents whose parents have no foreign language competences are
more likely notto have foreign language instruction in schauith age playing no apparent
role in this context.

100 For the lattercf. the PhD project oflarkus Boéttne(NUI Maynoot).
01 Cf,, e.g. Horwitz (2001); Aida (1994); Macintyre/Gardner (1991).
102Cf,, e.g. Tsiplakides/Keramida (2009); von Wdérde (2003); Gregersen (2003); Young (1991).
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8.9%

No FL skills among parents (n=37 18.1%
73.0%

5.1%
Non-native speaker parents and parents with FL skI'I'Ig1 504
(n=137) e
93.4%

0% 10% 20% 30% 40% 50% 60% 70% 80% 90% 100%

mNo FL at SchoolmNo ®mYes

Figure 10: Impact of parental foreign language competences on learner enjoyment

Figure description: Comparison of respondents with -native English-speakingparents/parents with foreign
language skills and enjoyment (n=137) vs thosbauit foreign language skills who enjoy(ed) learning a foreign
language (n=370)

Whenlooking at the main reason whgespondentsvhose parents have no foreign language
skills do not enjoylearning foreign language$-ig. 11), and compang the results to the
adjusted overall numbers from Fig. we can observe that the struggles with grammar are
markedlyless relevanb this particular grap, with the number dropping from 42.3% to 33.3%.
Slightly more relevant are feelings towards the teacher and the way the lamgtagght
(19.0% vs 16.3%) anidperhaps more importantlya disinterest in the other culture (6.3% vs
3.2%). In other wordsthe persnal connection to the target language, be it in form of the
culture itself or the teacher as theclassroom representative of that culture, becomes
increasingly important. If we consider both as a first point of contact and thereby a first point
of poséble struggle with the language, other reasons such as challenging grammar become of
secondary importance.
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) ] 42.3%
Find/found the grammar challengin 33.3%

Am/was intimidated to speak a language in front of "y 17.9%

peers 17.5%
Do/did not like the teacher and the way language is/wiSEEE 16.3%
taught 19.0%

S 13.5%
Am/was frustrated by the slow progres 143%

Do/did not think it is/was relevant for my future M. 4'5%/"
B 4.8%

Am/was not really interest in the other culture- 3.2%

L 6.3%

Find/found the language is/was not taught as a "deaslj 2 29
language" B 3.2%

0% 5% 10% 15% 20% 25% 30% 35% 40% 45%

m All Respondents (n=312) m No FL skills among Parents (n=63)

Figure 11: Impact of parental foreign language competences on reasons fegnjoyment

Figure description: Comparison of main reasons farnenjoymentamong respondents who do/did not enjoy
learning a foreign language and whose parents have no language foreign language skills (n=63) vs overall
numbers (n=312)

Another interesting factor toonsider,regarding the social environmemd the impact of a
gaelscoil educatiorfFig. 12). Remarkably survey respondents who attéed) a gaelscoil
(n=68) werdare less likely to enjoy learning a foreign languag&lthough still an
overwlelming majority, mly 73.5% of respondents with a gaelscoil background indicated an
overall enjoymenbf learning a foreign languag8y contrast 79.1% of their peers from
Englishlanguage school®=444)indicated an overall enjoymerithe attitudinabdifference is
even more pronounceghenwe take a closer look at thoseho stated that theyo/did not
enjoy learning a foreign languagee.22.1%(gaelscoi) and12.4%(Englishlanguage schopl

This signifies a gap of 9.7%r one out of everg0respondents.

Respondents with English-language school backgro 8?‘? 4%
— . 0
(n=444) 79.1%

B 4.4%
Respondents with gaelscoil background (n=68) i 22.1%
73.5%

0% 10% 20% 30% 40% 50% 60% 70% 80% 90%
m No FL at Schoolm No ®Yes
Figure 12 Impact of gaelscoil background on learner enjoyment

Figure description: Comparison of respondents withealscoil background and enjoyment (n=68) vs those with
Englishlanguage school background who enjoy(ed) learning a foreign language (n=444)
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Strikingly, 8.6% of respondents with an Englishguage school background declared that the
generallyenjoyedlearning a foreign languageespitehavinghadno experiencef it in school.
Among the corresponding group with a gaelscoil background, only 4.4% indicated the same.
To provide some further context through some additional surveywlag¢aeas32.4% of survey
respondents with an Englidanguage school background héna no foreign language
instruction in school, the number rises to 40% among those who attend(ed) a gaelcoil

age playing no apparent role in this context. In other wahgsstudentsn this surveyfrom
Englishlanguage schosiweremorelikely to (have) studfied aforeignlanguage in school,

and thosewho do/did not are alsanore likely to generally enjoy it than their gaelscoil
counterpartsHowever, the sample size is small and further study would be needed to explore
if theseattitudes are reflective of the wider school populations.

Find/found the grammar challengind 33%5%3%
Dol/did not like the teacher and the way it is/was taught 12%%){%
Am/was intimidated to speak a language in front of my 17.6%
peers 13.3%
Am/was frustrated by the slow progress 1133370%’
Am/was not really interested in the other culture®s===s >.9% 13.3%

%

Do/did not think it is/was relevant for my futurefSSs 6.7%

Find/found the language is/was taught as a "dedgl 2.0%
language”, i.e. focussing solely on grammar 6.7%

0% 5% 10% 15% 20% 25% 30% 35% 40%

B ENG-School (n=51) m Gaelscoil (n=15)

Figure 13: Impact of gaelscoil background on reasons for-eojoyment

Figure description: Comparison of main reasons fanenjoymentamong respondents who have a gaelscoil
background and do/did not enjoy learning a foreign language (n=15) and those who have an Bnglistye
school background and do/did not enjoy learning a foreign language (n=51)

When it comes to the main reasom thsliking language learningthere aresomenotable
differences in the answepsovidedby the two subgroups (Fig3L On the one handeeling
intimidatedaboutspealkng the language in front of peers seems to be a lesser issue among
respondents with a gaelscoil backgrousdggesting a greater lack of confidence among
students from Engliskanguage schoal©nly 13.3% of gaelscoil studer(ts=15) gave this as

the mairreasoncompared td7.6% of their peers from Engli#mguage schogh=51). While

the survey data do not provide further insights into the matter, it can be assumed that this is
most certainyi e ngender ed by t hience wighdiyng ardl éearnirg @ ae x p e
linguistic environmendifferent from the language they speak at hoB@mmewhat connected

is the factthat a considerably larger proportion of respondents with a gaelscoil back@reund
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6.7%compared to 2.0% of respondents with an Endésiguage school backgrountamed
the lack of a communicative approach @hed overemphasis of grammas the main reason
for theirnon-enjoyment

12.4%

Percent of —
communicative contexts 43.4%
0,
23.2% (n=588)
Percent of Respondent 44.4%
(n=496)
76.8% 0% 10% 20% 30% 40% 50%

Use it in a work context

m Communicate directly with people
0% 20% 40% 60% 80% 100%

m Engage with FL media (news, books, music,
ENo mYes TV, games, etc.)

Figure 14: Usage oforeign language skills outside the foreign language classroom

As mentioned earliethe use of a language does rafer just to ageneral ability to speak it,
butinvolvesa combination of ability, opportunity, and positive attitdefeTo this end, it is a
positive sign that6.8% of survey respondents have used their foreign language competences
outside thdoreign languagelassroom, with some using it in a very particular context/way and
others in multiplecommunicativecontexts(Fig. 14). However,given the demand for foreign
language speakers by employer organisations and interest grapas IBEC or the EGFSN,

it is surprisingthat only 124% of foreign language encounters take place imibwkplaceor

in relation to workindeed, he majority of foreign language encounters take place in the private
sphere andare almost evenly spread between facdace communication @14%) and a
somewhat more passive media consumptioh4¢4). The latter is certainly aided by the
dramatic increase in availability with theeiofthe World Wide Web since the late 1990s and
the investment of major streaming services such as Netflix irEmglish peaking markets in
thelast couple of yearsOf those respondents whnad not used their foreign language skills
outside the classroom, majority indicated that they would not have febficient enough to

do soeven if they had had the chance to ukem,suggesng a lack of confidencén their

own skills and/or an unwillingness to allow mistaké&s weshallsee this lack of confidence
wasalsoobservedy a number of the interviewed Erasmus+ participants, many of whom were
at first reluctant to use their pexisting language skills, only thenflourish within the more
informal learning settingf the mobility In decidedlyprofessional settingshe interviewees
noted that they had risen to the challenge andubsequentlyfelt a certain degree of
accomplishmenin achieving their goals.

103 Cf, Gol (2010), p. 7; Dornyei (1998); Moriarty (2010).
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The generally positive attitude towards foreign language learning is once again expressed in
the fact that80.68% of respondents indicated that theywuld like toimprove their existing

foreign language skills and/or would like to start learning a tewuage(Fig. 15). This
corresponds lardge with the number of respondents who enjoyed learning a foreign language
in school Fig. 7).

100%

80.6%

80%
60%

40%
19.4%

Percent of Respondents (n=509)

20%

0%
HYesmNoO

Figure 15: Interest in continuing to learn a foreign language

However, thisoverwhelminglypositive attitude does not necessarily translate into a desire to
gain a formal qualification (Fig.€), particularlya qualification that exceeds level 6 (>Higher
Certificate) on the NF@Fewerthanhalf of therespondent§49.2%)areinteresedin pursuing

a formal and highelevel qualification in a foreign languadpeyond the Leaving Certificate
Thismirrorsthegeneraberception that foreign language competences are more relettaat in

social and privatspherethan the professionaiphere If they are needed professionaltiie
perceptionisthad b achel or 6 s d e theyean bacguirecoy @hergneana nd/ or

PhD Il 1.6%
MA I 5.9%
Postgraduate Diploma [l 2.6%
Higher Diploma [l 3.5%

BA I, 23.6%

Higher Certificate |GG 12.0%

Leaving Certificate I N 5.3%
No | — 12 5%

0% 5% 10% 15% 20% 25% 30% 35% 40% 45%

m Percent of Respondents (n=508)

Figure 16: Interest in formal certification/academic degree
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The lack of interest ifiormal andhigherlevel qualifications raises the question géneral
linguistic ambition and thdevel of proficiencythatlearnerscan realisticallyachievein basic
language coursedn order b reach thaninimum level of B2B2.2 on the CEFRwhich is
desirablen a professional contexta language learnereedso have studietbetweenc. 500
and 600 hourswith added specialised courses in highly specialised fl€tdghis constitutes
a considerableommitmentof resourcesn terms of timemoney, and emotional wellbeing

Following this first foray into the demographic and linguistic background of the survey
respondents, we can now turn our attention towards the way they experienced the Erasmus+
mobility itself. Where do/did IrishErasmus+ participants go to? How long are/were they
staying in their host countnand which languages do/did they use during their mobility? To
what extendo/did they improve their language competences? Aad did they feel about

being in a differentihguistic environment?

As we can seérom Fig. 17, existing languagecompetencesind a familiarity with certain
languages and cultures are ldygeeflected in the outward mobilities of Irish Erasmus+
participants Specifically, countriesvhoselanguage is most commonly taught at scHeoél

and in HElsrankamong the most popular Erasmus+ destinations. They constitute a combined
total 58.6% of all outward mobilities conducted by the survey respon@eri29) with
Spain/Portugalaccounting for17.4% of the mobilities, France accountingfor 16.1%,
Germany/Austria/Switzerlandccountingfor 13.4%, anditaly accountingfor 11.7% The
Nordics (13.4%) and Benelux (7.4%), both Northern/Western European regions with high
living standardsinternationally commended education systemsaamighstandaraf English,
alsofeature prominently amortherespondents Er as mus+ destinations.

Spain/Portugal I 17.4%
France I ——— 16.1%
Germany/Austria/Switzerland I 13.4%
Nordics I 13.4%
ltaly I 11.7%
Benelux/Liechtenstein I 7.4%
Visegrad/Slovenia I 6.0%
UK/Malta s 5.3%
Balkans/Moldova I 3.6%
Greece/Cyprus Il 2.3%
Baltics mmml 1.5%
Turkey m 0.9%
Belarus B 0.4%
Georgia 1 0.2%
Algeria 1 0.2%
Vietham I 0.2%

0% 2% 4% 6% 8% 10% 12% 14% 16% 18% 20%

H Percent of mobilities (n=529)

Figure 17: Destination of outward Erasmus+ mobilities

104 Cf, CoE (2019)
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On theother hand, the Visegrad Groypys Slovenig, the Balkangplus Moldova), and the
Baltics are decidedly less popular destinations forEaasmus+mobility. When cross
referencing thénstitutional background of the respondents with their Erasrhast-country

it becomes apparent that Eastern and CeR@atern European countries receive
proportionally more Erasmus+ participants fréx&, school education, VET, arttle youth
sectorthan from HE.Only 6% of the respondents who participated in Erasmua a HEI
(n=265) went to an Eastern or Central European country other than Germany or Austria,
compared to 16.7% from the other sectors of Erasmus+ in Irél2ifieve include the Nordigs

the difference between HE and the other sectors becomes even more pronounced, with 15.6%
of HE-respondents and 36.2% of other respondents taking up mobiiitiesse countrie¥®

As oneof the aims of Languages Conneds to develop greatediversity and provision of
language learning opportunities within Irelaadd to utilise the Erasmus+ programme to not
only increase proficiengybut to spark an interest in certain languages among beginners, it
would be worthwhile papg more attentiond these underrepresented regions, particularly
countries such as Poland, Lithuania, Romania and Latwa which Ireland has strong ties

via the migrant communitie§pecifically,the HE sectois lagging behind and has much to
gain in this area.

This brings us to the questiah how the respondents (have) experience(d) foreign language
environmers during their mobility. Naturally, therare vast differences not only between
individual education sectqgrbut also between individual subgroupihin these sector3he

choice of host country plays a significant role in shaping the linguistic expeaEEcasmus+
participants, as does the reason for going abféadinstance, a mobility to Wales Maltais

quite different from a mobility to Franaa Spain, let alone Armenia or Georgia terms of
experiencing and having to live within a foreign language environmemtHB student
studying a foreign language to degree level, staying in that country for a whole academic year,
experiences Erasmus#ffdrently from someone going abroad for week of job shadowing or a
few days to further a strategic partnership.

As Fig. Billustrates the majority of mobilities are either shtetm (less tharthreeweeks)or

long term (more than 7 months), with the main language being Enghéhi®p). Other
languages that have bemmisedby the survey respondents as a main language during their
mobility include Finish, Turkish, Maltese, Danish, Hungarian, Polish, Portuguese, Russian,
Slovene, Arabic, Bulgarian, Estonian, Macedonian, and Norwegian (all <1%).

105Countries crosseferenced are Bulgaria, Croatia, Czech Republic, Estonia, FYR Macedonia/Republic of North
Macedonia, Hungary, Latvia, Lithuania, Poland, Romania, Serbia, Slovakia, Slahiaiirkey.
106 Countries crosseferenced include Denmark, Finland, Norway, and Sweden.
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Figure 18 Duration of mobility and main language

Generally speakinghe majority of those who were somewhat familiar with the language of
the host country and/or for whom the mobility was part of a degree programme in a modern
languagegn=259)were comfortable with staying abroad for a certain period of ¢Hrge 19).

Almost four out of five respondent§77.6%)were positive that they would be able to interact
with the local populatiorwithin and outside the workplace/universitfdlmost half the
respondents indicated that the main reason for a certain degree of appeatess was a lack

of speaking practice (47.8%) followddalbeit by a large margiin by the feeling of a too
limited vocabulary (28%)Some respondents also felt that their grammar was too limited
(11.8%), while others were afraid that they are/were wofamiliar with the cultural
conventions and etiquette of their host country (12.4%).

100% 77.6

% Feellfelt | have/had not enough_ 47 8%
80% speaking practice o790
Feel/felt my vocabulary is/was too_ 0
limited 28.0%

60%

40% 224 Feel/felt | have/had not enough
% S 0
0% ly2e6f SR3S b o 2D 12%% azna € X
- Feel/felt my grammar is/was too 0
0% limited B e
Percent of
Respondents (n=259) 0% 10% 20% 30% 40% 50% 60%
H Yes mNo H Percent of Respondents (n=161)

Figure 19: Feelings of preparedness and reasons for apprehensiveness

Figure description: Feeling of preparedness for mobility of thfaseiliar with the local language (n=259) and
the main reasons for apprehensiveness (n=161)
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Interestinglythere is a certain disconngleinguagewviseb et ween t h eexperieregp onden
in school and theiErasmus+ mobility (Fig9). After all, the most frequently quoted reason for

not enjoyinglearning aforeign language in school was that thespondents felt thahe
grammar was too challenging, followed by feeling intimidatbdutspealng the language

front of peersOnly 2.2% of respondents felt that there was not enough focasmresational

skills in school, the lack of which is quoted as the main reason for feeling apprelvensive

going onan Erasmus+mobility (47.8%) Limitations in grammaand grammatical structures

on the other hand, do not seem to be a major concern in this c@tlyxt 1.8%o0f respondents

felt that their grammar was too limited, compared to 42.3% finding the grammar too
challenging when studying a language in schAgbossible reason for thdisconnecis that

the focus and expectation are fundamentally differ&ihile in the school context
grammatical correctnetmrgelydetermineshe level ofsuccess in exams, conversational skills
including a good command of the vocabulaaye much more important when living in a
foreign language environmemh order to interact with people in everyday li€@ammatical

errors arenore easily forgiven by native speakers thanfoymal examinersOther reasons
mentioned are worries about homesickness, the lack of language support, the amount of time
passed sice learning the language, and it being the first trip to the country.

This being said, 83% of respondents who were somewhat familiar with the language of the host
country (n=229) felt that their mobility hd changed this and would be more at ease with
spending an extended period of time in a foreign language environment. OivtimdEl not

know the language beforehafid=131), 84.7%indicated that thefelt less apprehensive about
spending some time abroattertheir Erasmus+ mobilityand 58.9% of respondents without
previous knowledge of the local langugge285) found that their previous experience with
another, unrelated foreign languagel halped them during their mobility (Fig0).

70%

58.9%

60%
50%
40%

31.6%

30%

20%
9.5%

Yes No No FL Experience

10%

0%
m Percent of Respondents (n=285)

Figure 20: Usefulness of anothéoreign languagen navigating the linguistic environment of host country

Whateverthe main reason for the mobility, beah exchange of best practice, a strategic
partnershipor study related more thanfour out of five respondentg82%) observed an
improvemenin their knowledge of the local language when that was the main language used
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during the mobility including gaining a basic understandimdnere it was lackingFig. 21).
Remarkably even when the main language of thebility was English, a substantial number

of respondents4(.8%) indicated that they improved théamguagecompetences, including

English Onesurveyresponden(31-40 yeas) from the HEsector who went to Malta for job
shadowingst at ed: Al was more cautious of other p
and adjusted my pace arswepvil sen,inrthe intarviews, the ac c ot
adjustments made by Irish Erasmus+ participants do not end with speech tempo and
pronunciation but includean increased awareness of vocabulary and grammatical structures

that are typical for Irish Englisepeakers but unfamiliar to nerativeEnglish speakers.
Confronted with nomativeEnglish speakerdhe participants beme more aware of Irish
particularities and shiid more towards standard Englism addition to improving the

language skills in thipcal andmain language of the mobilit35.9% of respondentsdicaed

that they also improvettheir competencem a secon@nd/or third languagé-our respondents

remarked that they improved their Irish while abroad.

64.1%

Improvement in another/secondary language (n=45
p y language ( 35 9%

Improvement of language competences with foreigiiiiiil  18.0%

language as main language of mobity (=175) [ ©2.0%

Improvement of language competences with English 59.2%
main language of mobility (n=255) 40.8%

0% 10% 20% 30% 40% 50% 60% 70% 80% 90%

ENo mYes

Figure 21: Improvement of language competences during Erasmus+ mobility

A self-assessment of the respondents, comparing their language combetiemeandafter
the mobility, helps to chart the extent of the improvement (F2y. The respondents self
assessed their skills with the helptted Common Reference Levels (CRirsthe CEFR. The
provided selassessment grid consisted of descripfigandod statements desciiig the

|l anguage | ear ne CRLEAD A2 F,MB?, @B and @2, thkethighest l&vél).
In order to generatthe figure below, the CRLsof individual respondentfom beforethe
mobility were crossreferenced with theorrespondingCRLs from after the mobility. For
instance, of the 140 respondents who indicated that they had no language skills whatsoever
before their mobility, 1P stated that they still had no languages skdlis stated that they
achieved an Al level during their mobititthree achieve@n A2 leve] four achieveda B1
level, one achieved C1 leve| andthree achievethe level of C2All in all, 395 valid responses
were given.Of the 395 valid response23 respodents indicated that their language
competence decreasedring their Erasmus+ mobilityWhile a deterioration of language

107 CoE (n.d.).
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competences generallypossible, e.g. in cases where the participants choose to not fully engage

with the local language communitydespite having some knowledge of the languaged

rely heavily onEnglish,one must castloubton the validity of the selassessment in cases
whererespondergtindicated a certain fluency in the langudgeforeand a begi nner 0
after the mobility, with one respondent noting that thed dropped from a CZRvel to the

level of an absolute beginnendicating that thepossessd noskills whatsoever.
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Figure 22 Selfassessment on the Common European Framework of Reference



While somerespondentdailed to observe any discernible improvement in their language
competencemore than a third of respondemmslicatedthat their skills hd improvedoverall

i.e. 154 out o#4180r 36.8%%. As can be expectedostof theserespondents have gone from
one CRL tothe nextCRL, e.g.from Al to A2, from A2 to B1, etc, with some respondents
recordingan improvement by several CRI®nrespondents stated that tHegve gondrom

the level of a basic language ugabsolute beginner, Al, A2) to the level of a proficient
language user (C1, C2). Depending on the langueggth of mobility, motivation, individual
experience with language learning and other facsush a marked improvemeistcertainly
within the realns of possilility . However the selfassessment of language skills fAi nher ent
errorp r o,nwetlo the respondentsvhose language skillkave i according to the self
assessmerit substantiallydeteriorategperhapseingthe most obvious example. On the one
hand, some participantsight not have entirely understood the descriptors ofdRé&s On

the other hand, they might not have been able to assess their skills coAtetlall, it has
frequently been observed that lovievel learners, elevated by their progress, tend to
overestimate themselves, while hilgivel learners, focusing on the finer points of the target
language, tend to underestimate themsei¥fEEhis tendency is further fuelled by the fact that
the individual levels are not equial scaleand that transitiomig from one to another takes
increasingly more effoicf. scale provided by th€oE, Fig. 23).

Figure 23: Scale of th&€Common European Framework of ReferebgeheCouncil of Europe

In other words, beginners usuaflyogress at a much faster rate than those who are already
more advanced in their language learnidgwever, in the present caghbis is only true for

the absolute numbemccording to whiclonly threerespondents indicatithat theyhadmoved

from aneffective operational proficiency (C1) soproficiercy (C2). The percentages behind
the numbers reveal a very differenwithtlpei ct ur e
previously mentioned three respondents equalling 20% of those who went omabéity
already effectively operationallgroficient Percentagsise, the Erasmus+ mobility had the
greatest impact on thosgho were on the thresholdf becoming either independent or
proficient language userA total of 60% of B1 respondents progressed to B2 or higher, while
53.08% of B2 respondents progressed to C1 or higher. In comparison,2@riy¥wbo of
respondents with no language skills progressed to Al or high&6abio of A1 respondents

108 North/Jones (2009), p. 13.
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progressed to a higher CRGiventhe high impact on the more advanced language learners,
the Erasmus+ mobility plays a pivotal roleeinabling them tacquie the necessary language
proficiency to benefit both as individusland as part of Irish society.After all, an upper
intermediate language user (B&)capableof interactng spontaneously with nativepeakers

and understandg the main ideas of complex texts on both concrete and abstract topics,
including technical discussions in their field of specialisatiomgared to mere dap-day
issues|In other words, employers aiderest groups such as IBECtbe EGFSN are thinking
aboutthese type of language usersen they note a certain demdondand untapped potential

of foreign language skills in the Irish job mark€he linguistic and cultural immersion during

an Erasmus+ mobility helps the learner to make the much more difficult transition into these
proficiency levels.

The r es peaning@rogressois linked to their experience of the foreign language
environment and the wag whichthey were able to engage with the language learning process
(Fig. 24). According to recent scholarship in the anea tend to learn most effectively when

we find something interesting, exciting and/or important; we are in a challenging, yet
supportive environment; we feel as part of a community; we have sufficient time; we believe
that we are in control of our own learning; and we are able to collaborate héthlearners

who are struggling with the same problef¥%To assess the learning experiertbe survey
posed a number of questions relating to these issues, most of which were answered in a
decisively positive waywith time and opportunitproving to behe biggest challenge for the
respondentsA total of 82.8% of respondentth=429) reiterated the importanoé engagng

with the local language during their mobility, with just over half of the respondent§5.1%
(n=396), statingthat they had enough time and opportunity to do so. How&&6% of
respondent$n=340) feltthat they werea part of the language commtynand79% (n=328)

felt in control of their own language learnifgtotal of 61.1%(n=342)stated that they had the
opportunity to collaborate with other language learners.

Lo . _ 21.0%
g I ot o oW e (1 79.0%
Opportunity to collaborate with other language leaner 38.9%
(n=242) s ¢ 1%
. . _ 34.4%
Feeling as part of the language community (n—34_ 65.6%
. . . _ 44.9%
Opportunity and time to engage with FL (n—39_ 55.1%
. . _ 17.2%
AN e O NI i L (1 ©” 5

0% 10% 20% 30% 40% 50% 60% 70% 80% 90%

ENo HEYes

Figure 24: Experience of foreign languagavironment and the language learning process

109 Cf., e.g., Borglund/Carlsson/Colarieti Tosti/Havtun/Hjelm/Naikkbar (2016)
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Considering theprogressobservedby the respondentstogether withthe overall positive
learning experience, it comes as a surprise that 24% stated that they sought linguistic
support before their mobility, witli6% stating that they did not seek such support (&Y.

The changed linguistic environment during the mobility affects these numbers only marginally,
with only 28.7% of respondengxpressly stating that they sought linguistic support and 71.3%
indicating that they did not.

L . . B 71.3%
Linguistic support during mobility (n=443 28.7%

L . _ 76.0%
Linguistic support before mobility (n=488 24.0%

0% 10% 20% 30% 40% 50% 60% 70% @ 80%

mNo mYes

Figure 25: Linguistic support before and during mobility

Of the support availablehe majority of respondents favoured the traditional faeéace
language cours@-ig. 26). A total of 55.1% of respondents attended such a course before their
Erasmus+ mobilitfn=98) and 74.6% did so during their mobil{ty=114). The second most
popular sipport option in preparation for the mobiliiyas mobile and web applicatiani.e.
18.4%, while respondentiiring the mobilitycontinued to favour fac®-face instruction in
theform of intensive courses and/or ggemester coursein addition to theegular language
courses. Strikingly, only %% of respondents stated that they used the Erasmus+ OLS before
the mobility, with2.6%making use of the OLS during the mobility.

B 1.8%
Other i 1.0%0

Informal language groups= %%Oo//%

Intensive course/Pre-Semester cours—07-9%
= 3.1%

W 2.6%
OLS Biaf 510

e- 2.6%
One-day crash cours 7.1%
rivate class 7?1%

Mobile/Web application/Language COM_4.4% 18.4%
0,
Formal (face-to-face) course—m 74.6%

0% 10% 20% 30% 40% 50% 60% 70% 80%

® During Mobility (n=114) m Before Mobility (n=98)

Figure 26: Type of linguistic support before addring mobility
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While the overall number of respondents who sought linguistic support is low gfigh2

lack of engagement with the OL®hich has replaced the provision of specialised courses in
less widely used and taught languages funded under the &tdG@he general favouring of the
traditional faceto-face coursg should be addressedspecially if one considers why the
respondents haveohsought linguistic support (Fig7g Of those who provided a reason why

they did not do so, 39.6% stated that the institution/organisation did not offer any type of
linguistic support, with an additional 24.7% indicating a lack of time. In contragt,1dm %

said that they had no interest in learning the language and 7.6% felt there was no need to do so
as everyone was able to speak English.

Not offered by institution/organisation | NN 306%
No time | 24.7%
Already fluent | 17.0%
No interest [N 11.1%
No necessity (everyone spoke Englis|il I 7.6%
0% 5% 10% 15% 20% 25% 30% 35% 40% 45%

m Precent of Respondents (n=288)

Figure 27: Reasons for not seeking linguistic support

Given the reports bynterest groups such &EC or the EGFSN, it is quitsurprisingthat
almost one in every three respondefits. 30.31%) perceivedforeign language skills as
professionally unbeneficigFig. 28). In comparisononly one in every five responderfis.
1921%) indicated that they think knowing a foreign language has no personal bBesfiite
these relatively high numbers, theajority of respondents acknowledge the personal and
professional benefits related to language learning and foreign language competgéhdbs
greatest awareness relating to the former.we will see the greater awarenessncerning
possible benefitg the personal sphereeéshoed by the intervieses. To address the lack
awarenessamong participantswith regard to possible professional benefitstaageted
campaignmight be fruitful that highlights the professional benefa$ foreign language
competencesiot only in relation tgpotentialjob marketsabroad but also to the Irishob
market
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Figure 28: Awareness of professional and personal benefitsrefgn language skills

Finally, various studies and indeed BarticipaniReports in th&rasmus-Mobility Tool have
highlightedthe positive impact of Erasmus+ in terms of future mobility. This is also reflected

in the online survey (Fig.9Y, with 86.7%% of respondents stating thidbased on their Erasmus+
mobility T it has become more likely for them to work in an international context. Th8)b

of respondents expressed a deterring effect. When asked specifically about the prospect of
working in the (former) host country3.3% corfirmed that tis has become more likely, while

26.76 indicated that it has become less so.

Likelihood of working in an international conte 13.3%
(n=398) B6.70k
0,
Likelihood of working in the country of mobility (n=39 26.7%
73.3%

0% 10% 20% 30% 40% 50% 60% 70% 80% 90% 100%

H Less likely m More likely

Figure 29: Likelihood of working in the country of mobility and of working inrgernational context
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The Lived Experience of Erasmus+Participants and Project L eadersAdministrators

Following our considerations of tlteemographics behind the participating cohort in the Irish
context and their language competences, we can now move towards the investigation of the
lived experienceAs previously mentioned, the incorporation of a qualitative element into the
study allows rore flexibility and offers an effective way to probe, develop and refine the
guantitative data of the online surveit the core of thehtematic analysiss the detailed
examination of personpkerceptions anexperiences regardingnguagdearningand the sense
participants make of theown experiences language learners, particularly in the context of
Erasmus+#1° The emphasis on experience also allows a closer examinationdeflying
attitudes and language awarend@se snall sample igeand the format of the interviews allow
for an explicitly interpretive endeavour, bathtermsof the researcher and the subgeetho
reflect their experience in the interview process.

WhoWas Interviewed?

The two subject groups that were interviewed were Erasmus+ participants unden#iAtb

a lesser extent KA2, as well agroject leaders anadministrators from selesd institutions

and organisations. Each education sector is represented by twaitiorssit and/or
organisations. Within each sector, one participant was interviewed in the first
institution/organisationwhile one participant as well as an administrator was interviewed in
the second institution/organisatiddowever, die to the higmumber of mobilities in HE and

the vastly different experiences between students and staff members (both in mobility length
and linguistic experience), the subject group waganded for this sector and a subgroup
created. As a result, a student and af stegmber were interviewed for each HEI, with one
institution also providing an interview with anternationalofficer. An additional interview

was conducted with a participant who has moved on from one of the schools participating in
this study to docal HEI. Finally, to provide a different angle, a nboish EVS volunteer
(European Voluntary Service) was interviewed in relation to their experieottewith
Erasmus+ in general and with the Irish youth project they have been volunteering with over
the pasyear in particular. The interviews were conducted in person or over the phone in a
semistructured way. The average duration of the interviewsappsoximately 40 minutes

110 Cf, Braun/Clarke (2006); Braun/Clarke (2013).
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Sources ofnterviewData

The interviews were audigecorded andranscribed with the explicit permission of all
participants. All interview data were anonymised and cpdertording to standard
interviewing procedures. Care was taken to ensure that the institutions/organisations selected
represent core regional clusteand that they vary iterms ofsize, resources, and institutional
profile.
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Figure 30: Outward mobilities conducted by interviewees

All but one of thentervieweesvere older than 18 years, with an average a@5.8fyears

or 31.6 yearsf thosewhowent on arErasmus+mobility. The impact of Erasmus+ on foreign
language learning among children aymling peoples, therefore primarily framed either
through participants who have come of age since their Erasmus+ mobility took place or through
project leaders and/or participatingf§ members in the school and youth sectors. Of the 14
participant intervieweedive were female whileightwere maleOne participant identified as
nonbinary. All but two of the intervieweeswent through the public education system in
Ireland, with the EVSvolunteer undergoing education in her home country and one Irish
interviewee being homschooled. Some interviewees with migratory backgrounds received
some primary/secondagducatiorbeforemoving to Ireland.
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The interviewees had a varyinggtee of experience with Erasmus+, ranging from only one
mobility to up totenmobilitieswithin four different countriesver a time period of eight years
The group of interviewees administrating Erasmus+ proyeassentirelycomprised of women
althoudh two individuals who were interviewedgardingtheir own experiences as Erasmus+
participants dd to a certain extentalso act as project leadetske the participant group, this
group too entailed varying degrees of experienwggh some having mowefrom being a
participant to a project leader/administratdiwo of the project leaders/administrators
accompanied their respective group to Romania and Portugal.

Finally, asTable 1 illustrates, the 19 interviewees have had vastly different experiémces
language learning and possess a wide range of language compeiénedm®ing said, all
interviewees indicated that they were advanced language users in at least one language other
than their mother tonguén contrast with th@nline survey, howevethe selfassessment was

not based oithe CRLs of the CEFRLt is also important to note that only two interviewees
undertook their Erasmus+ mobility with the primary objective to imertheir fluency in a
specifictarget languagéd.e. German and RussiaRor the other intervieweeamproving their
fluencywas either a corollary objective or not a (conscious) objective.
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HE AC Male, 23 Polish, English, Germasomelrish and | Germany, lacademic year
Spanish
SR Female, 22 English somelrish and French a few | Wales, lacademic year
words of German, Spanish and
Lithuanian
GD Male, 47 English, ltalian; some IrishFrench and Armenia, 1 veek
Portuguese
PS Male, 23 Polish, English, Spanissome German | Spain, ¥academic year
GM Male, 41 English, Irish, German, Afrikaansome | France, Austria, Netherlands, Cze
Spanish Republic, Germany, -8 days each +
Admin
™ Female, 55 English, Irish, Germarsome French an{ Admin
Spanishafew words of Italian
AE PC Male, 26 English, Irish someFrenchandGerman| Spain, Germany, France, dyd each
FET/AE PK Female, 59 English,French Belgium, Portugal3-4 days each+ Admin
FET/AE TR Female, 46 English; some Irish and French few | Admin
words of Spanish
School EMM Female, 12 English, Irish Croatia,Portugal,l week each
HE Female, 57 English, Irish, FrenchGerman, Russian| Germany, 3 weks+ Admin
Hebrew
ELM Female, 51 English, Irish, Germansome Spanisij Admin
and Italian
VET JB Male, 19 English, Irish,someSpanish Romania, 4 weks
SO Male, 42 Nigerian tribal language (not identified| Finland, 3 veeks
English;somelrish andFrench
MD Female, 60 English, Irish someFrenchandSpanish | ADMIN
afew words of Swedish
Youth YT Male, 21 Russian, English, Irish, Frenclsome| Georgia, 2 weks
PortugueseandTurkish
SF Non-binary, English some Japanese andncient | Romania, 1 wek
18 Greek
SC Female, 32 Italian, English Ireland, 1 ea
RR Female, 26 English; some Irish;a few words of | Admint Slovenia (as HE student)
French

Tablel: Interview Key
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How Were thelnterviewsDesigned and\nalysed?

The design and analysis of the intervieavsbased on existing scholarship on collecting and
interpreting qualitative data in generabgether witha thematic analysisuggestedin
particular,by Virginia Braun and Viria Clarke!!! While there are several approaches to
thematic data analysis, Braun and Clarke favour a reflexive appiweltiows for an organic

and flexible codingprocess in which codes can evolve and boundaries can be redrawn
throughout the coding process, with themes developing around a clustering of similar codes
and shared meaninghe present studutilises key ideas of phenomenology and hermeneutics

in orderto conduct a detailed examination of lived experiences, which willibeussed
thematically under the following subheadings:

First Impressions

English ad.ingua Franca

Linguistic Curiosity

Language PracticendLanguage Learning in Ireland

Experienceof Foreign Languageis the Context of Erasmus+

Impact of Erasmus+ Mobility on Language Competences and Practice
Broader Impact of Erasmus+ Mobility

T I I I B B D

The analysiss phenomedlogical in its naturgin that itfocuses on participanisubjective
experiences and sens®king rather tharattempting to produce an objective statement about

an event and/or phenomenon. In otherds, it aims to understand how the experience is
meani ngf ul in the context of the interviewee

As with any other research,vétal first stepwasthe formulation of the@verallpurpose of the
investigation and the identification of centi@pbicsto beexploredobefore the intervieyrocess
stared Since the interviewaeremeant to offer a way to probe, develop and refine the general
profile of Erasmus+ participantby zooming in on the personal lived experience of a small,
select group, the intervieguides for botlsubgroupsvere based on th@reviously conducted
online survey. Howeveimn contrast withthe survey, the interviews were not confined to a set
of rigid predetermined prompts ardiosed, singleanswer questions. Instead, the survey
guestionswvere useds a starting point ananslated into a series operrended questions
which allowed the iterviewees to reflect on their experieniceleed, some of the interviewees
only realisedhe impacif foreign languages on their experience during the interview process
itself, noting beforehand that their mobility had nothing or little to do with far&gguages.

In order to enable a greater spectrum of responses and insights into the experiences of the
interviewees, he status differencéetween interviewee anthterviewer was minimised
through the establishment o more conversational atmosphesad humanto-human
relationshipin which theinterviewee a@das an experiential expert and theervieweras an
enabler, i.e. the interviewer was open to new and unexpégpecs introduced by the
interviewee andlid not shy awayrom occasionallyoffering their own opinionn a sensitive

1 Cf, e.g., Kvale (1996); Fontana/Frey (2008); Braun/Clarke (2006); Braun/Clarke (2013).
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and empathetic manneo gleam more information and help the participartb explore their
lived experience

Theresearcheiin line withthe hermeneutic dimensipwasencourage to work with the data

in a dynamic, iterative and nelinear mannerAnin-dept h analysis of eac
accountvasfollowed by a searcfor commonalities and patterninggough the identification

of codes and sharélddemesTo this end, theesearcher read and rereadittierview transcrip

very closely, moving from general notes to more abstract theme titles to thematic clusters.
While bearing in mind thahe emphasis was on conveying the shared experiences across all
education sectorghe researcheconsideredt paramount that the lived experiences of the
individual participants and administrat@isouldemergerom the data

First Impressions

Considering the inherent nature of a programme that allows individuals to spend time in a
foreign and/or multilingual language environmentjsinot surprisng that the majority of
interviewees repoedan improvement in terms of their own language skills in the case of

the project leaders/administratdrd he par ti ci p a nndeed thé expegencasg e s k
of the interviewees highlight the limitations of English as a means of communicati@mand
increased awareness of what it means to putrtis ofbridging thelinguistic gap entirely on

the other Many interviewees acknowleddi¢he benefits that some language competence
afforded them in theidaily interactiors with nonnative English speakeraith some recalling

situations where it had tangible effects in their professional lives.

Echoing the online survey,éiimprovemeno f t he i ntervi eweésnd@ | ang.lt
limited to the local language but can also extend to second and third foreign langaagdls

as Englishand Irish Twenty-two-yearold mediastudent SR, for instance, first expressed
severe doubts about her ability to contribute to the study in a meaningfldsvagr Erasmus+
mobility has led her to the UK rather themntinental Europe. Only as the interview unfolded

did SR beome more andnore aware of the many ways which languages and language
learning affected her daily life in Cardiff, bethlroughthe omnipresence of Welsh or the
multilingual environment of the Erasmus+ students. Not only did SR use the French she had
learned irse@ndaryschool, but she also helped her international friends in their pursuit of the
English language. Most notably, howevbeing confrontedwith Welsh and the way it is
practsed, particularly in comparison to Irishas led her and her friend to mootieely engage

with Irish. Furthermoreas became more and more clear throughout the intergiegvhas
begun to revaluate the position of the Irish language within Irish culture and as part of Irish
identity.
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Obviously Waleshas [ it s] own | angu a bgigh.Welhavé Issh, lout wedmaioly | i k e
speak Engl i sh.[ &Jherywereeplaceshwberespaople spoke Welad, we wanted to

experience some of them because we wanted to experience the cultomg.fAends, when they came

here,they were speaking Welsh and we were speaking (&R, Higher Education)

However, nost of the language learning and engagement with other langia&gsplace in

informal, unregulated settis@r is the by-productof choosing tawompleteat least parts of the
mobility in alanguage other than English. Few of the interviewees had the opportunity to avalil

of a formal language coursleatfocusel primarily on the acquisition of &reignlanguage.

The intervieweesvho did were either university students or a language teaghem the
Erasmus+ programme enabled to build on her existing language competences and attend a
threeweek, intensive course of Russiarhich will subsequently be offered as an afiehool
programme at her home institutido support the growing number of students with Russian
heritage ando allow others to discover a new culture.

As with much of the scholarship on the Erasmpsagramme and previous iteratioothe

S e ¢ tnilisy programmesmost of the interviewees assedtheir mobility in positive(if

not exceedingly positiyegerns, in relation both téanguage learning and themnore general
personal/professional ddepment Even in cases in which individual participants struggled
with certainagects of the experiende be they academic, intercultural, or persohdhe
participants prevailed, with many turning their struggle immahvaluedlearning experience

ard opportunity to growfor instance, PS, a 3&arold computingstudent whdasspent six
months in Spain, initially struggled with the experience of failing an exam for the first time in
his life. PS admits that he was not only overwhelmed with balancing this academic work and
the lifestyle of an Erasmus+ studepgrticularly in the popular Erasmus-testinationthat
Valencia affords, but also with the language of the modules heatablehost institutionIn
contrast withmanyotherIrish Erasmus+ studentsspecially from nostanguage degreeBS

opted to follow modules in both Bhish andi' if certain modulesvere not available in English
iin Spani sh. Havi ng h aish(A2)matlthestabk af is nmobilgyy R5s | e v €
reassessed his priorities, buckled damad was rewarded twofold at the end of his sojourn

In May | took a break from everything, sat down and studied. | just stopped going out so much, stopped
being on trips and | went to the library every day. Just studied all the time. Then the exams. | passed. [It
made me feel] better, more confident. At first, $tjfielt my confidence was affected, so it got fixed and
then | thought, if | wanted to do it, | could do it. (PS, Higher Education)

The experience not only booswaeatletb &bieve, buv er al |
also his language competerioghe level of an advanced language user (B1). InP&how
even envisions utilising his Erasmus+ experience and his improvedazamgompetence to
move more actively within the European Single Market in genandlparticularlywithin the
companyinfrastructure of his current employer

| work for a company based in Dublin now and they have an office in Spain, so hopefuiligttiieat |

know a bit of Spanish might bring me closer to working for the same company but over there. | would like

that because itds a good company and | would I|ike
Education)
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In the same way tha®S as a nodanguage studenstruggled in terms of his language
competences during his Erasmus+ mohilX¢Z, a 23yearold student pursuinglaac hel or 6 s
degree in German Studjdésundliving in a different language environmatttimedrustratng,

ashe had to come to terms with his own limitations andegbectationsOn the one hand,

AC struggled with the dialect(s) of his German classmates and profas$oekfurt a der

Oder, as well as the German university cultusbich is more student dren and relies heavily

on conversations and debat@s.he explained) Y o u differentpeople talking at different
paces, in different di alects about di fferen
mont hs. 0 ( AC, ©ntheloteer hadAC walsoahaditoorealise that his language
education tadatein Irelandhas notyielded the same resslasa comparativeeducationin

continental Europgde f ound hi ms el fthefGermanyfhia Brasmysepkars t h at
seemedisuperi or 0 t ahe fact that lkewnsne ofitiee stpongerestudents in his

degree programme back honia.the end AC also overcamehis personal struggleand

frustratiors, by immersing himselin the Geman languagess much as possihl¢hereby

increasing both his language competermaghis confidence in hiswn Germanlanguage

skills. Indeed, ACfelt rather strongly about his language competence gust like PSi the
opportunities iwill now affordhima |  wi I | not accept a&vgnose unl e
German to translate some gruesome, terrible
| 6m t hi In&m]regtpd hdppyfin Ireland anymore, | could just go back to Germany.

(AC, Higher Education

The participants of an Erasmus+ mobility project inythath sectohada similarexperience
during theireightdaytrip to Romaniaalbeitamuch more emotionally chgedone dueto the

age differencandlevel of emotional maturity and confidencas well agheir complete lack

of experiencen different language environmenWhereas PS and A@ho bothmigrated to
Ireland in their early teens andere familiar with navigating an unfamiliar language
environmenknot only speha considerably longer period of time abrpladt also had at least
basic language competesde the local languagef their Erasmus+ mobilitythe participating
young peoplenad only a fewwords of Romaniamand little or no experience with the nen
English speaking world. Yetinder the guidancef the youth workers, thepo managed to
turntheir initial struggles into galuableesson in dealing with different expectations, language
barrigs, and intercultural differences. RRho initiated the exchange and who accompanied
the group obsenee

The I rish young people struggled sometimes with t|
was to England or there were three people Whad been to Spain. Everyone else had been to English

speaking countries only. [ é] [ Communicati on] was,
days. They coul dndt understand why the Romanian yo
wereasking forclarification,but our young people just shut down. They séiidh ey 6 r e t al ki ng at

we dondét know wha hadto hdd yn anotieer sessigniinto ghe youth exchange to explain
this is what wedr e a®rkamaiy]it]usfoaok abitlofie heeceto giva tthemt hey 0\

space, this is their second languade.é ] [ When the Romanians came to |1
expect and they knew what | evel of Englisialy [é] Th
the [é] slang that we might use by accident, or te

While the describedmotionalfishut dowm of the Irish participantandescores themotional
severity of the experience, tly@ung peopleoverall grew in confidence when faced with
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unfamiliar and/or difficult situationgnd learned to empathise with the strudgteed bynon
native speakers when trying to communicate in another language and duitareeing said,
the Irish participants were still non#rely at ease with the idea of encountering possible
language barriers, particularly in interactions with strandeis for examplerecallked how
they fAwould be [still] hesitant to go [to tF
persiocade Athey had a question or [€é] the sho
in Romaniad SF, an 18earold participantwith little or no experience with nenative
speakers prior to their Erasmus+ mobility, summadrike impact the week in Romania had in
no uncertain term$oth in relation to their future career choice and their personal development:
| want to be a [youth worker] in the future, and [l went] to get more experience. To learn a different culture,
tospeak about a different | anguage, in a different sc

| can expand it and learn about other things, not everything is Ireland and Americalarélgreople in
between. (SFYouth)

English as Lingua Fanca

The experience of the youth group in Romania highlights perhaps one of the most frequently
mentioned learning experiences aeskons learnedf the interviewed Erasmus+ participants,

i.e. the limitations of English as a universal language. Despite higtiig theeagernessf
manynortnative speakers to prasgitheir Englishand the a feeling of awiefor examplefi i t
feels a bit of humbling when you go to a place like [Armenia] and everybody speaks it in such
an amazing wayo ( CGoDijn thelwads efrldekrdld mriadryi school
student EMM, Ai t 6 si whan facey with th&edudity of Bnglisloatrbad,
several participants also came to realise the limitations of Eragidto question the status of
English adingua franca with four intervieweegacross the educational sectalso pondering

the possible geopoliticahnd linguisticshifts that Brexit might bring.The cause®f these
limitations are manifold andncompassgeographical, geopoliticalgenerational socio
economical, educationahnd culturalaspectsas well as highly personal and situational gnes
such as feelirgof tiredness andbeing overwhelmedn the side of the nenative English
speaker or an unwillingness to make the effort, a lack of speaking practice and/or a low
confidence i n canpeehceshe ollowirky exgdrptssare but a few examples

of the experiences the interviewe®sd with regard to the limitations of Englisind they
address these aspects in varying degrees

The interesting thing is that older people | spokprt@rmenia] hadmore Russiathan they did English
because it was part of the 15 republ{&D, Higher Education)

[O]ur learners who work in nursing homes in say, Northern Sweden with the elderly people, they find it
sometimes a |ittle bit difficult because they woul

Where we went in Romania was a really smathominity and it was six hours from Bucharest. It was a
really small, rural community. We had to travel to citigsfinitely when we got into the cities, the people
€ working in the shops, the level of English increased. (RR, Youth)
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[We were speaking Enghisthroughout the meeting], until you would go and facilitate an outside visit, or
you were going to see what the local projects were doing. (PC, Adult Education)

To be fair[we] needed [the translator] at the prison to understand the classes andesth#itiKJB, VET)

My best friend [from my year ab, e hativd mreggageds s pe a
Bulgarian. So, we have to speak through the medium language, German. (AC, Higher Education)

You have to speak another language as wetletstand what another person who d&espeak your same
language wants to say aJdmecause with youngsterg€stnot this easy because the youngstersidih
speak English. Youngsters from Italy mostly @o{SC, Youth/EVS)

As unexpecteas the last two quotes may banany lesdravellednativespeakersf English

in thatdespite rising education levelsot all young peoplean speak Englisharas S C06 s
observation already hintsfeel confident enough tbold a conversation (let ale in a way

that adequately reflects their personaliiy)s important to note that some limitations can be
rather surprising. GM, a 4jfearold university lecturer who has participated numerous times

in the Erasmus+ programupfer both teaching purposesd for strategic meetings, recalls his
surprise about the level of English among some senior executives of the University of Graz,
Austria

In Austria, | wassurprisedbecause as a German speaking country, and Graz being the second city, |
assumed thensould be a good level of English. The first time | went, | was speaking a little bit of German

with the director, and the finance manager of the college, and very senior people came in to talk about
potential connections, whias] explained, by the Deaiad very basic English [ é ] I coul d see
struggling and someone had to translate | volunteered to speak in German. | had a full meeting in

German, where | did have to ask a few times to clarify but my German was stronger than two of the people
arond the tablebs English. [ é] |Wdnghe éxaantiledytshowihg t hey ¢
that | [was] very interested in this link and[Was] speakingtheir] language, figuratively and actually. |

[was] talking student fees in German, in Atiatto help[them] understand, and[as] answerindtheir]

guestionslt helped the director to sign off on the agreemktitink. (GM, Higher Education

As this experience illustrates, GMbés abil it
from the onset. Not only ditie underscore his interest in the partnership by facilitating the
communication, he ensured that his prospective partners felt comfoatathl@appreciated
(individually and culturally) and thatthey were not put on the spo¥T, a 21 yearold

International Relations student who went to Thilisi, Georgia, as part of a multinational youth
exchange, echdahe importance oéneyeto-eyecommunicatiorthat doeshot put the onus

solely on the otheperson and highlights the shared resgiility as an powerful bonding
experience between the groups from Ireland, Georgia, Ukraine, Armenia, and, bfivkeich

only the Turkish participantspokeno Russian at all:

It waseasier to bond with people who spoke the same language aspedaially if it was more than two,

like the Russian speakers. You could switch languages quite easily sométiyoesneeded to clarify

something in Englishyou could just switch to Russian and vice versa. | guess|drejsome things, like

a joke inRussiant hat i sndét funny in English. Ités more of
Youth)

However a lack of foreign languageompetenceandan overreliance on English not only
affect personal interactions anekult in missed opportunities @npersonal and institutional
level,butthey can also have broader consequencesufdmowledge societyas the following
examplefrom theFET sectorillustrates:
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[ W e had to find French speaking learsiemsbaady tfralve
When the learners went, we sent four learners to a training programme in France. It was a big gardening,
horticultural coll ege. Theydre massive in France
Congolese and Frendpeaking Africandarners to get around [the language issw]ch is kind of a

cop-out. (PK,FET/Adult Education)

PK, who works for an ETBhat is involved inand coordinateshe learning 020,000 learners

in FET, highlights the educational disadvantafgsed bylirish learners due to their inability

to avail of certain opportunitiesfforded bythe Erasmus+ programmgarticularlyin the AE

sector which currently only facilitates staff mobilities under KA1 Adult learners may

however travel as part of an activity that forms part of a KA2 projBetyond tle restriction

of accessibilityin AE, the FET sector isalsohindered by the fact th@bursesn vocational

training colleges and oth&ET institutions abroadre rarely taught in a language other than

the local one. Although PK consigersending the Congolese and Freisgieaking African

|l earner s fd&kutnad, odfhe atopl e aesldarnarsamberefd fomtthe f i n ¢
partnership and bring thldesiredknowledge back to Irelan@onsideringtielack of language
competenceamong manyearnersandthetight programme schedule that doeseugilylend

itself to a mobility, i comes as no sprise that the ETB has so faii us e[ d] Erasnm
predominantly [ é] aboth in Al and VED ,pssummariseyl bybe a f f 0
boards strategic planneR. Painting a broader picturshea d d s : AWe have 20,0
but probablyffewer]than 20€ ar ner s i n FET/Addtmdusatoh ( T R,

SC, a 32yearold EVSvolunteer in Galway, alsdrewattention to what Jennifer Jenkins has
described as an acknowledgment tbahany nornative speakers of Englistine normativity

of native speakersas becomenere fiction.Highlighting the dynamic character of language
andthe factthat nonnative speakers mayractse English differently from native speakers
across linguistic boundaridge. building on a commonnderstanding of second or third
languagels SC noted:

| also see this from other participants of my training abroad, bec@siseuch different learning or trying

to understand English as mother tongue. There was a particular participant in one aipsy @nd | think

itGs the same for the youngster going abroad from here, daly@g didnd recognise how difficult it could

be being mother tongue English in a group, even if the group language is English. The English we speak

is European English, solat of wordsare not[exacty like they are ifEnglishis your] mother tongué

they have to make an effortofunderst di ng [ é] . So, for them it is al sc
(SC, Youth/EVS)

In other words, the status of English dmgua francaamongcontinental Europeans, many of

whom are living in a multiand plurilingual space, hdargelyturned English int@ common

good between speakers dfifferent languages. Here, native speakers mst one type of

language user arttiey do not necessarily hold greater authority. Indeed, as SC points out, to
many native speakers this new AEuropean Engl
which they need to learn to engage.

These limitatbns aside, thglobal dominance of English and its statudirgua francadoes
enable people from all walks of life participate in a Europeamide knowledge exchange, to
gain insights into best and/or new practices or to train in a particularJastead r el and 0 s
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bilingualism constitutes a doubeed ged sword when 1t comes to t
and plurilnguistic aspiration into policy, so does the status of English as a global language,
particularlyin the areas dfusiness, science and technolo@ye the onband,native and non
nativeEnglish speakers are at the cemtfenany multinationatollaboratonsand aspiratios

This knowledge givesative speakers of English oftéme confidenceto be ableto navigate

unfamiliar territories with relative easas,illustrated,for exampleinSF6s f eel i ngs p
the mobility toyRoam@gnipaopfile keéw tlkre with wou
and Engl i sh, so | wa s @f gaursetthe aforenemtiomed embtonall SF, °

fishut dowid during the mobilitydue to communicative problems between the Romanians and

the Irish did disabus¢éhem somewhat of that notio®n the other handhe status of English

as a global languagmutsirish language learners at a disadvantagen the onsetWhile not

all nonnative speakers value English in the same, @agltheymay ormay not bewilling to

put effort into learning English (and speaking it when faced with an Ergpisaker)those

looking beyond the borders of their own countries are well aware of the opportemigjiesh
affordsand the value of both talking to a natisgeakerand going abroad with Erasmys+

limiting the opportunities to use and praeti one és own GM foginstace s ki |
recalls an early warningvhen he first started learning German dedamea penpal, at 12
yearsoldt o fibe caref hli g aak fihbeyowvéeltsation in
Education) Since thenthe situation has even more intensified, with (relatively) fluent English
speakers pushing their agenda to speak English out of boeihtse#fst and convenience.

The imbalance in terms of upta@EErasmus+ mobilities tangible, particularly iHE, where

incoming students are looking for both subjsécific knowledganda marked improvement

of their English.GM summarises the situation poignanlys f olTflhew®06 si mor e o
interest for our continental European partners to come to Ireland Emglishspeaking
country to study, than there are for our stu
Education)TM,wh o i s t h entetnationabt f sicey0®verseeing the
partnershipselaborates further, highlighting tlepportunities passed up by Irish students and
thecomplexreasons underlying their decision:

In terms of numbex just within Europe, we have maybe between 35 and 50 students going out each year.

We haveabout three thes that who comein That 6s t o an extent a product
that are dor mant, or we dondédt have the students to
students to send to us. [ é]

| think the biggest factor is that tieeisfar more interest in learning Englighy t hose who donét
natively, than therdiss by Engl i sh native speakers toglobabarn an:
phenomenomnd i tdés not something we can change.

T h e r eedusatian backgrountd look at, and if you look at the Finnish, the Swedlishey are learning
English since they were ffour alitscstudertisito learn ansther edu c at

|l anguage until they are nearly 14. Thatds another
and there are the more youthful tfeserelp e opl e ,wWenausgotheyodére in a rela
wonét go be@tuseethebhi doar picture, because they d
would add to that, for some of my partic@Mar stud:

Higher Education)

TM struggles at times to persuaddhe Irish studentsotgo abroad with Erasmuséue to
preconceptions regarding tlisefulness of going to an Erasmus+ partner country instead of
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somewhere in the Anglosphetbelanguage requirements a mobility for one these partner
countries the lack of confidencein@ené s own | an g uimcaees wherersfudente n c e
have some language skjlend more generallythefinancialimpact!? and timecommitment
associated with studying abroa&hile se faces very different issues with the staffiose
shortterm mobilities are mostlyconductedin English (unless the person in question is
proficient enough t@onduct the mobility irthelocal languagg only few staff members are

able to do spwith mostteaching in théanguage departmentaradoxicallydue to he framing

of the mobilities and the staff members concertieetearefewer opportunities folanguage
teachingstaff memberghan for other members of staff

The thingisi f we have a | ink with a more tr dahdguageson al un
department here, the reason we have that link is to exchange our students of languages. If you think about
the process, the obvious place for us to have our link is with the English departnsent the Sorbonne

in France. It folloethenthda our French 1l ecturer, |l etdéds say we ha
we do, that person could go to France, but sheds
Sorbonne in Paris, from the English Department, is an excellent spédakeEon gl i sh, but t heyd
to come here and teach Englifiecause we already speak it. In fact, therdfaweer] opportunities for

staff exchanges for | anguage staff, than for ot hert
important I dondt go to Germany and teach Ger man, but
nuance. Thatdés an aspect of it. (TM, Hi gher Educat

As other countries participating in Erasmus+ illustrate, this subconscious framing of staff
members of theanguage departments terms of their language teaching rather than as experts

in their respectiveresearch areadimits their valuenot only for their HEIs bufor Irish

academian general Therefore,t is of utmost importance to start to reframe the expertise of

these staff members in the Iri$tE sector i.e. highlighting thevalue of theirresearch on
complexcultural and linguistic issuesithin the study of modern languages and cultures., This

in turn, would open up new opportunities for these members to participate Erasenus+
programme and actively participate in the knowledge exchange between the partner
institutions.Afterall,al t hough the partner i nst-seakinges @ w.
guest |l ecturero and fAwer edGMbasedohoa psdingoistiat o hav
background alondut on his expertise.

By contrast, the other education sectors do not seem to have a similar issue with the framing
of their respective languageachers anthstructors. The reason for this lies in the different
roles of staff members of language departments in HE and thealgeigachers anthstructors

in the other sector3hereis a different expectation regarding the language competence of both
while HE staffareusually required to be proficient language ugees to have native or near
native competencgsteachers and instructors in other sectors are frequently well below that
level and use Erasmustaff mobilities to improve or refresh both their language skiiisl

their knowledge regarding the target country. Additionathe primary dutyof the latter
remains withteaching the broader aspects of a language and cidtiameguage learnerghile

their HE peers have the additionialand in the current framingeglected responsibility to
provideand contributenew insights to gat timeg$ highly speciéised (academic)iscourse.

112TM points out that due to the soed@onomic background of many students the financial impact of a mobility
does nobnly refer to the added costs but also to the lost income as students may supplement the family income
through a partime job.
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Finally, the other sectors also allow for group exchangkegh are particularly relevant in the
school context and lend themselves to emmigkhe language curriculum.

Linguistic Curiosity

With regard to languagkearningin generaland echoing the omnhei ne s
majority of the interviewees enjoy learning or engaging with another langDagtary tothe

prevailing myths that Alearning a language is harand fithe Irish are simply not good at
languages and do not really need tltemany interviewees expressor, in the case gbroject

leaders andadministratorsobserve a general degree @Xxcitement about the prospect of

learning another language, with the languages of choice rafrgimgthe moretraditional
schoollanguagegFrench, German and Spanisdnd increasinglypopularAsian languages

such asMandarinChinese, Korean and Japanese to smaller, fiexaticd languagesndor

minority languages such as Yiddish, Romani, Maltese, Kedaghnd, in the case aP-year

old EMM, Croatian

While thereis certainly a general curiosityparticularlyamongchildren and young people

regarding foreign languages awther cultures, he most important reason for the initial
curiosity ise a ¢ h i n gdrsenaldanrettiGasthem The personal connection moves the
prospect from an abstract idea to a concrete situation and a means of bonding. EMM, for
instance, would like to take Geam in secondary schqdi [ b ] e[loced mameis basically
fluent in German and it would be cool to cor
School) However, f she could learn any languagpart from the traditional languages taught

at schoal shewould like to learn Croatiai a choice that is heavily influenced by her first
Erasmus+ mobility to the Croatiaea towrof Solin and her lasting friendships with some of

the local childrenSimilarly, PS recalls choosing Spanish over Frenckecondaryschool

because he and his mother had previously bonded over a Spanish course she had been
following. While they did not study Spanish together, shéidddh o w [ h i(P8] Highdn i ngs o
Education).

To SF, on the other hanthis connectiorbasedmoreon culture. They ar@ighly interested in

the Japanese languagee totheirlong-lasting fascinationvi t h t he countryds r
in general and itanimeandmangaculture in particular Al 6 d | oamirad wittwut wa t ¢ h
subtitle®, SF sayshighlighting the inherengxperientialdifference between the original and

the translated version and the resulting semiotic shifts and possible lack offdeptie. able

to |Ilisten and hear ise 1fdophdés dHdukbkbefliit]l UHab
[with] the subtitles you have to look down and read it and missitteeg e r vy . | 6d | ov e
watch it l' i ke 1 6d watch any oWndesstandiig\thes h o w

language, SF feels, would@l them a deeper understanding of the artwork in question and
the culture it relates to. It is this lasting fascination that has prompted SF to try to learn Japanese
with the help of a free online application, with the hopbeng able to join an evengcourse
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eventually, asthe fage-f ace i nstruct i o(SF, Youtb)dhadpoprceltare | v he
and culture more broadly can indeed serve as potent way to spark linguistic curiosity among
children and young people is something that has also beervetidyschoolteachadE, with

regard to thestudent body

Interestingly, Korean was offered this yearTimnsitionYear, as a module, a taster module. [the
teacher]is] not a language teacher as such but spent a couple of years in Korea and decided to offer it as

a module, and ités surprising how many young stude
[K-pop and things like that are] definitely feeding thiterest, or certainlgparking the curiosityvith

wanting to learn more. The module is language and cuttureer e 6s a | ot of cul tur e |
someti mes be very power ful in drawing stedhngnt s dee

| would say that the longer | teach languages, the more important it is to work very hard on integrating
culture and contenbecause they love ithen the love for the language follows. (HE, School)
As an internationally experiencdelVS volunteer SC then describewithin the context of her
current youth project in Galway and the international communitywhichit links, that the
linguistic curiosity is also born out of necessity. To that endlir8G the experience of Irish
young peopleéo herown experienc&vhen she first volunteered with the EVS programme five
years agoln the same way dwer, thelrish young people ging on an Erasmus+ mobility have
to interact one way or another with the locals in the Czech Reptiblicey fihave t o be
about how to say Ohanddé [in order saremhtheex pl ai
h e a duding this particular >ercise (SC, YoutlEVS). | n S Cdé s ,dhe inormale nc e
learning at the projedllows the children and volunteetedi scover each other
togetherto overcome possible barriers atodachieve their set gaarhis in itself constitutes
an impotant bonding experiengas t he f ol |l owing observation
words that you pronounce the same and thaesan] totally different things and it becomes
very funny and then you start searching f
YouthEVS).

As we have seen with EMM and her desire to learn Crqatiad toane xt e n't i n SC
description of experiences of the young people in the Galway youth praje&rasmus+

mobility can have a lasting impacthis is, howevemot onlythe case fothose going on a

mobility themselvesbut alsofor those staying behind. While theoader communal impact is

more apparent with regard to technical skills and best practices that Erasmus+ participants
bring back to Irelandand pas®n to their colleagues, the impact is much broader and extends

not only to soft skillssuch as interpersonal skills, responsibility, and flexihiliiyt also to
attitudegowardsother countries andnguage learnindreflecting on the language prepaoati

the school did pri or ,andtheBndMbBeschilonen lbalk Bbout theirt o C |
experience afterward&LM, a veteran schoolteacher and the project leadex ntimber
Erasmus+exchangesa t E MMO snotesthdt bedElasmus+ mobilitie§ m a thesn want

to | earn. Theydre very much keen to go and
t hough, but the kids who are herlloweverdtishear ir
not only the classmateshose houzons shift thanks to those who have returfrech their

travels. Behind every child stands a parent or guardian, and behind them are standing possible
siblings, uncles, aunts, cousins, family frieralsd soonAs EL M rWebad famiBes i
whohadnegr travell ed and di dnot. @hefrtherootes:si der t

73



Now they arerealisinphat t heydére part of not just our communi
communitythey 6r e all owing t he ki thihem ipsomne casgWithl,onetoh ey 6r e |
our families, the father had never ever travelled anywhere, but because the children had gone abroad,
theydre going every summer to visit dwhieh]tmefkidst he f am
got toknow when they were over there. It has introduced the concept of Europe as a possibility to other
people (ELM, School)

|l ndeed, the introduction of the Aconcept of

identity, constitutes an important learningt@ome for many Erasmus+ participants aras

raisedseveral times by thaterviewees

Despite thegeneral curiosity about other language=veral participants question their ability
to follow through with it. Time constraints and the fact that language learning differs from
other learning experiencas that it takes continuous effort and dedication over a longer period
of time, are identifiedby the intervieweeas the biggest issaeBoth SR and MD, &0-year-

old education professional who manages sewwratessfuErasmus+ projects, wish there was
an easier, more instantaneous way:

Ifyoucouldcastaspell, 6d | ove tGChinespppakhé!l menhi ng. | [ar@li nk it o
so many lettrs in the alphabet. (SR, Higher Education)

I wish | had a magic wand at times, but | manage. (MD, VET)

As indicated bythe choice of words, the question of language learning is more hypothatical

SR thanfor MD, who regularly travels in a professional capacity to the Erasmus+ partner
organisations and institutions in Austria, Finland, France, ltaly, Netherlands, Sphin a
Sweden. As aesult,MD not only employs her French and Spanish skills on a regulés, bas
but has also picked up few words of Swedish to facilitate her interactions with both her Swedish
counterparts and the general population.

For JB, on the other haty a 19yearold student at a rural CFE&nguage learning is a much

more complexssuethat involves despite experiences to the contramne persisting idea of

English as ainiversallanguagethe question of his (cultural) identitgersonal prioritiesand
achievability of the learning procesmda certain degree of apathy towards language legrnin

Al would like to learn a language, but it would probably take too fomgr me . I donot
much time to be putting in so much effort i
g o i n ¢JB,&/BTQ ForJB, the benefits of learning another language are not tangible enough

to justify the time and efforvolved This apathys further fuelled by the fact JB as we have

seen in the section discussing English lisgua francai is onein afew who has maintained
hisposi ti on t hanoneedfdr asrteleain sgmanyglad n ¢ u. dagveverphe
acknowledgs somelimitations of English andhe fact hat it isfii k i nrdce lmeing able to

speala bit of Spanish] anfthe Spaniards§ a n r e $ngeed; the onlytlahguage &Bjoys

learning andikesto engage withis Irishfftth e | a n g u a g e. Hohlasa debéply felt s | and
personal connectioto Irish, owing largelytdh i s par ent s anddhe faci thatfeeg e me n |
received his early childhood education throughis medium),which has not necessarily
extended to other modern languages

SF then facesa different, yet related problem. In addition to work taking precedence at the
moment, they are highly aware of their tende
interests if something else catches their@éyét coul d (SFevouthhpyt hi ngo
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Language Practicand Language Learning in Ireland

Considering the generally positive attitude towards language learning and the curiosity
regarding a variety of modern languagese might wonder whythe foreign language
competence of the Irish population remains low in Europeans, despitéhe considerable
investment by theGovernment and other public and private stakeholdseseral of the
interviewees referred to the geographical isolationdbates with being an island nati@nd

of the social change that ti&eltic Tiger years have brought, transformihgr el anddés hi t
homogenous population into a pluralistic and multilingual one. However, the social dynamics
and the way both Irish society and migrant communities react to this sifuatermonly
gradually changing. Read together, the experiences of GM, AC and HE illustrate how heritage
languageslanguage transfegodeswitching andtranslanguagindhave slovy but steadily

found their way into Irish everyday lifé althoughthereis still progress to be made.
Fundamentally though, as TM points out, policymakers, language learners and those promoting

language learning must understand one thing moving forlafdL ] ear ni ng a | ang
an instantaneous event. A lot what we do nowadays, we want to be instantaneous. We want
instant gratification, [é] that whole swipe

a |l anguageo (TM, Hi gher Education).

As stated earlier, the use of a languegfersnotjust toageneral ability to speak it, butvolves

a combination of ability, opportunity, and positive attitude.réf@e, thequestion isnot only
whether the curiosity translates into a brogmesitive attitude towards language®d language
learning but also whether the learnabtainthe necessary linguistic skillandopportunites

to employ thento increase theiconfidenceand willingness to engage more frequently in
another language

Thinking back to his youtland his experience with foreign language learn#igyearold
university lecturer and executive GD obsenidh en youbére growing up a
them as just one more thing t hadadaffiniyowithpul sor
| found it was very difficult to learn the language [taught in school], without having anywhere
to practse it.0 He furtheradds that even Irish as the national language did not prdvidevith
real opportunities to engage s i n thelrish that was spoken on TV or on radio was just so
far ahead of t he | ri 6GD, Hgker Buadecatien)indfact, degpitei n s c |
growingup inasuburbanarteai t h fia | ot of people [@&ED from -
strugglestore a | | any encouragement Ato | earn anoth
Higher Education)Much moreproficientin Irish and French today than when he graduated
from secondarychoo| GD attributes his improvement to the four yelsspent in Italyas a
teacher of English as a Forei§econd_anguageln Italy, henot onlybecame a fluent speaker
of Italian, but also acquired a solid understanding of grammatical structugeseral as vell
asthe connection ofindo-European languages, including English

| also had to learn the grammar of Englibecause before | wenlt had [such a limited]idea of how

language is constructed. People in Italy were talking about subject, verb, object and | was thinking to
myself,fi Wat on earth are they talking abcuBecausel guess we didndét have a gr
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to the construction of languagedahow language is conceptualised. That might be a prolalemwel|
with regard to Irish and the learning of Irish. (GD, Higher Education)

This knowledge combined with a more positive attitude towards languegening enabled
him toexpand on his Frehcand Irishalsoallowing him better access to Portugugsten he
subsequently moved to Brazil for seven months.

GD6 s e x p ®uch ceseveral keyaspectshatare emblematiof the waythe interviewees

in this studyhaveframedthe language practice atigeir languagédearning in Irelandwith
someof themfocussing ontheir positive experiences and others describing their experiences
in decidedly negative term§hese aspects atiee importance of:

A Encouragement and positive role models

A Agency of the learner

A Consistem provisionand quality of language education
A Speaking opportunities

All theseaspectsre closely linked to the question of ability, opportunity and positive attitude
and can have a severe impact in future efforts to learn another langbagere also linked

to theaforementioned fact thaive tend to learn most effectively when we find something
interesting, exciting and/or important; we are in a challenging, yet supportive environment; we
feel as part of Emnguagecommunity; we have sufficient time; we believe that weeia control

of our own learning; and we are able to collaborate with other learners who are struggling with
the same problems.

Encouragement and positive role models @aginatein the home, the school and the broader
community with parents and teaatsebeing the firsandmostnatural point of contacb many
young peopleThis being said, individual interviewees also referepaetimes the impacif
friends, ceworkers, and social mediwith SR in particular noting the growing impact of the
internet and social media influencerstc., noting the availability of foreign language
programmes through streaming services such as Netflix and Spatifye the impact of
parents and teachers is being referenced ith Ipositive and negative termghe few
interviewees whoreferenced additional sources of encouragement did sexdtusively
positive terns. A goodexample of the positive impattte parental attitudean have with regard
to a chil dés i nt,wehose pdrents enrollecahinginuaa drisimguage pre J B
schoojJas they fdwanted [ hiHolevet, theydidanotepartgwadyd | r i s
encourage any additional language learsmigsequengl As a result, JB feels quite differently
aboutforeignlanguageg$rom the wayhe does about Irish, which constitutes an important part
of his cultural identity:

Spani sh, I didndét really enjoy it. I just did it

Il rish and stuff | i ke that .ongEnrlanguadeeftheisldnfl.@heetinec e i s
one | did because other peopdéd me | had to do it. (JB, VET)

To a certain extent) B &twong attachment to Irish as an expression of his cultural identity
echoeghe findings of the online survein which gaelscoil students express&dhtly less
enjoymentof learningforeign languaggthan their peers at Englisglinguage schools (cf. Fig.
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12), with a lack ofrelevancdor the future marking the biggest percentile differences between
both groupsegarding thenain reason for theonenjoyment(cf. Fig. 13). However, sincedB

is the only intervieweeboth with a gaelscoil background and to express such a strong
attachmento Irish, while disregarding other modern languages,siveuldbe cautiousbout
presentingrushed conclusions. JB is but one individuaut of a large populatioand the
connectionto the survey findings might be purely coincidentalh e f act t hat JBO s
mobility brought him not to one of thgeopolitical andeconomic powerhousesf the
globalised world buto Romania maylsohave negativelaffected hisattitude towardshe

local languageA more in-depth study on the topicwhich compares the attitudes among
gaelscoil students and those attending Enghsidium schoolswould be desirable As
language learning is a complex process, it is also important to note that a stighipsitive
attitude among gaelscoil students does netessarilytranslate into a lower linguistic
achievement.

JB6s differentiati on amgtages asiéhd intervieweesnte@d ot her
overalllack of encouragement from their parents t#redvider community,with GM and HE
attributingtheir interest in languagearning and their respective succe$s some intrinsic

motivation ornatural aptitude P K, on the other hand, t heor
educational backgrounds earlyschool leavers and their sociceconomic statysplayed a

significant role in this contexa s A i t  dheidmndstthe eamde@ ofanguages as an
acade mi c(PK kEB/AdaltcEdutation)Other intervieweesuch asSR, who daesnot

feel particularly linguistically inclinedand lacks a stronigitrinsic motivation struggled with

learning French in school, especially since she did not pesticularly encouraged by her

parents oteaches,s 0 t hat she Ajust ki nd oThissgraimemt upo (
ise ¢ h o e d ovenallaphtBydt@mvards Spanish.

Interestingly, even among the interviewagth migratory backgroundsnodern languages did

not necessarilyfeature as an academic subjgsthi | e ACO6s parent s, wh o
|l eavers | ike PKO0s parent s, e lmegondube aegesshry t hei r
English, they did not see the benefits of an Erasmus+ mobility as part whdesgraduate

degree in Germadot hei r mind, fAyou just | earn a | angu

Ger many aft er cBduchtien).&dathefiahdliagdelrningib peimarily ebout
(economic)survival If you fail to learn it by studying the grammar or vocabul@mhich is
underscored by themsiif or c [ i ng] [ AC] to stay )aypuwillome an
automaticallylearn it when you need it, i.e. once yioee in the country and have to function

in it. This framingof languages in participatory and professional tersnalso prevalent in

ACOs conceptualisati on of AltHoagh beingigfezesedia nd t h ¢
minority languages such &ddish, Romani and Kalaallisfr their cultural valueAC clearly
prioritises(from a European point of vigwhetraditionalworld language&nglish,German,

Spanishand Frenchof which one shod fAknow at | east t wa [ é] 1
Parti cul ar | lgnguage le&ning seentemesransactional than sentimental, with
professional opportunities alexit being evepresent in his mindVith reference to French
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sociologist Pierre Bourdieu, AC attributes a larijerguistic capitad''®to English, German,
Spanish and French than to other languaggseciallywhen it comes to the languages, he is
interested in.

Forty-oneyearold GM, on the other handyhose father was born in Indiandwhoit wo u | d
have spoken mui(e Rupdbie HindiaUrdy ara gegi$dcharacterises his
childhoodhomeas exclusively EnglisBpeaking, with neither his Indian father nor his Irish

mother actively promotu pluri- andmultilingualism or encouraging him with regard to the

language education provided through the schealding great pleasure in learning first Irish

andthen GermanGM even recalls a growing conflict with his parents that he had not been
brought up bilingually, be it in Irish andeedi n one of the native | an
home countryt o whi ch he had no ac c elsoskingiadk,hGdlu t hi s
concede svasanyrgas ateemagér a n d feltadit hart @ne 16T even though

neither of his parents spoke Irish and his father was at theotimee of t he f ew pe
c o | anwahomogenously white, Catholtommunity o thatthef a mi prioyity & the time

was presumablymore on integration than on pesging the linguisticheritageo f GM6b s
immigrant fathe(GM, Higher Education).

Given the dramatisocietalchange Ireland has undergone in the past three decades, it comes
as no surprise th&d M6 s e x [iffersisignificaatly from the experiences of tother,
youngerintervieweeswith a migratory backgroundot least ACwho frameshis language
competenceso strongly in terms afurvivaland aflinguistic capitab. Not only have they all
migrated themselves, but they also arrived in the increasingly pluralistic society of the Celtic
Tiger and the yearherafter!# Codeswitching and translanguaginigave become a regular
occurrenceamong those of migratory background in Ireland, depending on the social space

they occupy at any given mome#wts PSattess A Pol i sh] i's spoken a
Polish friends, so we spedRolish a lot of the time. [But] because | [am] in a mixed
environment, | throw i n t.Hosvevérhekodsviicbing(sPS, Hi

not the only reason why the language practice of those with a migratory background may differ
from the laguage in the country of descent. YT describes in this context a certain outdatedness
ofhisand hi s cRussmanthatioftep originates from the early 2008 is only
occasionallyupdated through opportunitissich as the Erasmus+ mobil{tyT, Youth). This

devel opment is also ref |l e eswithingandtrarGldhguaginga n g u a
haaebecome part and parcel of GM6s aduland | i f e,
different English accents and registers, bath inprofessonal andprivate setting.

113 Bourdieu (1991)n 2017, Kai L. Chan conceptualised acled Power Language Index (PLWvhich
compares the efficiency ofene thanl00languages over five domains, i.e. the ability to travel widelgrn a
livelihood; communicate with otheracquire knowledge and consume mediadengage in diplomacy. Cf. Chan
(2017)

1141n their 2017 reportanguage and Migratin in Irelandfor the Immigrant Council of Ireland, Anf@® Conno r
and Andrea Ciribuco explore the language experiences of mignamisre depth through a mixed methodology
approachthat combines the data derived from an online survey (n=158) and two doougs (9 and 10
participants). Cf. O6Connor/ Ciribuco (2017).
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The codeswitchingand translanguagir@f migrantsare howeverjndicativeof a larger pattern

in the context of the questi onPotheirewetydayty peop
life. Compared to the other interviewees, those with a migratory background tend to display
greater linguistic flexibility and confidencess well as a certaimpenness to learn new
languages, including Irisftheytend toperceive themselves as part @oetinuously evolving
language community arekertgreat control over the way theywhichengage with languages.

PS, for instance, recalls himself learningsBian when he first arrived in Irelgras a large

part of thelocal migrantcommunity consisted of Russiapeaking Eastern Europeamgile

YT picked up fAa good bit of Portugues<e0 to
workersin his parttime job (YT, Youth). Native Polistspeaker AC also mentions that he
facilitates the communication with his-eoor k er s by fRtursys[iiamg t(A]JC, u H
Education).It is important to note that none of them received any formal education in these
languages. Instead they confidently employ the little they,ladtentransferredrom a related
language such as Polish or Frentthengag with their peersPS also notes that he read
different editions of a school journal, one in English/Polish and one in Russiarder to

make sense of tHatter. However, if a language proves genuinely intriguing and exceeds its
situational usefulnes¥T, in particular is T with the financial support of his mothemore

than willing toattend aormal class. For instance, YT is currently attendifiguekish course

after becoming friendly with the Turkish delegation of his Erasmus+ yexthangeand

finding the language not only interesting but also achievable to leateed, a sense of
achievability could also be added to #ey aspectsalbeitaless explicitly statedne,that are
emblematicof the wayin which the interviewees havframed thie language practice and
learning in IrelandWhereasYT finds MandarinChinese nearly impossible to masterhe

notices similarities to his existing language repertoire and feels quite conifidegable to

achieve some proficiegcin Turkish YTOs raksdekeenplity whyrit £an be quite
harmful to(sub)consciouslframe languages like German or Russiafhard or fiparticularly

difficulto. Such a framing can act as a deterrent to those who wthddvisehave been open

to and interesteth them.

While theinterviewees with migratory backgrouadeoften selfmotived inlanguage leaning

and require lessegulaton, they alsdargdy excelin formal language learning settmg-or
instanceall butPSconsider themselves proficient (enough) in Irish, with GM and YT stating
that they are fluent in ithdeed 42-yearold SO, who moved from Nigeria to Ireland in 2003
and sat his Leaving Cditate in Irish and French as an adult learner, proudly retadls a
local newspaper reported on his success with regattietdrish language In fact, it is
noteworthythat the interviewees wita migratory background are much more positive about
learning Irishthanthose of Irish descenivho are much more on the fence. Even those who
have a close relationship with the language due to its linguistic, cultural and/or political layers
describe it inambiguousterms, alluding tothe legacy ofa succession of bodged language
policies and poor te&ing practices.

And again dl but PS consider themselves more or less fluent in at least one language other
than their mother tongu&nglishor Irishi even thouglsome intervieweesonfess thathey

115 Coffey/Wingate (2018), p. 1.
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have become less fluent sindeaving secondary schodHowever although PS does not
consider himself fluent in Spanish, higel duccessfully takenost ofhis university modules

during his Erasmus+ mobility in Spanjshdicatingthat his language skills exceed that of a

basiclanguage useilhe relative success of the New Irighth regard tdanguags, is by no
meansconfined tosingular occurrencesut is part of a wider realityTR observeshis with
regard to thehousand®f learners the ETBversees:

We canot keep up with the demand for |l anguage.
experiences of New Irish people learning Irish, so the New Irish learning the Irish language, and they have

none of the hangps about the Irish that Irish peopdeuld have. So, they actually excel in learning
Gaeilge, which is really interesting. (TRET/Adult Education)
Arguably, thefhangups TR describes with regard to Irigdarners learning Irishlso extend
to other modern languagesith the experience ¢éarning Irishoftensetting the tone for future
experiences.

As this foray into the general language practice of the interviewees with a migratory
background illustrateshis particular group claisa certain degree of agency in their language
learning,supplementing the language education provided through additional languages that are

either situationally useful oguite simplyintriguing to them In either case, the personal
connection is once again keglaying into the notion thate tend to learn most effectively
when we find something interesting, exciting and/or impoytamd are in control of our own

learning The fact thathey often picked upspecific languages out of situational necessity

places themdirectly in a language communiwf the target languag@ot only giving them
ample opportunity to usthe languagebut also allowing for frequentcodeswitching and
translanguaging

The Irish intervieweewithout a migratory backgroundn the other hand, prasgilanguages
quite differently, with their primary experience being framed throtmimal language
education in schoa@ndi in the case of HE, PK and TMthird-level educationOnly afew of

theseinterviewees use their language skills on a regular begkin this group only GD and
HE acquiredproficiency in languagesther than those being taught in school wi t h

Hebrewas additional languagés sypplement hetanguage competence linsh, French and
German, all of which she studied in university until the programme made her droptbem

in the second yearMD, SR and SFwho indicated that they picked up some words and/or

phrases in languages other than those taught in salidado due tdamily connections or

professionatircumstances dri n SF 0 duewalengl asti ng fascinati

pop culture

Overall, itmustbe noted that the language learning ofititervieweesvhose experience is
primarily framed through the language education in scoéehlacks agency and sufficient
time, as well aghe opportunity topractse it outside the classroors language learnerthey
do not perceive themselves as partaofvider language communitySF, whowas home
schooled lacks any form of formal language educatiand would rate their language

T

GDO s
experience being framed by his own migrant experiemé¢aly and HEH s e x pfemede n c e
by a deegseated passion for languages in generaich resulted in her acquiring Russian and

on

competence in I|Irish fdat | ike minus 1 percen

80



somewhat abstract ideas they know very few people who would be bilingual or-native

English speakers with the Gaeltacht and thHesh-Language Network areas being equally

foreign entitiesFor instance, Skividly recalls having to ask their father about the language

people spoke during a family holiday in a Gaeltachttaxdae n t hey wer e young¢
growing up | never heard and then | remember asking my dad what language they were
speaking and he said Irish and | was so shockaslas the first time | ever heard anyone

speaking Irish, conversatiomi seo ( SF, Yout h)

However, the interviewees who attended schoolvaectthe recipiers of a formal language
educationindicate that the success of learning a langusgghly dependent on the quality
and enthusiasnof the teacherand the language teaching providasith thest udent 6 s
confidence in the languagempetencand intercultural knowledgef the teacher also playing
an important roleThe following excerpts are biive examples that highlight the importance
of the teacher:

| did Spanish in secondary school for five years laredlly enjoyedit. It was one of my favourite subjects

and | alsovisited Spain before a few times. | liked the culture and | wanted to see more and learn more.
(PS, Higher Education)

[l did not enjoy learning languages in school, becausejtiadity of the teaching was podknd in terms

of Irish, | di dn[thd]LeaviaggQerlifigatelewhgnavg had the mogi incuedittlei tdacher
[ é ]Shewas from the Gaeltacht helsands h e [bréught] Peig [Sayersjo life in a most incredible
way. | think itds an incredible piece of I|literatur

to other people around that. (TRET/Adult Education

We wereblessedthough. Wehad avery good French teaché&wwards the end, and she was a French
woman. | think that helped, that she wegthusiasticIn first year, you do a trip to Paris and then in
TransitionYear or §' year you can do Brench exchangand she arrangesyitith her hometown, and her
home school. (SRHigher Educatiop

A lot of students complained about our teachers, not just to each other but also to the school because some

teachers didnét come into school f oSo,studensegtarfeed r i ods
lacking in their FrenctSo,i t 6s real ly i mportant to have the teach
because some of them would encourage learning the language, like reading in French outside of school
hours. Otherswouldenour age just to | earn exactly what was o
remember anyone sayinfMly next <c¢l ass i s FYowhhch, I candét wai t!

| tried to do Japanese fdthe] Leaving Cerfificate], but because of tohie t eac he

Sometimes a teacher can throw you off. (AC, Higher Education)

It is notable that both TR and SR statlicitly that their teachers werative speakeref
Irish and French, signalling not only their overall confidence in the& a c harguaged
competencebut alsorecallinghow they brought the language to lifewith the memaoirs of
Peig Sayers being a particularly difficult and often detested topim@rpast generations of
Irish learnersELM, too, recalls fondly the positive impact a Fren€bmenius Assistaritad
ontheprimary-schoolstudents over the course of a yées a result of being exposed to French
and listening to tha s s i sstoreesfrond rome, the studentsere more thaexcited about
the prospect of learning another languagee they enter secondary schoolvith many
favouring Frenchdue to th& personal connection to the teachdowever, there is another
reason why the statu$these teacheiss native speakeisemphasisedcor TR, SR and ELM
these teachers form not only an important link of the language community, they embody it.
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TR specifically differentiates her teacher from other language teachers in hernsbbdald

in her view,a poor teaching practice. Yalsohighlightsthis pointand then further underscores
it,twhen he explains that h@ashd élt lke[itheyldversjust dy i n g
forced toregurgitatea lot of information that was given to [them] nine months prior [to an

e x am]j and [they] had to | earn it ofpta (YT,
language learning for communicative purposes identifies quite strongly as part of a
language communityt comes as no surprise that he sees little point in learning a language just

to tick a box This issomething héeelswas f undamentally different
like in Irish itwas an exam to see how well you could speak the language, whereas in French

it was how well you could recite the languag&ccording to YT this wasparticularly the case
regardingthe Leaving Ceificate examinationwhich heand his friendselt was structured in

a way that -lfeavmwerded nff prrenat i with the ooal elaen bggngt o n
Acompl et el .gindeed, &B points aub thawhen he was growing, languagefsen

feltl i ke NAjust ods mo mpathlerdhansgmethilngayou have an affinity
witup&ince there i se niotwhe(f ®D,it ldiHightightndg thel uc at i
importanceof a goalbeyond passing a school exany becoming an independent language
usetrYTadds: Al thought it would have been gr ec
ourselves in the | anguage. I al ways J[efllel t [ é
t hi nki fvg, Youth)YTtds experience i s echoseyduthby t he
project who describe their foreign language learning exclusively fisaaning of phrases,

whenever the group discusses their competencies in relationEoitbgearrecognition toal

Youthpass. In @onversatioraroundthe level of languages irish secondary schogland the

possibility ofstudying danguage in college, the Irish participants signallexy little interest

to do sato their Romanian peeismuch to the surprise of the latt&R sums up the general

feeling ofthe Irish participants as followsTiey donét really have cor
|l anguage that theyodére already |l earning in sc

This lack d confidencas a recurring thread in the interviews and relates todoothn d i vi dual 0
own language competenaster dedicating so much time to learning a languagewell as

their confidence in the teachers and the system as Auicdme pointduringthe interview, AC

even questions thgeneralabi | ity of the state examiners t
exact s a 1@ times s(ACa igher Education). Indeednlp a minority of the
interviewees frame their experiengith the language education provided in schufiérently,
eitherbeingexceedingly selmotivated otaught byan exceptional teachaiith both TR and

SR attachng importance to the fact that their teachers weresaapeakers, it has to be noted

that there igurrentlyadanger ottreating and perpetuating the myth that only native speakers

can teach languages effectively and to a high stantlandever asal ook beyond 1[I r e
borders tellswhere the majority of teachers are nuative speakerd is a very different story
Neverthelesst has to be pointed out that efforts have recently been made to do away with such
notions in Irelandtoo. The key isa high level oflanguage competencas well asanin-depth
(inter-)cultural knowledge both of which are by no means dependent on the ethnic and
linguistic background of the teachekgéeteranschoolteacheHE is a testamenb this. An
experienced teacher of German, she is not only comfortable in the languatgopassesses
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in-depth knowledgef the Germarspeaking countrieslue to frequent visitgluring which she
visits exhibitionscultural events and her German friends

The lack of more practicdieveryday knowledge is also an important point thaéroe to the

fore in the online survey (Fig. 19), with 12.4% of respondents who were somewhat familiar
with the language indicating a certain apprehensiveness due wofamiliarity with the
cultural conventions and etiquett€urrently, the Irish Teaching Council requires their
languages teachers to have a B2.2 lef/gheir teacherd.e. below the threshold of becoming
proficient language users themselvasd15 ECTSn Gaman literature and medisVhile this
requirement is the result ¢do fewlanguage teachers, a carefully managed increase in the
language proficiency and cultural knowledge (i.e. of thea®d high cultureas well as
fieveryday lif@) of the teachers is desirable and necessary to guaedmigequality learning
environmentnd toinstil more confidence in the studentegarding their own skills arttiose

of the teacherd.0 this end, it is imperative to raise theerall languageompetencéhroughout

the teacher education and language programmes. Additional degree programmes that attract
individuals with high language competenees! equip them with the skills necessary to teach

in primary and secondary schpobuld mitigate the ggssureand increase the overall supply

of modern language teachers throughout the coukirgt strides are beinghadein this
direction, most notably itheform of a new Postgraduate Diploma at NUI Maynotdrequip
teachers with the 60 ECTS necesstryregister as a German language teacher with the
Teaching CouncilHowever, he pr ogr amme and the Teaching C
exclude a large pool of potential candidatesook to the contineninight be worth the effort,

as theNetherlands havéor examplerecently initiated an Educational Master Programme in
German, entitled och leraar duitsaimed at university graduates who are proficient in German
and wish to move into secondary educatith.

Another important thread in theterviews relates to the language provision in Irish schools in
generalwhich often lacks agengyn thatmany students, particularly from smaller schools, do
not get to choose from a selection of languages. Instetlte experience of the interviewees,
schoolshave either only one language on offer rotate the languagetherebyinevitably
disregarding possible personal connections and affinitias students might havéor a
particular language or language group

It was chosen for me, the yearrtered schoolthat entire year was German, and the previous year was

German, then the next two years were French. It wa
choice in which |l anguage to pick. eEeddeMHighaty di d (
Education

| would have actually liked to have done Gerpimtause | had neighbowsone[of whom]was German

and ondof whom]was Irish and their children were bilingual and | used to babysit them, and they brought

me to Germany to sqtheirlh o met own . Ger man was down as an optio
enough people who want ed,HigherHducatiop , so it didnét ha

In my school we had four French teachers and one German teacher. | wanted to do Germdarfmrmy
and myLeavingCerfificate], b u t I coul dnoét bec3ustadentstfdr £20 stwdpnessc i t y w
incoming. | applied for French insteg.T, Youth)

116 Cf, Leiden University (2019/2020).
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| n GMQG the lackao$ agency extended well into his tHegdel education, where he started

to study Japaneséut had to move to Spanish after a leave of abseaxdapanese was
discontinued due to low student numbers. HE, who teaches German at a secondargrsthool

who isan avid language learnemonsidersherself lucky in terms of helanguage education.

Not only did shé& in her mindi receive ahigh-quality language education, which was from

the first moment onwards coined by language immersion and the passion of her Irish teacher;
she also had the opportunity to learn two languages in school, i.e. German andTodagh.

the latter is an excépn. Indeed, as a teachkiE is determinedot onlyto provideher students

with an immersive language experience by teaching entirely through the medium of German

but also to providehem withmorelanguageoptions Her recentErasmus+ mobilityproject

links directly intothis diversification Having taken private classes in Russian for several years,

HE saw a way to utilise her own interest in the language to provide support for the increasing
number of students who have a Russipaaking family backgund. As these students only

speak the language informally at hqroespeak it but cannot write and read it, or do not speak

it at all, HE created an aftschool clubin which interested students can learn Russaad

which she hopes to add to the aculum before longTo this end and tofurther increase her
proficiency, HE attended threeweek intensive language course at Bhessische Haus der
Wissenschaft und Kultim Berlin. Indeed, HE and her school are at the forefront of rethinking
language education and are actively creating a languiegelly and languagaware school
environment that cherishes and supports thei
heritagelanguagesr others.Language transfer,odeswitching and translanguagingre a

frequent occurrence and the usagéhefwhole linguistic repertoirs encouraged within and

outside the scho®la marked differencom thepreviousexperiencef 23-yearold AC, who

attenad the schooto receivehis secondary education. Having arriiedrelandin 5 class

without any EnglishAC recalls beingeprimandedn his primary schodlor speaking Polish

with his classmate, with the teacher pointing out to AC thalithen o t Aneed to spe
mother tongue anymoiieat | east within the school and th
Education).

Another issuehighlighted by several interviewees is that foreign languages are introduced
relatively late into the curriculum, with the discontinuance oMb®SI in 2012 reversing the

steps successfully taken towards an earlier introductidmmparing herself with he
continent al European peers, SR notes that the
unt il [t heyobram]ld Thinwé&ar ¢ hattddii t 6d be better
|l earning] earl i er 0,aswithid htehhd rossmhtohoel Scpuarnriischud u
Education). TM, who as both a linguist and amternationalofficer, underscoreshis
observation and shares SRO0S misgivings, part
which introduce foreign languages to the cwihion 10 years earlierAC elaborates further,

linking the delayed introduction of foreign languages to the issues surroundinighgsiage

education and the geographical disadvantage of Ireland as an island nation:

In my own personal opinion, | think you cannot have a very high level of teaching in German in Ireland if

local people struggle with learning Irish. And introduc[ing] @ean so late, in the first year of secondary

school, when people are about 11/12/13 years of age. It is the age range etc. You cannot really start learning

a |l anguage that | ate. Especially Ger man.Eubpe, | rel an
you would be more exposed to German due to the historical context. Even in Italy. (AC, Higher Education)
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As a language teacher, HE too stresses the impagtagfraphicaldistance and the way it
shapes perceptions anddVveainivmelgcked Burd@danldaersd
country, youdre surrounded by neighbours wh
motivation there to learn the language of your neighbouring country because there is so much

i nt er ¢ han g e.dhemer&mpximBycahdahe kbjlity to cross several borders within

a short period of time, let alone the experiencennfimerablevars which has resulted in a

constant renegotiation of national borders (frequently disregaildiggistic and cultural

factors), undrscores the importance of knowing other languages and provides a powerful
motivation. Language learning and its benefits are less ab&ti@eitinental European#s a

resul t, a | ar ge advaracytakes placeHobtSide hdr dassyodrang e

already mentioned afterschool cJub settingup links with European partner institutions
studentexchanges to the European Parliament Ambassador School Programme, all encourage
to the students to engage moaresomanytopportdneasi nl an

t her e .result,thaes cah otl Bdent s ar e, according to HE,
opportunities and theyore all/l excited about
universityp .

Whi |l e school sgreatstkden [&huage educatio@ue totheir size, structure,
teaching methodologyand the commitment of individuals like HBther schools and
education sectors strugglelthoughthe small rural primary school of ELM does its best to
foster lingustic curiosity among its students through Erasmus+ mobil@itserwith students
going on a mobility or a teacher from abroad coming to the school for period of time, it is
dependent on these external sources, as the current primary school curriesurotdoovide

for foreign languagess already indicated by TM, SR and A& times, ELM feels powerless

and finds it hard to explain to her students why other chilge¢to learn languages while they

do not:

Theydre wonder i ng lagyagesl.ellbey marticularly struggla when we gentto Italy,
the kids in the schools [é] were only three years
we were doing. Every one of them came up to me after that lesson and asked me why e werlere ar ni n g
other languages in primafgchool] fiWwhy are we only starting to learn languages in secor{damnpol]?0
| had no answer for them. | said that we tried, and we used to have foreign languages, but they took it away.
| told them | agreed with #m that languages should be taught in primary schooT hey 6 r e act ual |l
jeal ous about it. They wo(kldMeSchoadhy t hey donét get t
However asillustrated byMLPSI and the fact that the school once offered a foreign language,
the reintroduction of foreign languages into the primary school curriculum is theoretically
possibleanddepends primarily on the allocation of contact haand the development of a
sufficientpool ofqqualifiedteachersOther education sectors struggle to a much greatertexten
due to the specific needs of the learners, tight programme schedules, and the lack of resources.
Feeling somewhat powerlgsas well and facing the challenge to get hiepoftentimes
academically disadvantagédearners to where they need to & acknoviedges thathe
majority of language competence within tRET sectorand particularly theAE sector is
brought inby the learnerfrom the outsidgrather than instillednd fostereavithin the system.
With virtually no language provisip language competencaad the opportunities attached to
themremaini as we have seen in the contéx¢ Erasmus+ mobility with the horticultural
college in Francé the privilege of thosewith a migatory backgroundAs TR reflectsii | t 0 s
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probably shockingdf you looked at language provision. Of,Q00 learnersthe [number]of

awar ds \f¢ wegde & i@t of sporadic French. We saw a little of Arabic and Polish
Leaving Ceiificate subjects taking place. | would imagine they are second generation or native
speaker s. Agai n, t hi s 1 s FEI/AdoiteBddcationgThisviea gr ap p
reality that is echoed by RKvho also points out that while the ETB does not provide it
Astudents do gifcatefexams ik Arabig, iPoligh ar@ erussian, Spanish and

Fr e n c hBET/AdBltkEducation).While both would welcome efforts to includereign

languages into the programmes, language leaitragg n TR and P Kofsromyx per i e
concermed English as a second or foreign languagewever, he experience has introduced

them tothe complexities involved in the language learning prodess the quality of the

teaching to the importance of a strategic plan for the satttienational level. Without the
latterasanincentive language provision will remain fragmented éindor a d i ¢ Qasthé be st
ETB would to need to reallocate resources and reassess existing programmes

SOLAS set our policies and overall strategic direction and | think they need to look at the European
di mension and | d8m hopi nyy. tlhetyhiwik,kl iitnd st hkeiimd ncefx tc rs
comes from there down. | think definitely, if you can put resources in place, like European development
officers in the ETBs that would be able to support the centres to identify opportunities teaerds
away that would be great. Technically, I woul d i ma
our own resources there, in terms of providing ma
potential to grow(TR, FET/Adult Education)
Regardless of the sector, thinking about the most important aspect of language ,|&ining
highlights the fact that the process is vastly different for other learning processes and does not
lend itself to tight programme schedules and an edased learning culture. To succesle
contends there needs to be a shift in the way we think about language learning and the way we

communicate the successes of the protdsxh to the learner and the decisioakers

I'tés not i nst theadecispmmatkiefrisc amteieadn camd i ncing about ho\
mean even when the good will is there, some people make decisions that are not the right ones to plan the
delivery of language long term. (TM, Higher Education)

You have to, as a teachggu have to make sure your learners understand two things: 1) that you never
stop learning and 2) the way you learn is by making mistakes, so go out there and make mistakes because

thatdéds how we | earn. Even i f htehath@®s ya uldirge rged nigi n &
accidentally get it right, you might get it wrong next week, because you accidentally got it right. (TM,
Higher Education)

Experience of Breign Languages the Context of Erasmtis

Mostintervieweesparticularly those without a migratory backgrouexperienced languages
and language learning quite differently during their Erasmus+ mofiity the way in which
they experiencethem in Ireland While the foreign language at home ardargdy framed
through the formal language educatio schoolthe intervieweegxperiencd languages and
language learninghore often in informathan formalsettingsduring their Erasmus+ mobility
echoing the experience tife interviewed members tife migrant communitieis Ireland.The
shift towards informal settings is no surprise onlytwo intervieweegi.e. HE and AQ
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undertook their mobility with the primary objective to improve their language competence and
attended formal language coursB§ on the other handilsodecidedto follow a language
courseoffered at his host universitjHowever his primaryconcernwasthe content modules

for his computing degreeso that while important the language acquisition remained a
corollary objective

Despite the shift to the informahe majorityof the intervieweegngaged quite activelyith

the local languager i if they had no previous knowledgeattempted to engagaith it.
Naturally, inhabiting the differentlinguistic environment providgé them with ample
opportunities todo so From reading street signs and public transportation information to
visiting local shops, restaurants and musetodealing withhandymen and everyday matters
the interviewees encatereda multitude of contexts and situatioltssengage withthe local
language Someof this engagement wasoluntarily, and some of itinvoluntarily, due to
remaininglanguage barrier§ he combination of thinguistic environment and the fact that a
majority of Europeans speak at least rudimentarypasicEnglish lent the interviewees a
certaindegree of agenayith regard to the question how much or how little they endjagjt
thelanguagePSalludes to thiswhen he recounts that deliberatelc hos e not t o

for,eveéeom though he Awould have had plenty of

Those interviewees who possess some proficiency ihottad languageof their Erasmus+
mobility (i.e. PS,AC, GM, andPK) indicatal that they experienced a boost to their confidence
and felt more and more comfortable as time passedhey alsofelt a certain degree of
accomplishmenby achieving their goals, as situational as they might be, through their foreign
language skills

Erasmus did work on my confidence. | mean, | had to speak the language. | could have been in the English
speaking bubble or the Polisipeaking bubble, but | had to get d#tC, Higher Education)

You can see yoursel f bei megwhempdople teltypandithemihldvastah at 6 s

day or two i mmersed into it, FET/adylbEducatieny my accent

nal

[ My coll eaguebds] insistence that only French woul

[é ]. It had improed so much(PK, FET/Adult Education)

By day one, | would have been a bit nervous to speak German, or Dutch. Particularlyb@atakse |

woul dnét be confident in it. By day three of an

(GM, Higher Education

They were very impressed [when | explained it in German]. And | felt myself a little bit on a high that |
could do th& (GM, Higher Education)

PK, in particular useshighly emotional descriptors when she remembers how she had to give
a presentation in French to her French and Belgian project partners:

| wasterrified giving the PowerPoint presentation [in French] though, | have to say, because | had to focus
on being intelligent. | had to focus on my PowerPoint as you would in English anyway, then the accent.
So, as | went into &nd | became more focused on tryindpéounderstood and trying to be intelligent, and

the content was meaningful, my accent became poorer and poorer hedadss a | | English
t he wo wadso prpuél pf myself [when it was over], and that | could havengftflleague] vino

0

speaks three | anguages andouldtaveief hinftal regresantinejisaint a't

was really pleased that | di dn,6BT/AduleEducatie) and t hat
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Having studied French in her undergraduate degteNUI Galway and given a Freneh
language presentatidmefore PK still felt intimidated(i.e. i t e r r lbyfthe @rdfésyional
settingand the content of her presentatihich included highly specialised terminology and
Englishlanguage concepts théd not have a French equivalenhavedifferent connotations.

Once again PK came to realise the difference between speaking a language in a purely social
context and a professional context in which shestfocus on the content as well as the
language. Wile she could have given the rein to her Irish colleague from a collaborating HEI
who is a neanative speaker of FrencRK chose to step up to the challenge asd result

felt tremendouly rewarcedfor her efforts.Yet, shealso sympathises with people who do not

step up, because akupposedcrutiny and judgement byoth nativespeakerand those non

native speakers who seem more compeliegistically. Her persondésson learnednd her
advicefor othersboi I s down to one simple observation
importanto

Naturally, the experience differs significantly for those who haw@nimal language
competencén the local language prior to their mobility.e t as the exampl e
exchange with Romania illustrates, particularly inexperienced travedledsthose who have

not had the opportunity to visit a ndenglish speaking countrgain awareness ofogsible
language barriers and confidence in how to handlethem. t he case of RROs vy
even became mitigators and passed their newly gained intercultural knowledge and competence
on to other members of their communifs many of the partipants struggle with foreign
languages in school, RR and her colleague degidedine with the informal learning setting

of the youth project as a whdlgo give the participants as much agency as possiblerms

of engaging with Romaniannstead oforinging in a Romaniaspeaker to teach the young
people important phrasethe group opted to explore the language togethigh the help of
GoogleTranslate. The participants took well to this explorative, playful appreatthseveral
members of thgroupsubsequentlglownloading language learning apps like Duolingo. This
seltdirected, informal learning also proved teduce language anxiegmong the group
memberspnce thaheyarrived in Romania angasa great way to bond with thgeers:

The people who did engage in those [informal, explorative] sessions were straight out and saying it wrong

and saying it different [é] and they didné6ét care b

correct them. | think the Irish grpuvere a lot more comfortable to allow themselves to make mistakes.

[ é] The were saying things backwards and upside d

they didndét mean to say. I think t htehy awetreea cgheetrt,i nlg
think it would have been the same whgcause they would have been under pressure to get it right. It was

a nice way to learn. (RR, Youth)

More experienced travellers also enjoyed the more casual contact with the local language.
Having previouslyexperienced the limitations of English and the benefits of trying to engage
with his surrounding in theocal language GD preparé himself for his week ir¥erevan by

Al earn[ing] S 0 me , pustm@ that the langulage rweuld deconme gnore
accessible once Hedimmersel himselfin it. However, once in Yerevan, GD somalised

that Armenian was quite different frohis experiences witbther IndeEuropean languages
during his time in Italy and Bzil. In particular, the distinctivescriptmade the language less
accessiblatfirst glance with GD notingthat itfiwas just impossible to read Armenian because
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of the fact that it just | ooked s o fAdnofrfeer en
di fficult to deiecopcbdethadbhe ivdsabie todplay ii sbrhewhat, by ear

and imitate the sounds, stressing that it i
l'istening to howWhteine e @rfodeddygsmoutgisosetcdlly GD

was not only grateful that he could use the terms in his interactions with the butdisund

it a useful bonding experient@tween himself and hsrmenianhostsi although the Latin

script was also fairly presentinthedb an | andscape .infadddianmodhei a 6 s
experiencdtself, GD valued learning more abotite rich culturalheritageattached to the
language and its writingystemwhich datesasheenthusiastically recalls during the interview

back toearly mediaeval linguisMesrop Mashtotg¢ca. 405 AD) and is a source of national

pride to Armenianslndeed, during the preparation for the mobility and his stay in Yerevan

GD noticed many surprising similarities between the small,-laokled country in the South
Caucasus region and Ireland, includoadonialism, uprisings, and a powerful diasponast

notably in theUnited States

Many of the other i petieace &thoagh ¢heysdid eat hegess&iyo s e >
investigate the historical, cultural and political background of their host country to the same
extent.In contrast withGD, however, the othera/tho hadminimal prior languageskills, were

confronted with languges that were much more accessiBled yet their reactions and level

of engagement varied dramaticaMyhile PC found theommunicativdimitations of English

a powerful motivator to engageorewith the local languagelBwasnot particularly inclined

to doso,picking up only the necessary vocabulary to navigate the immediate surragaing

relying largdy on daily routines

Once youdre there and you have to use it, and you
|certainywoul dnét have, | really wouldndété certainly I
| went to Germany, it was nice to learn a new language and be able to connect with the local people there
(PC, Adult Education)

0

It helped for a while | supposkenowing the words for bits and bobs. Things we might see around the hotel.
[é] By a week we knew where everything was, what t
Things like that(JB, VET)

JBOs exper iOeSnugat have further fudilel his reluctance to engage more with

the |1 ocal | anguage. Noti ng tdhaBtfounddhe OISS A mor
Aextremely hayrado iftorfiwa sbe&ginmdneorf gQgo{( HhB, i MED)
Looking back,JB ascertai ns: Al hadnot muc hoJ®Blésse r e

negative experience is echoed by Miho, as the project leader vériousErasmus+ projects

attests to the unpopularity of the system among her learners. While her own negative
experences centre primarily around administrative issues and accessibility, MD has observed

that her learners by and large seem to prefer free online apps like Dualmgthat the CFE

i's not all owed to fAempl oy a | andonaithehes pe ake
|l earnerso ( MD, VET) . F i nJB reled largghoa thd translagtan a g e |
providedthrough the programme conductis placementn a localRomaniarprison, which

did not giveany special consideration to JB termslanguage accommodatio80O, on the

other hand, whee Erasmus+ mobility led him toyauth project in Virrat, Finland, made
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very different experience and remembers fondly how the whole group accommodated him
linguistically:
[I hadthg] advantage that Finnish peopleé $tudy English from first grade, from the age of maybe 9/10
they can understand. They might feel a little bit shy when talking, the young ones, but the youthéworkers
they are all perfeét theirEnglishh s. [ é] [ T] hey are always so comfort
are around and most of the time they were safpgak in Englishand | was likefino you are so used

to speaking one languagsi is so easy to say 2 or 3 words they are switching,lthey were amazing.
(SO, VET)

Al t hough the main | anguage o fothhelned SOVetes pl ac
surprisedoy the high quality of the Engligihhey encountered itheir interactionswith locals,

with JB evenremarkingthat Englishof these nomative speakers s ettérbhan ours in some

c a s @B YET).

However,as we have already seen in the responses to the online,suinggg more than one

in four participants indicated that they improved their language comgeitencore than one
language Erasmus+mobilities do not only offer opportunities to engage with the local
languageand/or the main language of the mobililystead, by bringing people together from

the EU Member States and partner countries, Erasmusedes a unique, mukiand
plurilingual space in which participants get to explore their whole linguistic repesdsiveell
asnewlanguages Wher eas the main | anguage of YT6és m
got tofibrush up and extend his Russiadue to the many Russiapeakers within the group.
Furthermorethe Turkish delegates, many of whom Y&riended, alsointroduced him to

Turkish Unsurprisingly, théocal language, i.e. Georgian, is maisedby YT in the interview

After all, unlike English, Russian is widely spoken in Georgiawasd the primaryanguage

of interaction with the locals, with him even actingaasinterpreter for his Turkish friends:
AEveryone i n Geor gir speaksfRuseiandsd lltoek the goke ofantergreter | d e
when we were out, because the Turkish group spoke only English and Turkish and many people
di dndét speak EnrgtlaitheughoyTdoes ot expliaitly mehtipn Georgian, he

and his peerdlid inhabit a distinctive cultural space, whicts i mi | ar t o GD6s ex
Yerevani finds its visual expressiatmroughthe Georgian scriptén the linguisticlandscapge
particularlyin form of the standard script dflkhedruli. However, as the Latin scrijg also

fairly presentand he could communicate effortlessly with the locals in Russian, not to mention
that he feels culturally connected to Eastern Europe and Eastern Europeans, it did not affect
him in the same way Gaosgiasalohlke BasternsElirbpe, saitavds GD :
a bit like going home for me. | was told lots of stories by my parents about how good it,is there
because theyéd been thereo YT, Yout h).

A rather unique opportunity presented itself to,A¥Do pursud a degree in German Studies

when he attendediadrina European Universiiy Frankfurt an der Oder, Germany. Located

at the GermaiPolish border, the university is not only the home institution to many Polish
students but cooperates closely with telam Mickiewicz UniversityinP o z n a &, join
operating the Collegium Polonicum in the Polish town of Slylis across the river Oder

which marks the border between the two countries. As a result, AC nattterigledserman

lectures in Frankfurbut alsoa Polish lecture onleEr opean pol i ti cs, Awhi c
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a chance to study through two languages but at the same time to improve my Polish academic
skillso (AC, Higher Education).

As third-level studentdike AC spenda significantly longer period of tim&broad as well as
in a highly internationalised spadkey tend to experience this mutind plurilingualsmmore
acutely Often derogatively referred tas thefiErasmus bubbfe jn which many students
choose to stg among their international peensstead of engagg more actively with the local
population, this space lends the participants a great deal of agency and offers many
opportunities to engage withvariety of languages other than the local one. Whisediice
may be detrimentab the type of linguistic immersion described by Gwith regard to his
time in Italy in the early 1990sr by PK in relation to her time in Paris in the 198@grovides
t oday 0s Er aanmle spportunit far dodaswitshing and translanguagiyas well
as introducing new languages and cultures to the particig@8idor instanceecalls of his
time in Valencia:

[Other than Spanish,] | used English and then Polish, my native language because there wasletot of Po
people [during my Erasmus]. Also, there were a lot of Eastern European students and we kind of speak a

group of | angu a glanguadges andwe hage Stavicdlanduagesi so | practised some other
languages too, or understood thgme ] I picked up some very basic Fr
school ], but | had some Fr enB$HidherEducatibs) t ooé and |t

SR, on the other handiescribes it as an important part of the whole experigrateshe and
herfriend sought out deliberately

We made it our aim to live with international students when we got our accommodation. We knew we

were in an Englistspeaking country, but because it was Erasmus, we wanted that. | lived with a girl from
Denmark andaguydrm Spai n. Then s ome o nlewad reatlyrimtendAsiinig decauses we | |
my Spanish friend was learning English, so | would help her with her English on projects. Then with the
French friends, | had studied French in secondary school, so | ge¢ ta little bit of that. The Spanish

were trying to get us to learn Spanish, and | am going to see my friend in Spain, and | wish | had a little bit
more Spanish, because | am going to see her. She sends me messages with some Spanish [words]. (SR
Higher Education

During her Erasmus+mobility to Cardiff, SR actively engagedwith five languages. This

includes not only the foreign language she learned at secondary deteoalh,but also her

mot her tongue, Engl i sh, a n d Irish,rwhithashe expleredf i r st
more with her Welsh friends. Through her friensise learned some words and phrases in
Spanish and Welsh, although she confesses that she cannot remember mucioWaelals

fibecause some of them are so liWyhile SR did not become fluem any ofthelanguages

she engaged with, she deeglgimires I r Spanish friend, who arr
Englisho in Wales and | eft Awith.Asaesuber | an
and addressing what she perceives to be a lack in her own language edusdionf eel s Al i
people learning Edigh are better than us [Englishpea k er s ] , because we
tenses and stuif Y et, helping her friend with her English made SR also reflect on her mother
tongue and her own | i 5g wherslam relpingehprewith Ergllir e i n
as their second | anguage, I know | have to I

have to explain why | am saying a sentence that way
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In fact, thee f f ect of t h eowmEnglishskillstisya caommondhneadéamong the
intervieweesand cuts across all educational sectors, with the duration of the madmiésnd
educational background playing seemingly no
Cardiff, most interviewees highlighhe positive effecof the encounter with nonnative

speakers:

Some of the other participants benefited from teaching English to the other group members [of the
exchange]. We were the only country where English was primarily spoken. The Georgian andaArmeni
groups had poor English because they only spoke it as a result of learning it in their own time. The other
students actually learned itschool,so their English was better, so | guess they felt it was helpful for them

to be able to teach someone Esigl (YT, Youth)

| had a group of friends like that who only spoke Turkish and very, very basic Ergliab correcting

their essays. In fact, | had to correctaGerngamg | i sh transl ation of an offic
So, | really had to workn my English, because | had to think about what | was saying. Not only perfectly

in terms of grammar and syntax, but also in terms who receives it. Is it professors, is it just a normal person

on the street or someone whose English is bad?l had to work, not on the language itself, but how |

used the language in these situations. (AC, Higher Education)

They have so much more writing and presentations t
presenting for noiEnglish speakers, so often they thifiiGan | make it simpl& @ hey 6r e si mpl i f
(

their language as well, by takingalookaihd how t hey 6r e [askitheiniftyoujwerd | . We
reading something in a foreign language, would you want a long bit or just a shin8dyitPey take a big
text and they |l earn to summarise it a bit to make

it. (ELM, School)

I think I learned a little bjtbecause we had to really think about things when they aBRéuhat does this
word meaf? And | had to think about grammar, so then | was thinKihggtually know more about English
than | thought ¥ou kind of realise things like that. (SF, Youth)

| certainly [correct my IrisFEnglish]. | might be a little bit biased as a lingulsstudied marketing and

|l anguages, my maj or bei ng Ge rconatry,ltendithanend mpaccers.p e ak i n
[ é] I do change how | speak in front of the cl ass
think ofitinanywaypegati vely] . 1 tés just an operation style
And certainly, when | am speaking to people aroun

from Netflix, YouTube and t-BEngishBBa€ IrishactenttinhEaglish.n e not
speak a little slower, | speak a bit clearer and | would try to think of any words or phrases that could be
mi sunderstood from Irish idiosyncrasies and Ilrish
broade English sense. (GM, Higher Education)
As these excerpiustrate, the effect can be manifold and impact the language competence of
Erasmus+ participants on many different levafsl range rbm reflections on grammar to
changes to theepertoire, registempronunciationand pacgo accommodate their peers and
conversational counterpards GM points out, the encounters with noative speakeralso
highlight the particularities of Irisknglish.ln t he case of EL Md@sthepr i mar
linguistic benefits of the mobility are strikingn that thechildren not only gain more
confidence and experience through an increased amount of oral and written presehtdtions
are attached to the Erasmus+ projectsut they are also learmig to reflect on the
communication process and the needs of ffe@rdrom a young age onwardsurther otable
inthiscontext s al so SFOs tkeinalrgadyi existing knewealge dwhinhgmay
indicate an increase in confidence in their owiliteds andcompetences as a resi8F also
points out that engaging with other languages, be it Romanian doeim&rasmus+ mobility
or Japanese, has matiemreflecton the particular way Englishative speakers use language
in relation totheir emotional stateand how it may conceptually relate to other cultures and
intercultural interactions:
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| think language builds culture, and with ffildove youw thing, in English we kind of throw that word
around. Like someone buys you a cupcaksoonething and you're likeOHiwow | love you dhey'll

overreact to it and then other times youbll say I
and Japanese, they really care about how they say things. So, | guess there is one difféagtsh)

in Ilreland and in England, we kind of dondt have t
there is a different cultureé we | ugSF Ybuth) ow that w

Moreover, many lIrish participants of &mus+ come to understand what SC describes with
regard to the English aontinental Europeansvho have learned the language in school and
through the contact with other Europeans:

ltds very hard to communi cat e Wécoghisephatevenifevelsane aki ng
English, for example, ités not |ike the native Eng
European English you speak [different] [é] because

the realwords. (SC, Youth/EVS)

However,for others the interaction with nomative speakers and the need to accomneodat

can also feel restrictive and limiting/hile most intervieweesind indeed onmm three survey
respondents (cf. Fig.12, registeran improvemenin their English skills PS observesa

negative impact on his Engliskills, particularly with regard to hisvocabulary il t got wo
because most people | hung around with were not from English speaking countries, so
everythingformewa8 very gooddé and oO6very ni chRSéligherTher e
Education. Instead of broadening his vocabulary by looking for alternative ways to express
himself in a waythat his counterparts might be more familiar with, PS chose the easajest

to bridge the communicative gap and resorted to the lowest common denominator.

As previously mentioned, Erasmus+ mobilities can also provide a space to engage

actively with Irish, i.e. in a cultural if not linguistic waln particular, encounters with peers

from countries with colonial histories and/or sizable minority languages can stir discussions

and leadt@mreeval uati on of ohet@asndoOosel atit oWiteelsing | win g ln
the fluency of others not onlyn their national language but often a second and third
languageJ B Afelt a bit uselessodo as fA[w]e can bar
(JB, VET) . | nd ewthdWelsisaRdadanguage practideatintegeates itmore

into everyday lifehas ledhert o a refl ection of I relandds tr
engagement witht. RR6és youth group, on t hdramatic her h
confrontationwi t h 1 r el and o s aslwallnag thargoan gitiude i tawards sthe
language and their failure to engage more actively. With the status of language being closely
linked to questions of national identity, the Irish participants failed to effectbesymunicate

to their Romanian counterpattee complex relationship of the Irish to their national language:

So, then the subject of Irish came up. The Romani a
youbre second | angudde.t 6BButnove tweer e assaey ifror most pe
They were saying itds your nati onal | an[gfuhe g e . Tha
mobility], as part of the cultural comparison and how we value our own language andrisaditvould

say the I rish group got quite emotional, but at th
fiyeah, we do know this languagsr even the national ant hem. I tds i
national anthem, and we playeait YouTubebecause we di dnét lembarvassed €] The
in terms of culture, so they said next time theyor
is really small and funny, but it had a huge effec
traditions, and the language ofyouucnt r y. We real ly coul dnét give ther

answer(RR, Youth)
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According to RR, the Romaanis particularly struggled to understand why the Irish could not

speak their own language beftafter spendindgl3 to 14 years learning it ischool. The
Romaniansd | ack of wunderstanding is shared b
home countries have had similar experiertceBelandwith regard to language oppression

Although the loss of the Irish language was arguably mucke progressed at the time of Irish
Independence, YT draws attention to the differentsamywhichEastern European countries

dealt with the language questiafter the fall of the Soviet Union

| personally, when | sit in public transport, which is in Estyand Irish, | always look at the lIrish to
understand it. But | feel people are talking about
that. People come from countries where they speak their national language. Imagine Francedust got
French? Especially Latvian people or Lithuanians,

of the Soviet Union. There was Russian first and then you had the option to speak your national language,

but it was discouraged. Now thesaucot r i es are doing it the opposite
to speak Russian, just your |l anguage. They are rec
but it would be great if there was a bigger emphasis ¢¥it, Youth)

Impact of the Erasmus+ Mobility on LanguagempetenceandPractice

Although most interviewees describe a tangible impact of the Erasmus+ mobility on their
language competences, this implaas not been measured in concrete tehrmugh a formal
selfassessmergxerciselike the one conducted by in the online survéfiere are several
reasons for this choicéhe frst and foremosbeing thathe interviews are meant to focus on
the personal lived experience of fherticipantsinstead of imposing the descriptive statements

of the CRLs, the interviewees were left to describe impact(or lack theredfin their own
words, i.e. if they felthere was something to talk about at kllfact, of the 14 interviewees
who participatedn Erasmus+ only PS framed the impact throughGEFR, most likely in
reference to themandatory assessmdygforeandafterthe mobility he undertook via the OLS.
According to the assessment, PS improved from an A2 to a B1.

Generally speakindjowever,the experience and impact of Erasmus+ in terms of language
learning can be framed along the two baselines that TM identifies with regard to her own
students:

My input to would be that if they goto aplaceher e t hey dondt spedkg the | a
[themselves] up for a different experiend@ur experience will be largely one abnintegration,of
remaining with your group of native | anguage speak
you cross them, ypdan@®moee lisitedtexperienge. $oowe kisdeol hfave groups

of studentsStudents for whom language is not the primary reason to go abroad, and students for whom it

i s. So, where it is the primary rehegrendi khegdv
enjoying it, theyorhcomi ®gdal éngaadd baeyiege how
few months l0peéBogbhesawpgople become better and th
the priority, they stay in thistatic place, and they get a betigrarenessertainly of the food they need to

order, things like that. So, theyi | | obviously increase their awaren
conscious and determinedwdyt 6 s passi v e HiherEddatod ge. ( TM
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Althoughbased on hezxperience as anternationabfficer in an HE| these baselinesxtend
far beyondT M 6sector and the experiencewfdergraduatstudentsn HE. Yet, it has to be
added that some of the second group ultimateiprace a closer relationship with the local
language or indeed another langua@ye additional factorthat can affect the impaadf the
linguistic experiences the perceived accessibility of the language, Watilguages that are
more closely related to riglish and/or maintaing a greater presence in the popular
imagination often seeming more memorable to the interviewees.

PC, for instance, notes with regard to his time in Germany: woul d have had t
hello and goodbye, but | just kind of fadithatl did learn a bit throughout the (four day)

meeting (PC, Adult Education). Havingarticipated in several mobilities, i.e. in Spain,
Germany and France, PC has come to enjoy operating in an international context and engaging
with anotheldanguage so much that he wants to take it furgrefessionally. Thinking about

the next steps in his career, PC is now looking at a postgraduate degree in the field of

Il nternational Rel ations or Businesafla®urudi es:
and for me to do that, I think German coul d
following conclusion:

I learned lIrish in school, | learned English, | learned a bit of French that was the chosen one in secondary
school. But outside ohat, [Erasmus+] is unlocking new opportunities to gain new languages and increase
your |l earning. That again couldndét be achieved thr
this [engagement] is providing the opportunity to ledRTC, Adult Elucation)

Toacertaindegre® C6s exper i en c gwhaseHrasmus+ ntollity to GeofgiaY T

introducedto himthe idea tmf learring another, sixth language, albeit not the local language

of Georgian:

Before going on Erasmus, | always felt thabling languages was important for personal [reasons] and

careefwi s e . But I guess going on Erasmus emphasised
learning Turkish, or even another language in general, before going on Erasmus. | thoughtah ben

have five |l anguages but theyo6re all European centr
up Chinese or Japanese, I d, but Tur

6m not that goo
d . b&owel hat | m | earning
k t hat{Yyd,outh) really good op

o]
Engl i sh. So, I tabdeght (o]
t

|
speak it fluently. I n

]
hi
JB,onthe otherhand acknowl edges t hat h e whendeatriedito n o t A
reme mbceupleoa t hi ngs o i n Ro m&imiadynSF etoralkoisgent ( J B,
a week in Romania and engaged much more Ritmanianthan JBadmits Al | ear ned
of Romanian,but | cannot remember [much]. | rememlifrank youd but thats all | can

remember. | remember when | catveck,| was speaking it for a good while, but I'm mostly

learning Japanese at the moment, so that took overan@lcane me mber Romani an
Youth). Even GM who is an experienced language learad fluent in several languages
concedesboutthe linguistic impact of his Erasmusiobilities:

I n Czech no, I think it was just hello and thank
German ités fine. | bkdovre when lrama s & @ernsspeaking country quite me s b a
easily. And my partner is South African which means | pick up the Dutch quite fast and we speak Afrikaans.
(GM, Higher Education

Then again AC who has spent a whole academic year in Germanyagsof his degree

programmesaw a dramatic improvemeint his language competence over a short period of
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time. Moving outside the classroprand having more conversational experiences with
Germansp r o viemdp Ifie me nt al i n t he f (AG, &igheryEdumatian) o f
Indeed AC has gained so much confidence in his languagepetencaluring his mobility

that hewasnot only not nervous about his final oral exam in Gerrbatalsofeels comfortable
enough to challenge and critically engage vhithlecturer in German. Having spent so many

years |l earning the |l anguage, AC s@&es his pro

Ultimately, asSF already alluded to when mentiog that theycurrently prioritise Japanese
over Romanianthe retainment of thdinguistic skills is connectedto a continued active
engagement with the languagéis is echoed bHE, PS and ACthoughAC is probably the
mostexcessive irhis personatonclusionsas hislinguistic achievement is closetied to his
emotional state anltis general feeling ohccomplishment

I f you want to continue | earning and improving,
here and st op doietrgstyantl cancde [thathhased om my oo leaéning of Russian.

For the past two or three years, I havenot real ly
str

[l go to Germany] maybe three times a year. | would watch the news every evening, get a good update on
German news and whatoés happening. [ ] Teaching
German. | would use it in class. (H&choo)

| will not accedt a job unless it is with German. Even use German to translate some gruesome, terrible
stuff, 61l do it. | 8d rather use my Ger man. I

afraid that | would | ose & mbitthi ofk[anmpt]td® dapdydnn | i f
Ireland anymore, | could just go back to Germany. (AC, Higher Education)

uggle, and | candt t (S Higher&ducatohat | am supposed

That the continuous engagement does not nece

underlinal by others who point towards the many opportunitié$orded bymodern media

and communication. From streaming services and orpiagforms (YouTube, N#ilix,

Spotify) and social media (Facebook, Instagram, Snapchat) to personal friendships that are
being maintained via communication apps (FaceTime, WhatsApp, Viber, Skype), the
interviewees see a multitude of opportunities to continue their engagemetivevianguage.

When watching documentaries and listening to Spanish music, PS in particular notices that
Agr ammar i s,andhhatitie manly thevacdbulary that is still lacking. The hardest

part, according mhGmbalos dofdetr emsedctenfitsibet h

that he sees the documentaries and songs as
(PS, Higher Education). However, thinking about the kind of films she is willing to engage
with, due to the igher cognitive effort she has to put into the consumption, SR emphasises the
importance ofecommendationandpersonal connectiaro the filns, as well as thetandard

of theirproduction.

Other than the more concrete impact on their language compet@nddanguage practice,

ELM observe perhapsaless noticeableyet highly importantimpacto f her pr i mary
Erasmus+projects and the early encounter with foreign languages. Laying the groundwork, the
engagement with other languages has a soripple effectamong many students, who
experience a certaimansferability of linguistic knowledge and cognitive skillsthe present

study, histransferabilityhas earlier been described in the context of Jim Cusémsn t heor vy
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the interdependence or iceberg hypoth&<ighis transferability is also noted IBRand GD
although the former has seemingly not made the experieerself:

They say that when you have a few languages, you pick them up really fast. (SR, Higher Education)

It also gives you a kind of linguistic flexibility where, once you have acquired a language and a fluency in
another languagey ou 6 r e ntodd alsy dlamar ni ng another one. You
learning another language after that. (GD, Higher Education)
ELM, on the other handias witnesse@s a parentand as a teacheithe impactan early
engagement with languages can hiaggond the learning of one specific language

[ My daughterds class] did their taster in German t
learned from the Croatian language and the Romanian language [during her Erasmus trips]. éMasculin
feminine, all the things that dtoin(&@itM,Skool)st i n Englii

My daughter, when she started French, they had learned a few phrases in French from the exchange teacher
we had. She went to secondary sclayw [wasstraightaway able to say things in Fren¢g].M, School)

The parents very much want [their children] to learn their phrases before we go, to learn the few phrases
from the countries webre going to. 3$omaimespanents st uden
try. They are very much aware that the kids are going to have to learn French and German from scratch at

13 and 14 years ol d. So, as far as theydére concern
when they get to secondasghool, the parents are all for it. (ELM, School)

|l ndeed, one of E Lykrareld EMMuregcbunte mow she ant ker fleRAds
frequently talk about the upcoming transition to secondary school and the prospect of choosing
a foreign languagenit h  most of her friends wanting to

easiero (EMM, School). As previously mention
prefer to learn Germaras she has a personal connection to it through her metheris
Abasically fluent in German. 0

Finally,t he contact wit h t yoegrdataxonfidanaegeleam smore aboduts 0 i ¢
the cul tureo ( GIMRsnoktingriievees Eadsone gotexperiance in their
Erasmus+ mobilitiesot only can awillingness to engageith thelocal languageserve as
gateway to more personal interactions with the people butatbkeir culture.The following
excerpts are a few examples that iltast how the interviewees experienced foreign langyages
and their new gained awareness regardirgy lttal language as a gateway o better
intercultural understanding atige culture itself
| think it just gives you an understanding of thentality of the people. | think it also gives a greater degree
of open mindedness to other cultures [é]. | think
never would have understood so much about Italian culture or the mindset ofipdoplel di dn6t kno

language. | think if | just spoke English while | was there it would have hindered my understanding of so
much. (GD, Higher Education)

I think ités really important to do so bdthause |
culture, of the subtleties, the nuances of the culture as well. (GD, Higher Education)

ltds always nice. | found particularly one partner
said to me when they landed wBGéad mile féilt6. Some t hings |l i ke that can b
just |l anguage, itoés culture. I f you | earn the coll

17 Cummins (1981).
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Another advantage is that you can really see the world from a different perspecénebyetalking to
people from a different culture, it gives you a di
speak the language. (AC, Higher Education)

| suppose it opens doors and it leads to some very interesting encounters with pegaea. [l never

expected to be out in Russia, meeting all kinds of very interesting people with fascinating stories to tell

about life under Soviet rule. And nostalgia for past times, that for them, seemed better. Having these really
interesting experiencea,nd | i stening to them and also their par
them had captured memories of war experiences and things like that. You begin to realise that the whole

hi story of Europe is i nt er codthe&antCertdin amditd heartfudts f as c |
hand, from them. What it was |I|ike. I never woul d
(HE, School)

Broader Impact of Erasmus+ Mobilities

While Erasmus+ provides the opportunity to engage aithther language and gain insights

into other cultures, its impact can be much broagtetthat the participants araskedto

overcome what some interviewees referred tthadrishfisland mentalitp and engage more
consciously with the world around theilnn J B pasn dc atshree case of RRO s
stereotypes about Eastern Europe in general and Romania in particular were challenged and
ultimately discarded, with JB noting:

[ Romani a] was great. | di dn 0 tdifferentepercegtion ohRomaniatoc e t he
be honest. [€é] | expected it to be kind of dull an
was the exact opposite. Everyone was really nice and friendly. It was a really nice and bright city, and

every hing was really nice and cheap. [ é] I said to r

trip or something. (JB, VET)

In other instances, learners whee less academically inclined and choose more practical
professions gain knowledge in worlffaars. TR, whonotonlyover sees t he ETBO6Ss
in theadult but alsan the VET sector, notes:

A | ot of our subjects would be vocational, [ TP ke]
have a degree in. But the really interesting thing about the project was the awareness of geopolitical stuff
that was going on in countries and bemgvar e of it . [ é] Even a sort tripg

You get to know people and you get to know what oés
interesting (TR, FET/Adult Education)
Arguably, e cognitiveengagementith the county of the mobility enables the participants
to become the type of active citizeBaropean Framework dfey Competences for Lifelong
Learning(2007)and the IrishAction Plan for Education 2018019strive for.

In addition to the newly gainegwareness of world affairs, both ELM and SC observe how
much more confident their learners become through Erasmus+, not only in linguistic and
communicative termsut overall. Thinking about her primary school students, ELM notes:

They learn so much ancelbc ome s o confi dent . Honest !l vy, itds al mo
grow out there. When they came back, they came back stronger and walked taller and were so much more
confident. They mix with the other kids from the other countries with no @nohihatsoever. (ELM,

School)
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| n ELMOGs ,é¢hereaa masyifirst eBmes for her studentsthe first time travelling

without a parent, the first time travelling to a Aenglish speakingountry, the first time in an

airplane. Ultimately, ELM feelshat Erasmus+ provides her students not only with a better
understanding of other cultures but with also invaluable life skills and the opportunity to gain
more independenc8C,who mentors slightly older childreand young aduli® c hoes EL MO s
observation

Now they know, and they are confident in [€é] going
They know how the process works for, more or less, all the international meetings with Erasmus+. They

know they have to get in touch with other cultsiand languages. They might have to explain what they

want to saybecause not everybody understands English. | think right now, they are really confident in

doing it again. (SC, Youth/EVS)

SC also notes an increased level of responsibility anarseiigement among those who have
participated in the Erasmus+ programme:

They are veryesponsibldor the school as well; they are for example having exams that they know they

can do something or not do something. They are very respgrbidevere planning to come to help with

the big show that we have but then they wéde I'm sorry | have to leave because | have an important

exam in school iryepdays and | have to go to study. | thought okay, gjaat go. They know how to

balance those two things. They know, for example, they say fiheyeSC, the school doesn't mtdo let

me if | dorét have the paper from [the circus] saying I'm doing an education abroad, not just holidays, | am

going abroad for learning somethingo, we make the papers together. They give me all the information

and they know what to provide toe to make the paper for them. (SC, Youth/EVS)
The impactof Erasmus+ mobilitiess, however, not limited to the participants themselves but
extends far beyond them. ELM, the project | e

praises the impact ése mobilities had on the families and the community as a whole

We had families who had never travelled anywhere
they are realising that theyodre part of not just
communi ty. Theyodr e al | mwavelligg witthtleem kisang cases. Onerofaoure | ; t |
families, the father had never ever travelled anyuv
going every summer to visit one of the families from the school that we werethaththe kids goto

know when they were over there. It has introduced the concept of Europe as a possibility to other people.
Then thereds the Traveller community. I't has massi
as a minority but equal to everyone édi@nd equal to everybody in Europe and the possibilities that that

presents. (ELMSchoo)

Indeed, the Erasmus+ mobilitiast E L M6 bavesacdfumaamdntal impact with regard to

the social and cultural integration of Traveller childieto the communit§ sveryday life as

well as Irish societyWhile initially only settled children would participate in tekec hoo | 6 s
Erasmus+ projects and travel abroad, ltheal Traveller community hasin recent years
become more and more opendting their children participate in the excharagwell This

marks not only an important integratiegperiencdor the rural community, but also for the
children themselvedRarticipating in the exchange as part of th&hldelegatiorhasallowed

the childrenfor the first timeto see themselves in a different light, i.epasplewhose identity

has different layers and who can simultaneously be merobéhe Traveller community as

well as the Irish and European conmiiy:

| 6ve f duhe strikihghteng i in Ireland, when you have a Traveller child and they open their

mout hs, i mmediately t hefOdr, e ybiufoéfr @rTleey détdisdimamatedeirat el vy
against. Theydr e | oTohkeeydd rdeo wnr eoant eod dnvhfaft eerveerrt.l y. Bu't
just part of the Irish group and nobody sees any d
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hear the difference. That for themeyéra jaesel abrbd
group. They come back ten feet t al fadmavelled; ot htelyéd r fei r
just Irish. (ELM, School)

Howvitalt hi s experience and the subsequent shif:

and their professional opportunities can isellustrated in the way the children start to think

about their education:
Just that experience, that theyodre are | rish, [ not
Somanyopportunities out there and now theyobre talki]
woul dnét even consider secondary school. Now theybd
going to thirdl e v e | in cities wedveraetKidswho weareaglkindoabautahe samme t h e

thing and telling them what was going on. Theyore
of ten years ago. (ELIV5choo)

ELM6s school is a prime exampl emnfebasbothloe br o a
individual participants as well as the wider commuaitg by extension Irish socie®§C, who

looks at the impact more from a tdpwn perspectiveseeshe programmeand the personal
contactsestablisked byits participants asraimportan way to rejuvenate th&trugglingregion

and to open new professional opportunities to the local communities

The beauty of the transnational meetings is that vy
you jam pack a couple of dayés schedules for them
in |l ocal pr oj e chlestagivg a ppportenitydor meet peepdelfrormytheaegion. [Also, to]

our |l ocal county council here, they wouldndt have

Theydre really | earni nfheyydvr e urha kir mdsthey loavenesthttainggrusa g &
communicating if they want to make lotgrm relationships to extract some best practices, more
innovative techniques and training courddsey will make the connections and they will use the language

a bit mor e, flanactivdatomkhe redion when ybu havd theoprojeBC, Adult Educatioh

Summary of Findings andConclusion

In light of the recent political, social and economic developmantsnoting the lack of foreign
language competences among lIrish citizens in a European compéresdish government

has begun to resvaluatethe position of foreign languages and to addressid¢fieienciesof

l rel andds c ur foreigntlanguags aadtfaregym lanpuiagelucation noting that

the abilityt o communi cat e ef f ec taswdl hsyothemangoagesd s mot
one of the key competences needed for persdeaklopment, active citizenship, social
inclusion and employmenthe2016Action Plan for Educatioand thesubsequernaunchthe
Languages Connestrategyconstitute two important cornerstones of this recommitn@me.
important if not the mosimportantobjective of thestrategies ito raise awareness of the
general benefits of foreign languages among both individualshendarioussectors, and to
develop greater diversity and provision of language learning opportunities within Ir&&ad.
result,Languages Connectlls for a systemic and attitudinal change among all stakeholders
in Ireland Since language learninakes a considerable commitment of resourcesn terms

of time, money, and emotional wellbejnganguages Connechas idetified mobility
programmes in general and Erasmus+ in parti@da valuable tool to achieve its objectives.
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To explore lIlrelandébés complicated r eandtltei onshi
impact mobility programmes such as Erasmus+ havih@nparticipants, the present study

first provided some background and discusgereign language education in the context of

l rel andds bil i nguaandplunlinguaism, Hjlightogokeyaisgsuesramd t i
mapping the language options available to Irish learners in different education sectors. This
was followed by a discussion of the Erasmus+ programme, specifically in relation to Ireland,
and the way it relates to language learniWgth the help of an online surveyhd study then
created a descriptive profile of Erasmus+ participants and their experience with (foreign)
language learning. This was further refined by zooming in on the personal lived experiences of
14 participants anfive project leaders/administratogho were inérviewedin person or over

the phonébetweenApril and October 2019

Overall, e main findings of the present study highlight the importance of (a) encouragement
and positive role model¢b) theagency of the learngfc) the consistenprovision and quality

of language educatiorid) speaking opportunitiegand (e)the perceived accessibility of the
language

While thereis a great linguistic curiositgmong themranging from minority and more exotic
languages to languages with a geeélinguistic capitab such as German, Spanish and French,
thisdoes not translate intbelinguistic attainmenthatthe government and other stakeholders
are looking fori even thoughhe majority of study participants reported a generally positive
learning experience of languages. This is underlined by the faainthstof the participants
indicated that they would be generally inteeelsh improving their existing competencémt

not in obtaing aformal and highetevel qualification as they continue teee the benefit of
learning a foreign language in the personal sphatieer than the professional sphéneleed,
most communicative episodes take place in a private setting. Another deterring factor is
whether participnts perceive the attainment of a languagadmsevable i.e. whetherthey
think they will imasteo it, with time constraints and the fact that the learning process differs
from other learning experiences being identified as the biggestsisste perception of
specific languages with regard to their achievability naturally affectsutimentdiversification
efforts as languages that dessclosely related to Englishre naturally perceived asnuch
moredifficult to learn than more closely etkd languages such as German, French or Spanish
moving fromSlavic languagedo Semitic languageand then on té\sian languages. In this
context, Languages Connedtasidentified Polish Lithuanian, Russian, Arabic, Mandarin
Chinese, and Japanese as key languagesdiversification effort

One of the main reasons provided for mmilising existing languages competences is a
perceived lack of proficiengywhich is generally framechtough a lack of agency in the

|l earning process and confidence regardsing on
to be framedhrough an intrinsic motivation anthtural aptituderather than factors such as
linguistic environment and languagprovision However,the quality and enthusiasm of the

teacher and the language teaching provicked have a fundamental impact and compensate

for an fineptitud® and/or an initial lack of interest. Indedthe learning success is highly
dependent on encouragement and positive role madelgding language teachevghich are

the first point of contact with another language and culture for those who grow up in
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monolingual households. At best, they can become an embodiment of the lacmuageity

at worst they can have a detrimentainthef fect
language competence and intercultural knowledge of the teacher playing an important role.
Although somestudy participantdighlight the outstandingjuality of theirteachers, there
currently seems to be a danger of creating and perpetuating the myth that only native speakers
can teach languages effectively and to a high standard

In terms of agency, many participants have had ofegjiectedheir personal connections to
specificlanguagesThe personal connection moves the prospect from an abstract idea to a
concrete situation and a means of bonding. The personal connection basetieon personal
relationships with speakers of that language (family, friends, acquaintances, teachers, etc.) or
a broader interest in that cultuor aspects of it

This being said htere isa significant attitudinal difference between the learninmeernce and
language practice between those with a migratory background and those wite@sg well
as those with multilingual parents and/or friends and those wittheuh The learning
experience of monolingual learners is primafiigmedthrough the language education in
schoo| which often lackgime, agency(i.e. the learners haugtle choice with regard to the
language they have learrexs well as the opportunity to prasetiit outside the classroom. As
a result, these learners teidchot perceive themselves as part of a wider language community
On the other hangbarticipants with a migratory backgroumal particulay tend to (a) perceive
themselvegs part of a continuously evolving language commuf(iyshow greater linguistic
flexibility and openness to new languages (iahg Irish); and (c) employ their whole
linguistic repertoire in both formal and informal learning settiimgsspective of proficiency

Based on thee generafindings and thefrequency with which the experiences relate to a
perceivediacko, it seems to be particularly importamit only pay attention to the objectifiable
deficienciesof language education in Irelarult alsato the emotional dimension of language
learning

In this context, the Erasmus+ programme is particularly relevant, as it not only lends the
learnersa great amount of agencut it ties into the more emotional dimension of language
learning. While Erasmus+ participants can engage with a lgegammuch or as little as they
choose(with only a minority of study participants seeking formal linguistic supptng,
mobilitiescreate a uniqgue multand plurilingual space in which participacenexplore their
whole linguistic repertoireas well as new languages. While this muwtid plurilinguistic set

up may be detrimental the kind offull linguistic immersionthatwe typically used to think
about when talking about a sojourn abraadoes provide participants with aha opportuniy

for language transfercodeswitching and translanguagings well as introducing new
languages and cultures to participamtsother word, Erasmus+ allows Irish participants to
move languageout of the classroot Indeed, Erasmusallows for and facilitats language
learning and an engagement with other languagenore informal, unregulated settings,
shifting the focus from an exabased learning culture to a communicative one that allows
learners to participate without the fedufailing, and to gain confidenc&choing the language
practice of the migrant comumities, learners are now more likely to (a) perceive themselves
as part of a continuously evolving language commufiityshow greater linguistic flexibility
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and openness to new language® (c)employ their whole linguistic repertoire in both formal

and informal learning settinggrespective of proficiency. As a result, Erasmus+ participants

are likely ableto improve the language competence in more than one languageling

English and Irish. Indeed, Erasmus+ mobilities have provided some study participants with the
spaceto engage more actively with Irish in a cultyrélnot linguistic way.In particular,

encounters with peers from countries with colonial lhiegoand/or sizable minority languages

have stirred discussions and led to eere al uati on of the particinpg
|l relandés first and national | anguage. I n t
Erasmus+ mobilities seem to havee treatestimpact on participantsvho were on the
thresholdof becoming either independent proficient language userThis highlights the

pivotal role of the programmaf acquiring the necessary language proficiency to benefit both
individual participans andlrish society as it pushes learrsio a level where they can utilise

it more effectively ina wide range of contexts

In more general terms, Erasmus+ mobilities highlighé geographical, geopolitical,
generational, socieconomical, ducational and cultural limitations of English adirgua

franca as well as situational and personal graesthepart of nontnative Englishspeaking

peers Moreover, nexperienced travellerand those who have not had the opportunity to visit

a nonEnglish speaking country gain awareness of possible language barriers and confidence
in how to handle themMore experienced travellers, on the other h@aa) communicative
empathyas they tendo gain betteawareessof what it means to put the onus of bridging the
communicative gap entirely on thenon-native Englishkspeaking peerStructurally, t is
noticeable that Erasmugptays a much more dominant role in occupational areas that tend to
necessitate a higher level of intercultural skills and cooperattia neglects the opportunities
thatmobilities might give to participants from other sectors. The Erasmus+ partner countries
have much to offer in sectors such as engineering, business, IT, and goveniereethe
focushastendedto remain on the Anglosphere. Raising the awareness of what partner countries
have to offerin terms of contentis an important first stem increasingparticipation from

these sectors. Given the impact of Erasmus+ in terms of language learning, this may foster a
willingness to engage more with the other languages.

The study participants from thelE sector reportedhat theyhave strugglel, at times,to
persuaddrish students to participate in Erasmudtie to negative perceptionsgardingthe
fusefulness of going to a European partner country instead of an ERgjisaking country
the language requirements of a mobility to these countheslack of confidence in their
language competencmn cases where students already do have some languaggeaskilis
more generally the financial impact. Furthermore, theisting languageompetences and the
familiarity with certain languages and cultures are lgrgeflected in the outward mobilities
of undergraduate studentsHtE, favouring Spain, France, Geany, and Italy. Specifically,
Eastern and Centrélastern European countries anarkedlyless popular among students
This is not the case in the other education sectors, vexefeanges and placements in these
countries are much more common. Finalhgre seems to be a perception by HE administrators
that there are fewer opportunities for staff members fnamdernlanguagedepartmentso
participate in the Erasmus+ programnas they are increasinglyframed as language
instructors rather than experts in specific cultural and literary fields. Thassin marked
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