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1 Introduction  

 

 Even though English has no official status in Flanders, English expressions and words 

are constantly penetrating our native language. Especially teenagers tend to use many English 

words in their every-day conversations. Through their exposure to popular media, Flemish 

children seem to acquire English vocabulary with a minimum of effort. Hence, it is interesting 

to investigate how much lexical knowledge of English these teenagers have already acquired 

spontaneously before the formal input of English. This master dissertation focusses on the 

productive English vocabulary of secondary school children who have never had English 

lessons at school. The aim of my study was to find out how many and what kind of English 

words Flemish youngsters are able to produce actively. Moreover, I also wanted to find out 

which extracurricular activities stimulate their second language acquisition. Therefore, this 

paper thoroughly investigates the influence of watching English television programmes and 

films, listening to English music, reading English books, surfing the internet and playing 

English games. 

 The study was conducted with 118 informants from the first year of secondary school. 

Only students from ASO (General Secondary Education) were included. The research was 

divided into two parts. First, I asked the students to keep a diary for the duration of one week 

in order to keep track of the extracurricular activities that bring them into contact with 

English. After that, the informants were asked to fill in a questionnaire which inquired about 

their linguistic background and their exposure to English through popular media such as 

television, music, internet and gaming. Secondly, I tested their lexical knowledge of English 

by means of a standardized vocabulary test, namely, the Peabody Picture Vocabulary Test 

(Fourth Edition). 

 The Peabody Picture Vocabulary Test was originally designed to examine a person’s 

receptive vocabulary. Nonetheless, the composers of the test suggest that it could be used to 

assay the productive English vocabulary as well (Dunn & Dunn 2007). However, no previous 

research dealt with this test to investigate the active lexical knowledge of non-native speakers. 

My study will attempt to fill in this gap in the literature and make further contributions in the 

field of Second Language Acquisition (SLA), especially with regard to the incidental English 

vocabulary acquisition of Flemish children prior to English formal instruction. 
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 In the first part of this dissertation, we will take a look at the theoretical framework of 

my research. This section first considers the dominant role of English in the world, thereby 

focussing particularly on the world status of English, speakers of English in the world and 

English in Flanders. Subsequently, we will turn to a brief overview of a number of binary 

oppositions within the field of Second Language Acquisition (SLA). Next to these 

dichotomies, I will consider three key notions that are relevant for my research: Krashen’s 

Monitor Hypothesis, Krashen’s Input Hypothesis and Krashen’s Affective Filter Hypothesis. 

Afterwards, I will discuss the factors that might influence second language acquisition. The 

last part of this section focusses on previous research that has been conducted on the English 

vocabulary of secondary school children prior to English instruction. 

 After an overview of the theoretical background, I will present the methodology of my 

research, followed by an analysis of the general results of the vocabulary test and the scores 

on the different semantic categories. In the next section, we then turn to the results of the 

questionnaire and link it to the general scores. Finally, I will conclude my dissertation and 

provide suggestions for further research. 
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2 Literature review 

 

2.1 The importance of English 

 

2.1.1 World English 

 

 It is beyond question that the English language reigns over this globe. Nowadays 

English has assumed a predominant position in politics, economics and mass media, which 

makes it the most prominent language of communication in the world. Obviously, the world 

status of English was not accomplished overnight, but is the result of a series of events that go 

back many years. According to Crystal (2003: 92) this progress already started in the last 

decades of the 16th century with the British colonization and various expeditions to the New 

World. It should be clear that linguistic features of the language played no role in its 

development as a global language. The assumption that English is easy to acquire or its 

tendency to include foreign words, Fiedler (2010:201) argues, did not contribute in any way 

to the elevated position it has today. On the contrary, language dominance is determined by 

political, economic, military and cultural power (Fiedler 2010: 202). Crystal (2003: 106) 

confirms, “The present-day world status of English is primarily the result of two factors: the 

expansion of British colonial power, which peaked towards the end of the 19th century, and 

the emergence of the United States as the leading economic power of the 20th century.” As a 

matter of fact, after the fall of the British colonial empire, England passed the torch to another 

English-speaking nation (the United States of America), which, ever since the Second World 

War, became the next leading power in the world. 

 Although English already gained importance 400 years ago, it particularly became 

widespread in the last 40 years (Crystal 2003: 110). Crystal (2003: 106) describes the 

contemporary situation: “English is now the dominant or official language in over 75 

territories, and is represented in every continent and in the three major oceans – Atlantic (e.g. 

St Helena), Indian (e.g. Seychelles), and Pacific (e.g. Hawaii). It is the spread of 

representation which makes the application of the term ‘world language’ a reality.” 

 Hence, the phenomenon of ‘world English’ is now commonly referred to in linguistic 

circles. Other known and similar labels are international English or global English. And yet, 

McArthur (2004: 3) advises caution when utilizing these terms in a random fashion, 
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indicating that there is a slight difference in meaning between world English, international 

English and global English: “The first has been used to mean both standard English and all 

English; the second refers to the multinational use of English (notably in language teaching); 

and the third both implies vast use and links the language (often negatively) with socio-

economic globalization.” A more recent denomination is ELF, or English as a lingua franca, 

which indicates the communicative value of the language. There is considerable debate about 

the specific extent of the term, but generally it can be defined as “a means of communication 

in English between speakers who have different first languages” (Groom 2012: 50). I prefer to 

utilize world English because it encompasses all English and refers to its world-status. 

 

2.1.2 Speakers of English in the world 

 

 Apart from different denominations of English, we can also set forth different 

representations about the way in which the language is being used by its speakers. The most 

basic model distinguishes between native speakers of English and non-native speakers. 

Kachru (1992: 3) refers to the English of non-native speakers as their ‘other tongue’ and states 

that it is this side of the language that has lifted it to its position as a world language. The so-

called ‘other tongue’ can be divided into two groups, which results in the most common 

model to represent speakers of English: English as a native language (ENL), English as a 

second language (ESL) and English as a foreign language (EFL). Similar to that distinction 

Kachru (1985) visualized world English as belonging to three concentric circles: the Inner 

circle, the Outer circle and the Expanding circle. 

First of all we have the Inner circle which contains those people for whom English is 

the mother tongue (English as a native language). These speakers of English are born and 

raised in one of the countries where English is historically the primary language (Jenkins 

2003: 14). This is the case in the UK, USA, Ireland, Australia, New Zealand and Canada. The 

number of speakers in this group can be estimated around 320 to 380 million. 

The Outer or extended circle correlates to the concept of English as a second language. 

It consists of those territories where English, although not the first language, is the main 

language to carry on the affairs of government, education, commerce, the media, the legal 

system, and others. Crystal (2003: 107) adds that English plays an important second language 

role in a multilingual setting. It includes countries such as India, Nigeria, Bangladesh and 
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Singapore, which are all former colonies of Britain (Jenkins 2003: 14). About the same 

number of people as the Inner circle belong to this group. 

The Expanding circle relates to a collection of those countries where English is spoken 

as a foreign language, also commonly referred to as EIL (English as an international 

language) or ELF (English as a lingua franca) since the mid- 1990s (Jenkins 2003: 4). As 

opposed to the Outer circle, these countries lack a history of British colonization and, 

moreover, English serves no special (official) function in the country’s chief institutions. It 

includes nations such as China, Japan, Israel, Greece and Poland (Crystal 2003: 107). 

Belgium is generally considered to belong to this fast expanding circle (although English is 

gradually playing a more prominent role in Belgium). About 500 to 1000 million speakers are 

said to be in this circle, yet it proves difficult to obtain a precise number since it is not self-

evident to determine at what point someone can be classified as a fluent speaker of English. 

An alternative model to represent the English speakers in the world was proposed by 

McArthur in 1987. Here, World English is positioned at the centre and is conceived as a 

‘common core’ (Crystal 2003: 111). McArthur (1998: 95) describes his own model as “a 

wheel with a hub, spokes and rim. The hub is called World Standard English, within an 

encircling band of regional varieties, such as the standard and other forms of African 

English, American English, Canadian English and Irish English. Beyond these, but linked to 

them by spokes marking off eight regions of the world, is a crowded (even riotous) fringe of 

subvarieties such as Aboriginal English, Black English Vernacular, Gullah, Jamaican Nation 

Language, Krio, Singapore English, and Ulster Scots.”  

It should be noted that the distinctions of the models commented above are often 

blurry and could be debated on. Nonetheless, the general indication of the contemporary 

situation is what really matters. 

 

2.1.3 English in Flanders 

 

 The language situation in Belgium is rather complex compared to most other European 

countries. Belgium is divided into three linguistic regions: the Dutch-speaking area in 

Flanders, the French-speaking area in Wallonia and the German-speaking area in the eastern 

part of Wallonia. Although Dutch and French are official languages in this country, it is a 

common misconception that every inhabitant is bilingual. Goethals (1997: 105) confirms this: 
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“It is not the case that all Belgians (not even most of them, nor all educated adults) are 

bilingual in the sense that they can easily/fluently switch from Dutch to French or vice versa, 

nor that they can operate in both these languages, nor that they are confronted with these 

languages daily.” In accordance with the target audience of my investigation I will only 

discuss the presence of English in Flanders. 

 As I have mentioned before, English is a foreign language in Flanders, yet it is not 

treated as such. Even though French is already a course in primary school, whereas English is 

not instructed until the first or second year of secondary school, pupils tend to show far more 

positive attitudes towards English than French. According to Xu and Van de Poel (2011: 274) 

“ in Flanders English has indeed transcended its traditional role as a foreign language and is 

closely tied up with the global phenomenon of English as a lingua franca or international 

language.” Its global status and popularity world-wide gives the language a certain 

‘coolness’. That is why many young adults consider it chic and fashionable to mix their 

every-day speech with various English words and expressions (Stern 1977: 128). 

Consequently, Goethals (1997: 106) states that “the presence of foreign languages has a 

positive influence on the attitude toward foreign language teaching in Flanders.” 

 Kuppens (2007) demonstrated in her research that the use of media has a positive 

effect on the English vocabulary acquisition of Flemish youngsters. Flemish teenagers come 

into contact with English everyday through various media. First of all through English 

television series and films. According to Kuppens (2007) watching subtitled English 

programmes and films influences significantly the size of the children’s vocabulary. The 

television channels in Flanders broadcast a wide range of popular, mostly American, 

television series such as The Simpsons, Friends, South Park and many others. It is important 

to add that these programs are always subtitled in Flanders, never dubbed. Secondly, English 

songs are heard daily on the radio. Nowadays, more than ever, children show a remarkable 

interest in English songs and lyrics. A third important factor that brings pupils into contact 

with English is gaming. By playing English computer games children might pick up, perhaps 

unconsciously, many English words. Additionally, English is also omnipresent on the 

internet, posters, advertising,…  

 Such dominance automatically results in a better active knowledge of English. 

Evidently, a majority of pupils already know various words without any form of teaching. 

Goethals (1997: 107) even boldly declares that 13-year-old Flemish children already know 
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400 English words prior to English formal instruction. At the end of this paper we hope to 

have gained a better insight into how much English these students know and what media 

prove to be most effective in the learning process. 

 

2.2 Second language acquisition (SLA) 

 

2.2.1 Definitions 

 

 In this section a brief overview will be given of the most important concepts within the 

theoretical framework of second language acquisition. After an explanation of the field itself 

we will take a look at the following binary oppositions related to my research: second 

language versus foreign language acquisition, acquisition versus learning, incidental versus 

intentional learning, instructed versus non-instructed learning, and input versus intake. 

 

2.2.1.1 Second language acquisition 

 

 The study of second language acquisition is a fairly young domain of expertise and has 

gained significant importance in the last 40-45 years (Gass & Selinker 2008: 1). Ellis (1997: 

3) confirms: “The systematic study of how people acquire a second language (often referred 

to as an L2) is a fairly recent phenomenon, belonging to the second half of the twentieth 

century.” There has been, however, much debate among scholars surrounding a univocal 

definition of the field. Gass (1995: 6) points at the existence of various viewpoints about what 

should be understood under the label SLA. Obviously, SLA mainly focusses on how a second 

language is learnt. Yet, there is more to second language acquisition studies than that. 

Doughty & Long (2005: 3) indicate that “it encompasses basic and applied work on the 

acquisition and loss of second (third, etc.) languages and dialects by children and adults, 

learning naturalistically and/or with the aid of formal instruction, as individuals or in groups, 

in foreign, second language and lingua franca settings.” In general, SLA refers to the 

acquisition of a non-native language after the primary language has been learned (Gass & 

Selinker 2008: 7). 

The various ways of defining SLA depend of course on the notion of ‘second 

language’. The majority of the scholars are not concerned with the chronological order of the 

languages that are learned after the acquisition of the native language. Gass & Selinker (2008: 
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7) explain: “As with the phrase ‘second language’, L2 can refer to any language learned after 

learning the L1 regardless of whether is the third, fourth or fifth language.” Ellis (1997: 3) 

shares this opinion and adds that “whether you are learning a language naturally as a result 

of living in a country where it is spoken, or learning it in a classroom through instruction, it is 

customary to speak generically of ‘second’ language acquisition.” Other scholars, on the 

other hand, do not provide a clear-cut description of what can be labelled as a second 

language. I agree with Gass & Selinker and will therefore refer to English as a second 

language. 

The study of second language acquisition should not be confused with the study of 

language pedagogy (Gass & Selinker 2008: 6). Acquiring a language does not necessarily 

involve teaching, as we will see later on, although there are some parallels between those two 

disciplines. Doughty & Long (2005: 3) state that “research on SLA is increasingly viewed as 

a branch of cognitive science.” However, Gass & Selinker (2008:6) argue that SLA is a multi-

disciplinary complex field and can therefore not so easily be pigeonholed. According to them 

SLA is part of the humanities, for understanding the human condition is accomplished by an 

understanding of the language, and also part of the social sciences, dealing with interpersonal 

relations (Gass & Selinker 2008:6). 

 

2.2.1.2 Second language versus foreign language acquisition 

 

 The difference between second language acquisition and foreign language acquisition 

has also proven to be a problematic one in linguistic studies. Traditionally, second language 

acquisition refers to the learning of a language in a setting in which it is the language spoken 

in the local community (for example German speakers learning Spanish in Spain or Italian 

speakers learning French in France), whereas foreign language acquisition refers to the 

learning of a language in a setting in which it is not the language spoken in the local 

community (de Bot et al. 2005: 7). Examples of the latter are Dutch speakers learning English 

in Belgium or Spanish speakers learning French in Spain. Klein (1986: 19) also includes Latin 

as an example of a foreign language. 

Additionally, second language acquisition involves a language that serves an 

important social and institutional role in the community (Ellis 1994: 11-12). Moreover, de Bot 

et al. (2005: 7) add that “in some definitions of second language acquisition, the acquisition 

needs also to take place in a non-instructed setting.” Foreign language acquisition, on the 
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other hand, occurs in settings where the language serves no important function within the 

community (Ellis 1994: 12) and in settings of formal language instruction (de Bot et al. 2005: 

7). This is what Gass & Selinker (2008: 7) define as “the context of the classroom.” Klein 

(1986: 19) generalizes that “the distinction between foreign and second language tends to 

coincide with that between guided and spontaneous acquisition (of a second language).” 

Ellis (1994: 12) points out the possibility that the content and manner of learning may 

differ radically in both settings. Gass & Selinker (2008: 7) explain why: “The important point 

is that learning in a second language environment takes place with considerable access to the 

speakers of the language being learned, whereas learning in a foreign language environment 

usually does not.” For a lack of a general and superordinate term, many scholars, like Ellis 

(1994:12), use the term second language acquisition covering both second language learning 

and foreign language learning. 

 

2.2.1.3 Acquisition versus learning 

 

 Another confusing distinction that is essential for my research is that between 

acquisition and learning. Ellis (1994: 14) explains: “The former refers to the subconscious 

process of ‘picking up’ a language through exposure and the latter to the conscious process 

of studying it”. Krashen & Terrell (1983: 26) stress the importance of subconscious 

acquisition in their study and state that we are generally unaware of the language rules and the 

acquired linguistic competence. This subconscious process can be compared to the acquisition 

of the mother tongue by children (de Bot et al. 2005:7). According to Klein (1986: 28) it “is 

based on meaningful and purposeful communication with speakers of the target language. 

The learner is oriented not to the form but to the content and effect of his utterances”. 

Krashen & Terrell (1983: 19) confirm this: “We acquire when we focus on what is being said, 

rather than how it is said.” Moreover, subconscious acquisition is characterized by a, more or 

less, invariant acquisition order (Klein 1986: 28). Learning, on the other hand, is a conscious 

process and is often defined as the product of formal teaching (de Bot et al. 2005:7). Klein 

1986:28) explains: “Language learning as conceived by Krashen consists in the 

internalization of explicit rules under conscious control. Here there can be no invariant 

acquisition order beyond what is predetermined by the process of instruction.” 

 Thus, the model suggests that the ‘acquired’ rules and the ‘learned’ rules are two 

separate things that can be absorbed at different times (Ellis 1994: 14). This results in a 
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distinction between two types of knowing: conscious knowledge (the ‘learned’ system) and 

subconscious knowledge (the ‘acquired’ system). Krashen & Terrell (1983: 26) define 

conscious knowledge as ‘explicit’ knowledge, whereas the subconscious knowledge is termed 

‘implicit’. The fact that there are two different types of knowledge does not necessarily rule 

out the possibility of interaction between acquisition and learning. “Learning could be the 

carrying out of activities that enhance the growth of knowledge, but not all learning 

necessarily leads to acquisition” (de Bot et al. 2005: 8). 

 Some scholars, however, refuse to make a distinction between acquisition and 

learning. Watson-Gegeo & Nielsen (2003: 162), for example, doubt the assumption that 

acquisition is a natural process, and that it only occurs in non-school settings. Watson-Gegeo 

& Nielsen (2003: 157) argue that “although classrooms involve a distinct discourse register 

that may not be as rich as other contexts in a student’s life, they are not inherently 

‘unnatural’.” They similarly contradict the idea that learning occurs almost exclusively in 

formal settings, thereby emphasizing that learned language will never have the automaticity of 

acquired language (Watson-Gegeo & Nielsen 2003: 162). Ellis (1994) points out another 

problematic aspect of this distinction. He brings to our attention the difficulty of 

demonstrating whether learners possess acquired knowledge or learned knowledge (Ellis 

1994: 14). 

 Nevertheless, the distinction between acquisition and learning is relevant in the light 

of my research. We are dealing with participants that have not yet had formal instruction of 

English and, therefore, we can basically ignore their learned system. It suffices to focus 

primarily on their subconscious process of picking up English words through various media. 

Hence, it is interesting to take a look at Krashen’s Monitor Hypothesis, closely related to this 

binary opposition. 

 

2.2.1.3.1 Krashen’s Monitor Hypothesis 

 

 Krashen’s Monitor Hypothesis is not only his first of five hypotheses, it is also 

considered to be his most central theory (Ellis 1994: 356). As explained above, Krashen 

strictly distinguishes between a learner’s acquired knowledge and his learned knowledge. His 

primary claim, also known as the non-interface position, consists in the belief that the learned 

system is a separate thing and can never be changed into acquired knowledge (Ellis 1994: 
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356). Neither practice nor error correction can bring about such a transformation according to 

Krashen (Ellis 1994: 356). 

 The main point of Krashen’s Monitor Theory is that the learning process is effectuated 

by means of a monitor, or by means of the learner’s self-correction of his own language 

output (Klein 1986: 28). Krashen & Terrell (1983: 30) state that “conscious learning has an 

extremely limited function in adult second language performance: it can only be used as a 

Monitor, or an editor.” In short, utterances are produced by the acquired system, and the 

learned system functions as a monitor to modify the output from it (Ellis 1994: 356). Baker & 

Jones (1998: 649) add that the monitor, as an editing device, may operate before the natural 

output of speech, as well as after. 

 

Figure 1. Krashen’s Monitor Theory (Figure from 

http://aibloomsenglishdidactics.blogspot.be/2010/02/stephen-krashen-1941.html) 

 

 Additionally, there are three conditions that need to be satisfied in order for the 

monitor to function properly. Klein (1986: 28) explains: “The monitor can become effective in 

a communication situation only if (a) there is enough time to operate it, (b) the speaker is 

concerned with the correctness of his speech production, and (c) the speaker knows the 

correct rule.” Baker & Jones (1998: 649) provide us with a few practical examples, such as 

knowing the difference between the first and third person. 

Klein (1986: 29) concludes that “Krashen’s monitor theory is not a model of language 

acquisition in general; it does not attempt to specify the rules governing the process or the 

factors responsible for this or that outcome, but it presents hypotheses about the manner in 

which language acquisition can be influenced by conscious awareness.” Not everyone 

responded to this Monitor Theory with the same enthusiasm. Ellis (1994: 356) brings to our 

attention that it has been criticized by some well-known scholars like McLaughlin (1987). 
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The most important point of critique towards Krashen is that the theory has not been subjected 

to examination, nor has Krashen provided the linguistic world with supportive research 

evidence (Baker & Jones 1998: 649). 

 

2.2.1.4 Incidental versus intentional learning 

 

 It is important to understand that the distinction between ‘subconscious’ acquisition 

and ‘conscious’ learning is in reality not as clear-cut as it is presented by Krashen. In noticing 

language progression, learners are to a certain degree aware of their acquisition process, and, 

reversely, the learning can occur without the learners being consciously aware of it (Ellis 

1994: 362). In this regard, it seems meaningful to make a distinction between two types of 

learning: incidental learning and intentional learning. This dichotomy is particularly 

significant in terms of vocabulary (Ellis & Fotos 1999: 36). 

Hulstijn (2001: 271) explains the difference: “incidental vocabulary learning refers to 

the learning of vocabulary as the by-product of any activity not explicitly geared to 

vocabulary learning, with intentional vocabulary learning referring to any activity aiming at 

committing lexical information to memory.” In other words, incidental learning coincides with 

reading and deriving meanings from context, whereas intentional learning refers to the act of 

learning words consciously in a decontextualized context (de Bot et al. 2005: 10). To 

elucidate the distinction, de Bot et al. (2005: 10) provide us with an example: “when a person 

reads for pleasure and doesn’t bother to look up a word he or she doesn’t know in a 

dictionary, but a few pages later realises what that word means, then incidental learning is 

said to have taken place. If a teacher instructs a student to take a text and read it and find out 

the meanings of unknown words, then it becomes an intentional learning activity.” 

Schmidt (1990) argues, correctly, that any act of incidental learning automatically 

involves a certain awareness from the speakers when they discover new items (Ellis & Fotos 

1999: 35). Therefore, Ellis & Fotos (1999: 35-36) see fit to introduce a secondary distinction 

between focal and peripheral attention: “whereas intentional learning requires focal intention 

to be placed deliberately on the linguistic code (i.e. on form or form-meaning connections), 

incidental learning requires focal attention to be placed on meaning (i.e. message content) 

but allows peripheral attention to be directed at form.” 
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Ellis & Fotos (1999: 36) conclude that nobody, not even the most scrupulous learner, 

can learn all of the vocabulary intentionally; there will always be a fraction of incidental 

learning too. Hulstijn (2001: 275) is of a similar mind and even reasons that “the question of 

whether they process lexical information without or with the intention to commit it to 

memory” is irrelevant, thereby declaring that this binary opposition no longer constitutes a 

major theoretical distinction. 

 

2.2.1.5 Instructed versus non-instructed learning 

 

 When migrants move into another country where they do not know the native 

language, they are forced to learn that language on their own through informal interaction, 

that is, self-educate themselves by means of what they pick up from their environment (de Bot 

et al. 2005: 12). This is referred to as non-instructed learning. Ellis (1994: 12) prefers to 

utilize the term ‘naturalistic’ learning because “the language is learnt through communication 

that takes place in naturally occurring social situations”. Those migrants can, however, also 

learn the language through formal education in a community centre (de Bot et al. 2005: 12) 

“with the help of ‘guidance’ from reference books or classroom instruction” (Ellis 1994: 12). 

Then instructed learning is said to have taken place. 

According to Ellis (1994: 12) this is a sociolinguistic distinction because it deals with 

the settings and activities of the speakers. Klein (1986) tends more towards a psycholinguistic 

interpretation and makes a distinction between guided and spontaneous acquisition. He 

explains: “the term ‘guided’ (as opposed to ‘spontaneous’) refers here to learning that is open 

to systematic and intentional influence. Typically, this takes the form of regular language 

instruction in school, but ‘teach yourself’ methods would also be included” (Klein 1986: 18). 

Klein (1986: 18) prefers to use the term ‘spontaneous’ learning instead of ‘naturalistic’ 

because the latter lacks a suitable antonym, although he immediately adds that it does not 

actually matter what terminology is being utilized. 

Obviously, we cannot make the mistake to interpret this dichotomy as two different 

ways of acquiring a language. Ellis (1994: 12) says that “it would certainly be wrong to 

assume that naturalistic learning is subconscious and instructed learning conscious.” 

Moreover, most languages, and the English language in particular, are acquired by a 

combination of instructed and non-instructed learning (de Bot et al. 2005: 12). That being 

said, there is a trend in linguistic studies to assume that instructed learning is more valuable, 
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due to the high accessibility of data and evidence (Klein 1986: 18). In my dissertation, 

nonetheless, I will focus on non-instructed learning and make my contribution to that other, 

less explored, component of acquiring a language. 

 

2.2.1.6 Input versus intake 

 

 In this section we will further explore the notion of consciousness in second language 

acquisition. Ellis (1994: 361) stresses the theoretical importance of ‘noticing’ in language 

learning and explains how it forces us to make a distinction between input and intake. In the 

current definition, input “refers to the linguistic environment of the learner, that is, to that 

which is available to be taken in, or rather, to everything in the TL that the learner is exposed 

to and has the opportunity to either hear or read” (Rast 2008: 4). Language input may include 

many utterances which do not stimulate the acquisition process in any way (Trosborg 1994: 

68).  

In contrast, intake, a term introduced by Corder (1967), refers to “the portion of L2 

input which is assimilated and fed into the interlanguage system” (Trosborg 1994: 68). This is 

confirmed by de Bot et al. (2005: 8) who state that intake, or ‘uptake’ as they also call it, is 

everything around us that we notice and pay attention to. According to Krashen intake is the 

optimal natural input for language acquisition, it is sequenced, and, moreover, it is 

accommodated in the interlanguage system by means of the learner’s linguistic and extra-

linguistic competence (Trosborg 1994: 68). 

It is important to note that not all input is necessarily transformed into intake (de Bot 

et al. 2005: 8). In order for that to happen, as explained by Schmidt and Froda (1986), learners 

have to discern consciously the difference between their observations in the input and the 

utterances of their own interlanguage system; a process that is also referred to as ‘noticing the 

gap’ (Ellis 1994: 361). According to de Bot et al. (2005: 8) “expectations are important 

determinants of perceptibility and noticeability, so it is plausible that instruction may have an 

awareness-raising effect, increasing the likelihood of noticing features in input through the 

establishment of expectation and comprehending.” They conclude their discussion of this 

binary opposition by stating that “intake may refer to information that strengthens existing 

knowledge, or it may fill a gap in knowledge that was noticed by the learner before” (de Bot 

et al. 2005: 9). 
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2.2.2 Central theories in the study of second language acquisition 

 

 After explaining the general terminology of the field, we now move on to the most 

important theories on second language acquisition. I will focus only on those notions that are 

relevant for my research, namely: Krashen’s Input Hypothesis and the Affective Filter 

Hypothesis. 

 

2.2.2.1 Krashen’s Input Hypothesis 

 

 Krashen’s Input Hypothesis is closely tied up with the last dichotomy we just finished 

discussing. The fundamental thought of this theory is that learners acquire language by means 

of comprehensible input; more specifically, input that is a little beyond the learner’s current 

competence level (Krashen & Terrell 1983: 32). Baker & Jones (1998: 649) confirm: 

“Krashen proposes that language acquisition occurs when the student is exposed to sources 

of comprehensible input (oral or written) which are slightly above the level of the learner’s 

current ability.” 

 Krashen refers to this input by using the formula ‘i + 1’, whereby the letter i represents 

the learner’s current competence and the number 1 represents the language structure beyond 

the current competence level (Baker & Jones 1998: 649). Ondarra (1997: 3) informs us that, 

according to Krashen (1982), “in moving from stage ‘i’ to stage ‘i + 1’ it is necessary for the 

acquirer to understand input that contains ‘i +1’, ‘understand’ being taken to mean that the 

acquirer focuses on the meaning and not the form of the utterance.” Moreover, Krashen 

claims that it is exactly this comprehensible language input, and not language production, 

which results in acquisition (Baker & Jones 1998: 649). 

 What remains, is the question of how comprehensible input is accomplished. Many 

scholars have attempted to provide a proper answer for this. Krashen himself argues that input 

is made comprehensible either by the context, by the acquirer’s grammatical system, or by the 

acquirer’s extralinguistic knowledge (Ondarra 1997: 3). The optimal input, in Krashen’s view, 

is described as “being (1) sufficient in quantity, (2) given in a non-threatening atmosphere, (3) 

both attended to and understood by the language learner, and (4) at an appropriate level (just 

a little beyond the learner’s current linguistic competence level)” (Ondarra 1997: 3). Once 

the language learner is exposed to a comprehensible input, language structures will be 
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acquired in a natural way, and, consequently, this supports Krashen’s idea that proficiency in 

a second language emerges naturally rather than it is achieved by teaching in formal settings 

(Baker & Jones 1998: 649). 

 Just like Krashen’s Monitor Hypothesis, this model has been equally criticized by 

scholars such as McLaughlin (1978) for its vagueness, lack of supportive evidence and lack of 

empirical examination (Ondarra 1997: 3). Other scholars, Sharwoord Smith (1986) for 

example, also argue that the notion of comprehension does not necessarily coincide with 

acquisition, nor is there an obvious relationship between those two processes (Ellis 1994: 27). 

 

2.2.2.2 Krashen’s Affective Filter Hypothesis 

 

 The last theory on second language acquisition we shall be discussing, is Krashen’s 

Affective Filter Hypothesis. This hypothesis attempts to give a possible explanation for the 

fact that not everyone is capable of acquiring a second language successfully (Gass 2011: 82). 

According to Krashen, non-learning is either caused by a lack of sufficient comprehensible 

input, or it is caused by an inappropriate affect (Gass & Selinker 2008: 402). Gass (2011: 82) 

explains that “affect here is intended to include things such as motivation, attitude, self-

confidence, or anxiety.” Originally, the design of an affective filter was created by Dulay & 

Burt (1977) to verify how much someone had learned in a formal or informal language setting 

(Baker & Jones 1998: 649). Krashen adopted and developed this idea, resulting in his 

Affective Filter Hypothesis. 

 The mechanism of this model is fairly easy to comprehend. It functions as follows: “If 

the filter is up, input is prevented from passing through; if input is prevented from passing 

through, there can be no acquisition. If, on the other hand, the filter is down or low, and if the 

input is comprehensible, the input will reach the acquisition device and acquisition will take 

place” (Gass 2011: 82). The affective filter hypothesis comprises the idea that there is 

individual variation among second language learners on the basis of the strength or level of 

their affective filters (Gass 2011: 82). Baker & Jones (1998: 649) explain: “learners with 

favorable attitudes and self-confidence may have ‘a low filter’ with consequent efficient 

second language learning. Those with unfavorable attitudes and/or high anxiety have ‘high 

filters’ and so the input of second language learning may be blocked or impeded.” 
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Figure 2. Krashen’s Affective Filter Hypothesis (Source: 

http://www.sdkrashen.com/Principles_and_Practice/p32fig2.2.gif) 

 

 In addition, the affective filter hypothesis also entails a sense of incompleteness in 

second language acquisition, as is explained by Towell & Hawkins (1994: 27): “learners who 

fail to achieve native-like intuitions of grammaticality have been hampered by their affective 

filters, which have not allowed them to take in the range of input necessary for the acquired 

system to develop fully. On this account the acquired system is in principle as powerful in 

SLA as it is in L1 acquisition.” However, Towell & Hawkins (1994: 28) point out that there is 

a difference in completeness between SLA and L1 acquisition because L1 learners are not 

limited by interferences. This is confirmed by Gass (2011: 82) who states that the affective 

filter “differentiates child language from second language acquisition because the affective 

filter is not something that children have or use.” 

 Baker & Jones (1998: 650) summarize: “The Affective Filter hypothesis influences the 

rate of development in second language learning and the level of success in becoming 

bilingual.” In revising all of Krashen’s theories, we can conclude that they have influenced 

SLA studies in many ways. They have given us a clear insight on how a second language is 

acquired. In sum, we should emphasize once again that comprehensible input and the 

affective filter are essential factors in second language acquisition. 

 

2.2.3 Factors that influence second language acquisition  

 

 The Affective Filter Hypothesis already demonstrated that second language 

acquisition involves linguistic variation among L2 learners. Krashen brought to our attention 

that factors such as motivation, attitude, self-confidence and anxiety may all have an effect on 

SLA.  In truth, many extra-linguistic parameters are known to influence the process of second 

language acquisition. In this chapter, I will discuss those factors which I deem most likely to 
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have an effect on SLA. This does not mean that the factors examined below all necessarily 

have some impact on the individual, nor does it stigmatize to what extent a factor can be 

determining. We will take a look at the following factors: age, gender, intelligence and 

aptitude, motivation and attitude, anxiety and self-confidence, and contact with the L2.  Other 

factors such as social class, ethnicity or L1 proficiency were not included in the discussion 

since I did not consider them during the implementation of my investigation. 

 

2.2.3.1 Age 

 

 In various studies on second language acquisition, age is considered as one of the most 

essential social factors that can influence the acquisition process. Although there has been 

disagreement about the ideal age to learn an L2, many scholars share the popular belief that 

young children are the best learners. In comparison to adults, children are capable of gaining 

complete command of a second language (Gass & Selinker 2008: 405). Baker & Jones (1998: 

658) also observe this phenomenon: “Many adults learning a language formally or picking up 

that language as an immigrant may struggle to become proficient. Yet they see their young 

children picking up a second language in the street and in school with relative ease.” 

 The role of age in SLA was first investigated by the biologist Lenneberg in 1967 

(Lalleman 1996: 26). He reckoned that the lateralization of the brain was the reason why older 

people fail to achieve full proficiency in a second language (Lalleman 1996: 26). This way of 

thinking presupposes that learning a second language is natural for children because they have 

more flexible, plastic malleable brains than adults, who, in turn, are preoccupied with too 

many activities in the thinking quarters to be efficient in their SLA process (Baker & Jones 

1998: 658). Baker & Jones (1998: 658) even state that “children seem to acquire a second or 

third language as easily as learning to swim or ride a bike.” However, I personally believe 

that Baker & Jones are quite radical in this and that they underestimate the difficulty of 

second language learning. Another explanation for the difference between children and adults 

is given by de Bot et al. (2005: 66), who argue that young children have more time and are 

more exposed to the L2.  

The central notion in this discussion is what Lenneberg called the Critical Period 

Hypothesis. The Critical Period Hypothesis “claims that it is not possible to acquire a native-

like level of proficiency when learning the second language starts after a critical period, 

normally associated with puberty” (de Bot et al. 2005: 65). Once the critical period is over, 
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Lenneberg argues, foreign accents can only be achieved through a conscious and ponderous 

effort (Gass & Selinker 2008: 406). Lalleman (1996: 27) sums up the most important 

characteristics: “The critical period is short and ends abruptly, has lasting consequences and 

is genetically determined. The process is thought to begin after birth.”  

However, Lenneberg’s Critical Period Hypothesis has been widely criticized among 

scholars for two main reasons. First of all, empirical research has shown that the expiring of 

the critical period does not always coincide with puberty (Lalleman 1996: 27). In fact, 

scholars seem to have very different opinions about the extension of the critical period. Ellis 

(1994: 201), for example, estimates it around the age of 15, while Baker & Jones (1998: 700) 

mention that the critical period is situated between birth and the age of 13. De Bot et al. 

(2005: 66) take in a more neutral position and remark rationally that “it is very difficult if not 

impossible to determine the boundaries of a critical period.” Other scholars even deny the 

existence of a critical period. 

A second point of critique is based on the observation that, in some cases, older people 

are better learners than younger people. This is what de Bot et al. (2005: 66) state about the 

matter: “in spite of the difficulty for most adults to achieve a native-like command of L2, some 

learners do manage.” Baker & Jones (1998: 658) also hint in their work at the possibility that 

teenagers and older people may learn a second language more rapidly and efficiently. 

According to Snow (1983, 1987) adults have a better understanding of the language 

morphology and syntax in the early stages of the learning process (Lalleman 1996: 27). Baker 

& Jones (1998: 658) try to explain why some adults do manage to acquire a native-like 

proficiency of a second language: “Some adults have considerable motivation and a very 

positive attitude to learning a second language. Such adults would tend to learn a language 

well and speedily.” This argument is of course connected to other factors (motivation, 

attitude,..) influencing SLA, which we did not yet discuss. We will elaborate on those (and 

other) variables in the upcoming sections. 

 

2.2.3.2 Gender 

 

 Overall, gender remains a rather unexplored factor in the literature. Only a limited 

number of studies have dealt to some extent with gender as an influencing variable in 

language acquisition. The few studies that have been conducted on gender in first language 

acquisition usually establish the superiority of females over males (Ehrlich 2001: 105). Girls 
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tend to learn their native language considerably faster than boys. Ehrlich (2001: 107) states: 

“With respect to sex differences in verbal ability, it seems to be a generally accepted fact 

(perhaps like the generally accepted fact… that males are superior in mathematical ability) in 

studies of second language acquisition that females enjoy an advantage in L1 acquisition, at 

least in the early stages.” 

 Such observations have genuinely led to the belief that women are better in learning 

their second language as well. Ellis (1994: 202) explains why this might be the case: “they are 

likely to be more open to new linguistic forms in the L2 input and they will be more likely to 

rid themselves of interlanguage forms that deviate from target-language norms.” Moreover, 

“ the female ‘culture’ seems to lend itself more readily to dealing with the inherent threat 

imposed to identity by L2 learning” (Ellis 1994: 204). Other studies suggest that women have 

a more positive approach to the task of SLA, which partly explains their superiority in 

language learning (Ehrlich 2001: 105). This last argument, however, can also be interpreted as 

an attitudinal factor. This is exactly the reason why some scholars refuse to acknowledge 

gender as a decisive factor in second language acquisition. 

 Although the majority of studies performed on gender demonstrate the superiority of 

women, it should be noted that reversed outcomes are not unthinkable. Boyle’s study (1987), 

for example, proved that men performed better on listening vocabulary tests, and Bacon found 

in his 1992 study no significant differences between the listening skills of men and women 

(Ehrlich 2001: 105). In conclusion, Ellis (1994: 204) explains that gender is “likely to interact 

with other variables in determining L2 proficiency. It will not always be the case, therefore, 

that females outperform males. Asian men in Britain generally attain higher levels of 

proficiency in L2 English than do Asian women for the simple reason that their jobs bring 

them into contact with the majority English-speaking group, while women are often 

‘enclosed’ in their home.” 

 

2.2.3.3 Intelligence and aptitude 

 

 Admittedly, we have all sensed that some people are simply better in learning 

languages than others. Popular explanations for the success or failure of second language 

acquisition are the cognitive factors ‘intelligence’ and ‘aptitude’ (Baker & Jones 1998: 644). 

Both concepts have in common that they cannot be altered through instruction. Intelligence, 

or the general academic ability, is often seen to be connected with a global notion of language 
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ability, which signifies that an intelligent child is expected to acquire a second language more 

easily than someone who has less cognitive capabilities (Baker & Jones 1998: 643). Yet 

scholars such as Cummins (1984b) have argued that language ability does not coincide with 

general intelligence and that “the skills required for picking up ‘street’ conversation may be 

less dependent on general academic ability than the skills required to learn language in an 

academic environment” (Baker & Jones 1998: 644). 

 The factor ‘aptitude’, on the other hand, is only partly related to general intelligence 

(Ellis 1997: 73). De Bot et al. (2005: 69) explain: “ in the literature about second language 

learning, a person’s inherent capability of second-language learning is labelled ‘language 

learning aptitude’.” Many linguistic studies stress the importance of aptitude as a 

distinguishing factor in the SLA process. Skehan (1989) even believes that it is the most 

significant variable to conjecture language learning success (Gass & Selinker 2008: 417). 

However, it should be mentioned that the influence of language aptitude on second language 

acquisition is mainly restricted to language learning at school (Lalleman 1996: 26). Hence, 

language aptitude is defined by Baker & Jones (1998: 656) as “a combination of fundamental 

language skills coupled with an ability to cope with classroom procedures.”  

 According to Carroll (1958), one of the most important researchers concerned with 

this variable, language aptitude is a combination of four independent components: “the ability 

to identify and remember sounds of the foreign language; the ability to recognise how words 

function grammatically in sentences; the ability to induce grammatical rules from language 

examples; and the ability to recognise and remember words and phrases” (de Bot et al. 2005: 

69). These abilities have also been denominated by Carroll, respectively, as: Phonetic coding 

ability, grammatical sensitivity, inductive language learning ability and rote learning ability 

for foreign language materials (Lalleman 1996: 26). 

 Additionally, Carroll also established the Modern Language Aptitude Test; a mixture 

of five language aptitude subtests in which the learners are tested and evaluated on the 

abilities mentioned above (Lalleman 1996: 26). Lalleman (1996: 26) elaborates: “for example, 

they have to memorize names for certain numbers, associate graphic symbols and English 

speech sounds, and identify the phrase in one sentence that functions the same way as a 

phrase in another sentence.” Again, we should note that these aptitude tests are only relevant 

in formal SLA and classroom contexts, not in naturalistic and communicative settings (Baker 

& Jones 1998: 644). 
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2.2.3.4 Motivation and attitude 

 

 Next to intelligence and aptitude, there are psychological factors that have an impact 

on second language acquisition. The conviction that motivation and attitude are conducive to 

the acquisition process was already expressed by Krashen in his Affective Filter Hypothesis. 

De Bot et al. (2005: 72) also recognize the importance of those variables and state that “a high 

motivation and a positive attitude towards a second language and its community help second 

language learning.” Especially the motivational factor has proven to be very influential in 

SLA studies. Motivation can be defined as “the attitudes and affective states that influence the 

degree of effort that learners make to learn an L2” (Ellis 1997: 75). According to Baker & 

Jones (1998: 645) it influences primarily the rapidness and final proficiency of the L2, while 

the sequence or order of acquisition remains rather unaffected. 

 Customarily, a distinction is made between two kinds of motivation: integrative and 

instrumental motivation. The first type is based on the aspiration to blend in with a different 

community or society. Learners want to identify themselves with the language and the 

customs of a foreign culture. Baker & Jones (1998: 644) explain: “Such learners wish to join 

in with the minority or majority language’s cultural activities, find their roots, or form 

friendships.” Research on integrative motivation has been conducted on the basis of 

questionnaires in which the learners have to describe their attitudes, interests and desires 

towards the L2 and the L2 community (de Bot et al. 2005: 72). 

 Instrumental motivation, on the other hand, is based on the desire to improve the self. 

Baker & Jones (1998: 644) consider it to be a utilitarian reason and state that “learners may 

acquire a second language to obtain employment or promotion, or help their children’s 

education.” Moreover, “an instrumental motivation to acquire or preserve a language is 

mostly self-oriented, individualistic and often related to the need to achieve success. Personal 

self-enhancement, self-development or basic security and survival will be the utilitarian, 

pragmatic need of an individual” (Baker & Jones 1998: 651). De Bot et al. (2005: 72) refer to 

this as the ‘Carrot and Stick’ type because the learner expects immediate and effective results 

from the acquisition process. 

 Both types of motivation have been highly significant with respect to second language 

acquisition. Nevertheless, most scholars in this area claim that integrative motivation is more 

likely to enhance the acquisition process than instrumental motivation (Baker & Jones 1998: 
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644). Baker & Jones (1998: 644) attempt to explain this predisposition: “The reason would 

seem to be that personal relationships tend to be long-lasting, and sustain motivation better 

than, for instance, the temporary need to pass an examination or gain employment.” 

Obviously, such observations do not rule out the possibility that instrumental motivation can 

sometimes be stronger than integrative motivation (Baker & Jones 1998: 644). 

 In his analysis of the motivational factor, Ellis (1997: 75) adds two other types of 

motivation; more specifically, resultative and intrinsic motivation. The former is influenced 

by the learning process, making the acquirer eager to learn more, whereas the latter is 

connected with the personal concerns and inner needs of the learner (Ellis 1994: 36). Intrinsic 

motivation, according to Ellis (1997: 76), “involves the arousal and maintenance of curiosity 

and can ebb and flow as a result of such factors as learners’ particular interests and the 

extent to which they feel personally involved in learning activities.” It is important to note that 

these four types are complementary, they are not be interpreted as independent motivations. 

 Closely interrelated with motivation is the notion of attitude. It is a general accepted 

fact that positive attitudes invigorate motivation, and, by extension, second language learning. 

Lalleman (1996: 25) defines attitudes as “the (learned) beliefs, feelings and intentions of a 

learner with respect to an object or class of objects.” Ellis (1994: 198) points out: “Learners 

manifest different attitudes towards (1) the target language, (2) target language speakers, (3) 

the target-language culture, (4) the social value of learning the L2, (5) particular uses of the 

target language, and (6) themselves as members of their own culture.” 

 There is debate among scholars about the directly proportional relationship between 

attitude and motivation. Most of them agree that a positive attitude towards language learning 

strengthens motivation. De Bot et al. (2005: 72) confirm this, yet they caution against 

manipulation as a possible reason that some might want to learn a second language. Lalleman 

(1996: 26) is one of the scholars who refuses to acknowledge that positive attitudes stimulate 

second language acquisition and even states that they have a contrary effect on integrative 

motivation. “Lalleman explains this inconsistency by claiming that the need for integration 

causes people to be more sensitive to experiences of discrimination than people who prefer to 

live in a small L1 community within the L2 community. In other words, a successful L2 

learner may well have developed a (partly) negative attitude towards the target community” 

(Lalleman 1996: 26). 
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 However, Lalleman finds little support in the academic world. Baker & Jones (1998: 

645) conclude that “attitudes to the second language and motivation to learn a second 

language are crucial additional ingredients into the language learning recipe.” If a person 

has the cognitive capabilities (i.e. intelligence and aptitude) but lacks motivation and a 

favourable attitude, he/she will fail to acquire the second language perfectly (Baker & Jones 

1998: 645). 

 

2.2.3.5 Anxiety and self-confidence 

 

 As we have seen earlier, Krashen also included anxiety and self-confidence in his 

discussion of ‘affect’. Research has proven that someone with a low level of anxiety and a 

high self-confidence will acquire a second language more easily. With regard to anxiety, Gass 

& Selinker (2008: 401) enounce that “to the extent that concentration on meaningful use of 

language is important in learning, anxiety could be a direct negative factor.” Saville-Troike 

(2006: 90) affirms that higher anxiety correlates with lower levels of L2 proficiency. 

Furthermore, “in addition to self-confidence, lower anxiety may be manifested by more risk-

taking or more adventuresome behaviors” (Saville-Troike 2006: 90). 

 To prevent confusion, we will clarify two complex issues that are related to research 

on anxiety and self-confidence. First of all, it is worth mentioning that it is not always clear to 

identify cause and effect (Saville-Troike 2006: 90). Saville-Troike (2006: 90) explains: 

“Lower anxiety levels might very well facilitate language learning; conversely, however, more 

successful language learners might feel less anxious in situations of L2 learning and use, and 

thus be more self-confident.” If we look at the affiliation between motivation and anxiety, two 

factors that are indeed very much related to each other, we are confronted with the same 

problem of discovering the source of influence.  

Secondly, as Gass & Selinker (2008: 401) point out, the anxiety level depends on the 

context in which the learners find themselves. Saville-Troike (2006: 90) provides us with an 

example of how a formal instructional context may influence the anxiety level: “foreign 

language classes or tests which require oral performance normally generate more anxiety 

than do those in which production is in writing. Small-group performance generates less 

anxiety than whole-class activity.” 
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2.2.3.6 Contact with the L2 

 

 The last factor that influences second language acquisition is by far the most important 

one for my investigation. Language contact is believed to be very influential in SLA. The 

more a learner has contact with his L2, the faster the acquisition process will be completed. 

Frankly, no one is capable of acquiring a second language without ever being exposed to it in 

a naturalistic setting. This incidental, non-instructed way of learning is vital to gain a full 

proficiency in the L2. Since my informants never had formal English instruction, this is 

ultimately the only way that they might have acquired some knowledge of English. The extent 

to which they have obtained mastery in English through non-formal contact with the second 

language is exactly the thing I will investigate in my dissertation. 

 Naturally, the best way to come into contact with the L2 is travelling to a country 

where it is the primary language to be spoken. The importance of being constantly surrounded 

by the language community, and its native speakers, cannot be underestimated.  Yet, ever 

since the rise of digital media, one does not have to leave his home to be exposed daily to a 

foreign language. In section 2.1.3 we already saw how Flemish youngsters become acquainted 

with English through various media. My research will in part focus on the impact of those 

media on the children’s proficiency of English. More specifically, I will take a look at the 

influence of English television programmes and films, English music, the internet and English 

games. 

 Previous research in this area has been conducted by An Kuppens (2007), whom I also 

briefly referred to in section 2.1.3. In her study, she investigated how the use of media 

influences the English vocabulary acquisition of Flemish youngsters. Kuppens (2007) 

confirms that mass media have a positive effect on English second language acquisition in 

Flanders. According to her, incidental learning through media is advantageous because 

teenagers do not have to dedicate excessive time or effort to it. The fact that they are learning 

in an amusing, non-instructed way appears to be the key to success. Kuppens’ research (2007) 

shows that pupils who frequently (almost daily) watch English television programmes and 

films have a significantly larger active English vocabulary than those who do not. Listening to 

English music and playing English computer games, per contra, did not have an effect on the 

children’s lexical knowledge of English (Kuppens 2007). Notwithstanding, she immediately 

adds that that they do have a positive influence on the difficulty of the words. Additionally, 

Kuppens (2007) states that there are no significant differences between boys and girls with 
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regard to the number of words that they learn through media, even though boys scored better 

on the vocabulary test. 

 Other research on the influence of media was done by Siona Houthuys (2011). She 

made a comparison between Flemish and Walloon children acquiring English prior to English 

instruction and also investigated to what extent language contact through media stimulates the 

acquisition process. Houthuys (2011) found that watching English television programmes, 

listening to English music, playing English games and surfing on the internet all have a 

positive effect on the English vocabulary of Flemish teenagers. Remarkably, travelling to a 

country where English is the primary language did not seem to be an influencing factor. 

Houthuys (2011: 97) states: “A possible explanation is that on holiday everything is arranged 

by the parents or the holiday responsible. In other words, the adults are the main speakers.” 

Again, no differences were discovered between boys and girls acquiring English (Houthuys 

2011). 

 Charlotte Lippens (2010) and Caroline Lippens (2010) also made significant 

contributions to this domain of second language learning. We will discuss their research in 

more detail in the next chapter. 

 

2.3 Previous research on the English of secondary school children 

prior to English instruction  

 

 Before we commence with the actual presentation of my investigation, it is necessary 

to first take a look at the studies by Charlotte and Caroline Lippens, for they dealt with the 

same research question as mine. In a way, my own research can be regarded as an extension 

and continuation of theirs. At the end of this dissertation my results will be compared and 

contrasted to their outcomes. In the second part of this chapter we will focus on the 

vocabulary test that I used to assay the children’s active knowledge of English, namely the 

Peabody Picture Vocabulary Test. This way of examining is quite new in Flanders and was 

not yet available at the time Charlotte and Caroline Lippens conducted their research. 

Therefore, it is interesting to investigate whether or not the results will differ using another 

type of vocabulary test. After a short description of the Peabody Picture Vocabulary Test, we 

will discuss previous studies that made use of it. 
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2.3.1 The studies by Charlotte and Caroline Lippens 

 

 Very similar to my own study, Charlotte Lippens (2010) aimed at examining the active 

English vocabulary of secondary school children before formal instruction at school. Together 

with her sister, Charlotte Lippens (2010) composed a written vocabulary test of 324 words, 

which could be subdivided in different semantic categories. While I only look at children 

from ASO, she considered pupils from all three levels of education (ASO, TSO and B-

Stream). The hypothesis was that B-Stream students spend more time in front of the television 

and on their computer, and are thus more exposed to English than children from ASO and 

TSO. She thought that this would result in a larger English vocabulary for the B-Stream 

informants. However, this was not the case. 

 Surprisingly, she discovered major differences between the three levels of education 

in the number of words that children know, “especially between the B-stream and the other 

two” (Charlotte Lippens 2010: 127). Charlotte Lippens (2010: 128) explains: “I believe that 

the exposure to English in their extra-curricular activities plays an important role, as do the 

informants’ attitude towards English, their level of education, their motivation and their level 

of concentration during the test.” Overall, the results showed that the majority of the 

informants failed to answer half of the words correctly. Charlotte Lippens (2010: 128) 

concludes: “Nevertheless, even though the scores on the test differ to a certain degree, it is 

reasonable to state that the informants have a basic of English vocabulary, which differs in 

size for each individual.” 

 Caroline Lippens (2010) coordinately investigated the spontaneous acquisition of 

English of secondary school children prior to formal instruction. Since Caroline and Charlotte 

carried out their research together, Caroline’s study is based on the same data and results as 

the study of Charlotte. In contrast with her sister, Caroline Lippens (2010) aimed particularly 

at determining which extracurricular activities are key factors in the children’s acquisition of 

English as an L2. She came to the conclusion that watching English television programmes, 

listening to English music and playing English games were the three most important factors 

that influenced this process (Caroline Lippens 2010: 140).  

Concerning the first factor, Caroline Lippens (2010) found that the majority of the 

informants watch subtitled English television programmes up to one hour every day of the 

week. English programmes that are not subtitled, on the other hand, are never watched by a 
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vast majority of the children. Besides watching English television programmes, listening to 

English music also proved to be an influential factor. The majority of the informants show a 

preference for English (instead of Dutch) music and, furthermore, claim that they mostly 

understand the lyrics (Caroline Lippens 2010: 143). With respect to both watching English 

television programmes and listening to English music, Caroline Lippens (2010: 143) 

concludes: “in short, we can say that one’s attitude towards an L2 has an influence on the 

extent to which one is exposed to the language.” 

 

2.3.2 The Peabody Picture Vocabulary Test 

 

 Unlike Charlotte and Caroline Lippens (2010) who created their own vocabulary test, I 

will be working with a standardized test designed to examine a person’s vocabulary. The 

Peabody Picture Vocabulary Test (Fourth Edition) was originally composed to analyse the 

receptive vocabulary of both children and adults. It is constructed on the basis of sets of 

pictures, whereby “the examinee selects the picture that best illustrates the meaning of a 

stimulus word spoken by the examiner” (Dunn & Dunn 2007: 1). Although it is primarily 

intended to investigate a learner’s passive knowledge of English, it can be used to test one’s 

active vocabulary as well. Dunn & Dunn (2007: 1) further explain: “The sets are arranged in 

order of increasing difficulty so that the examiner can easily administer only the sets 

appropriate for the examinee’s vocabulary level.” The pictures in the first few sets are very 

discernible and obvious, which makes them highly suitable for testing the children’s active 

vocabulary of the English language. 

The Peabody Picture Vocabulary Test (PPVT) is quite known among scholars who are 

working in the field of SLA. Previous editions have been widely used to examine children’s 

passive knowledge of English. This edition, however, since it is relatively recent, has only 

been utilized in a limited number of studies. In 2012, for example, Holt et al. (2012: 853) 

evaluated the receptive vocabulary of preschool- and school-aged children who use cochlear 

implants, with the fourth edition of the PPVT. Typically, research with this test focusses on 

passive knowledge of native speakers of English. No one, as far as I know at least, made use 

of the Peabody Picture Vocabulary Test to inspect the productive knowledge of non-native 

speakers of English. I believe this is a major gap in the literature that is definitely worth 

exploring.  
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3 Methodology 
 

3.1 Informants 

 

 This master dissertation targets children from the first year of secondary school who 

never had English instruction at school before. Moreover, my research concentrates 

specifically on pupils from General Secondary Education, which is labelled ASO (Algemeen 

Secundair Onderwijs) in Belgium. Children from TSO and B-Stream were not included here. 

However, since this is only the first year of secondary school we should bear in mind that 

some students might choose another type of education after a certain period of time. I 

conducted my research at the Don Bosco College in Zwijnaarde, which is located in East-

Flanders. I decided to perform the investigation at that particular institution because it is my 

former school and I knew they would be cooperative and welcome me with open arms. 

Considering that all pupils at that age have uniformly no experience with English at school, 

there was no point to incorporate multiple schools in the investigation. 

 In total, 118 informants from five different classes took part in my research. The 

classes that participated were, in chronological order, 1.1, 1.5, 1.9, 1.4 and 1.10. Each group 

consisted of at least 20 pupils. Almost all of the informants were born in the year 2000, 

indicating that they are either twelve or thirteen years old. Two students were only eleven at 

the moment the investigation was conducted. From the 118 participants, there are 71 boys and 

47 girls. Before the actual study commenced, I asked the children about their native language. 

Conveniently, all the informants happened to be Flemish who speak Dutch as their mother 

tongue. Only a very limited few were raised in both Dutch and French. No one uses English 

as his first language. For this reason, the L1 of the children and their ethnic backgrounds were 

not taken into account as factors that might influence the acquisition process. Furthermore, I 

did also not consider the children’s curriculum. Whether they are students of Latin or not (as 

is the traditional choice in the Flemish education system in the first year) was not deemed 

relevant because both branches of study do not contain English lessons in the first year. Since 

all informants are exposed to English in the same way, it will be interesting to see which 

media form stimulates the children’s productive vocabulary of English the most. 
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3.2 Data collection 

 

 For practical (and justifiable) reasons, Don Bosco only granted permission to 

implement my research during the absence of a teacher. Hence, I was forced to collect my 

data at three different days: Wednesday the 20th (one class), Thursday the 21st (one class) and 

Friday the 22nd (three classes) of February 2013. For every group, I was allotted a time slot of 

50 minutes, which coincided more or less with the time required to gather all of the data 

necessary. The same procedure was utilized each time. At the beginning, I presented myself 

as a student of English-Spanish at Ghent University. I notified that I was doing research on 

the English vocabulary of secondary school children who had never had formal lessons of 

English. No further information was given to the informants. In the best interest of the 

research, it seemed profitable to keep them as ignorant as possible. 

 First of all, I asked the students to keep a diary for the duration of one week (from the 

23rd of February till the 1st of March) in which they had to appoint through what 

extracurricular activities they came into contact with English. Originally, it was the intention 

to compose a diary for two weeks, yet after some contemplation upon the subject I decided 

that one week would be much safer. Since this was not a school-related assignment, a diary 

for the period of two weeks would definitely increase the risk that many informants lose 

interest and just fill in randomly or simply forget to hand it in. The diary I compiled contained 

space where the participants could write down the English television programmes/films they 

watched, the English songs they listened to, the English books they read, the English websites 

they consulted and the English games they played. In order not to discourage the youngsters, I 

emphasized that this would only take them five minutes each day and that it would be more 

fun than their average school task. 

Secondly, I also included a questionnaire for the informants to fill in. I explicitly 

informed them that they were only allowed to complete the questionnaire after they had 

finished the diary. This was particularly stressed because, in my opinion, children generally 

do not realize how often they are confronted with English through various media. The idea 

was that, by means of keeping a diary, the pupils would gain a better insight in their own 

extracurricular behaviour. This will have improved, without a doubt, the accuracy with which 

the questions were answered. The questionnaire I created was partly based on the list of 

questions that Caroline Lippens (2010) drew up for her research. My version was slightly 



36 
 

abridged and limited to four pages. Again, I wanted to avoid that the children would be 

disheartened by an overly long enquiry. I know from experience that most people, let alone 

twelve year olds, do not take the time to answer enduring examinations in all seriousness.  

Accordingly, the questionnaire only consisted of those questions that were directly 

relevant for my investigation. Apart from the questions related to the children’s contact with 

the various media, I also inserted questions about their language background and previous 

experience with English. Dunn & Dunn (2007: 6) express in their manual the importance of 

this with regard to the vocabulary test: “To make a valid interpretation of an examinee’s 

PPVT-4 test results, the examiner must consider and record any special characteristics of the 

examinee that could affect performance, such as language background…” When I had 

finished explaining the assignment, I insisted that they all wrote down in their diaries that I 

would be picking up the diary and the questionnaire on the 4th of March 2013.  

Afterwards, we moved on to the next stage of the investigation: the vocabulary test. As 

already mentioned in section 2.3.2, I utilized the Peabody Picture Vocabulary Test to look at 

the children’s active knowledge of English. But we will elaborate on this part of the data 

collection in the next chapter. On the 4th of March 2013, as agreed upon, I went back to the 

Don Bosco College to collect all the diaries and questionnaires. Somewhat expectedly, a 

number of students forgot theirs at home. I returned the next day (the 5th of March 2013) to 

collect the remaining ones. Only 8 out of 118 informants never handed in their sheets. A draft 

of both the dairy and the questionnaire is included in the appendix at the end of this 

dissertation. 

 

3.3 The vocabulary test 

 

 To guarantee that everything happened according to plan during the test, a few 

preparations had to be made upfront. First, because the words in the PPVT4 are constructed in 

an increasing difficulty, I had to determine how far I could go with my informants without 

being unreasonable. I used my sister (19 years old and not a student of English) as a guinea-

pig and took the test for the first time with her. It became apparent that the items from set 5 

onwards were not self-evident anymore, making them unsuitable to test one’s productive 

vocabulary (and especially the productive vocabulary of children from the first year of 
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secondary school). Consequently, I decided to include sets 1 to 4 in the actual examination. In 

total, the test consisted of 48 words from various semantic fields. 

The method to collect this part of the data was another problem that had to be 

overcome. Dunn & Dunn (2007: 5) recommend that testing should be done individually and 

add that it “should take place in a quiet, private room, away from distractions.” Nevertheless, 

in practice, this was not doable. I did not have the time, nor the permission of the school, to 

test 118 informants individually (bearing in mind that each test lasts about twenty minutes). 

Thus, I invented a way that would allow me to conduct the test for a whole class at the same 

time. I photographed the pictures that I needed from the PPVT4 testing pack and assimilated 

them in a power point presentation. Every slide corresponded with one picture from the 

PPVT4 testing pack.  

The Peabody Picture Vocabulary Test can be utilized splendidly as a basic picture-

naming test. Each picture consists of 4 images, which very often show a certain kinship (for 

example 4 images of animals). The images are accompanied by a corresponding number (1, 2, 

3 or 4). All I had to do for each picture was say a number and then the children were supposed 

to write down the English name for that particular item. Naturally, I examined the words that 

were provided in the PPVT4 answer pack. The vocabulary test comprises two types of items. 

The participants either have to give the appropriate name for the item given, or they have to 

describe with one word what the person on the image is doing. I made use of the two 

examples included in the testing pack (boy and sleeping) to make sure the examinees were 

clear to their purpose. At the start of the vocabulary test, all students knew exactly what they 

were supposed to do. 

When distributing the answer sheets, I reassured the students that spelling mistakes 

would not matter in the final evaluation of the results. As long as they spelled the word 

phonetically correct, it would not be considered an error. This test is aimed at determining the 

active vocabulary of English; therefore, I do not expect the participants to know how to write 

the words correctly. It is important to make this abundantly clear to the informants; otherwise 

they might hesitate to fill in an answer. Furthermore, I also stressed that they should not be 

ashamed if they do not know many English words. After all, they never had formal instruction 

of English, so it would not be abnormal if they failed the test. A copy of the answer sheet is 

also added to the appendix. 
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The vocabulary test itself took about twenty minutes to complete. I allowed the 

students to think 15 seconds about every question. Naturally, if someone raised their hand and 

asked me to wait a little longer, I did. Sometimes, it occurred that the pupils could not see 

what the image was exactly depicting and they would ask me additional questions. For 

example, with regard to item 5, the children would ask me whether this was the image of a 

duck or a goose. Since there would be no reason to put them on a side-track or arouse 

confusion, I responded (in Dutch of course) that we are looking for the English word for 

‘eend’ (duck). Only on a few occasions, I explicitly pronounced the Dutch word. Yet, overall, 

I tried to say as little as possible during the course of the test. Additional questions of the 

informants that might possibly aid them to come up with the right answer were not responded 

to. I withheld them from any information, clues or hints that could lead them to the correct 

answer.  

Even though this way of examining is very practical to deal with a large group of 

informants, it also has disadvantages. Occasionally, there were pupils who blurted out the 

(correct or incorrect) answer during the test. Undeniably, this will have influenced the results 

to some extent. From time to time, I had to remind the participants that testing should take 

place in absolute silence. In general, shouting correct answers out loud remained limited to a 

minimum. Two groups took the test under the supervision of a substitute teacher. This really 

kept them very quiet and concentrated. The other three groups were alone with me. Some 

individuals of the second class (on Thursday) I examined were noisy and at times hard to 

handle, probably because it was the last hour of the day. However, the vast majority of the 

informants were very cooperative and seemed to enjoy the test. 

 

3.4 Data analysis 

 

 Once all the data (of both the vocabulary test and the questionnaire) was accumulated, 

and double-checked to make sure nothing was omitted, the descriptive statistics of the results 

were determined. This entails, among others, the mean (average), median, minimum and 

maximum, range and standard deviation. Subsequently, I performed a one-way analysis of 

variance to connect the general score with the variables from the questionnaire. 
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4 The English productive vocabulary of Flemish pupils 

prior to English instruction  

 

4.1 Research question 

 

 The first part of this study investigates the lexical knowledge of English of secondary 

school (ASO) children before the formal input of English at school. We will discuss the 

number of English words that these Flemish pupils are able to produce actively. Given the 

fact that they were never formally instructed in English, their current proficiency in the 

language is due to their every-day contact with various media. In this chapter, we will analyse 

on the basis of the results of the vocabulary test how many words they know actively. 

Furthermore, we will compare our findings with the study by Charlotte Lippens (2010), who 

concluded that the scores differ significantly from individual to individual. In addition, it is 

also interesting to see not only how much they know, but also what they know. Therefore, we 

will divide our words from the test in different semantic categories and analyse with which 

kinds of semantic domains Flemish pupils are most familiar with. The last part of this chapter 

focusses on the influence that social factors have on the English productive vocabulary of 

secondary school children. 

 

4.2 Results and discussion 

 

4.2.1 General results 

 

 Before we start with the actual presentation of the results, it is important to first test 

the normality of the general score. A normal distribution is required to perform a one-way 

analysis of variance later on. A QQ-plot of the general score, as presented below, verifies that 

we do in fact have a normal distribution. 
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Figure 3. Normal QQ-plot of the general score 

 

 As explained earlier, 118 informants took part in the vocabulary test that consisted of 

48 different items. The figure below displays the descriptive statistics of the general score. 

The horizontal axis represents the general scores, whereas the frequency is presented on the 

vertical axis. The frequency indicates the number of informants that obtained a particular 

score. 
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Figure 4. Histogram of the general score (‘totaalscore’) 

 

 The histogram reveals that the average score (mean) is 23.76, in other words, just 

below half. If we round up this number, we can state that the average participant was able to 

answer half of the words correctly. This immediately indicates that Flemish teenagers who 

never had English lessons already acquired a more than well-developed basis of English 

vocabulary. Compared to the study by Charlotte Lippens (2010), where the majority of pupils 

failed the test, my informants have slightly better average scores. Yet it would be dangerous 

to draw general conclusions from this, considering that she utilized a whole different type of 

vocabulary test that, moreover, included a larger number of words. 

 The lowest obtained score turns out to be 7, whereas the best student answered a total 

of 45 out of 48 words correctly. The wide distribution between the lowest score and the 

highest score is striking and confirms the impression I had when I was examining the 

informants. For several children, this vocabulary test was a demanding undertaking because 

they had very little experience with English. Others felt more comfortable during the test and 

were proud because they were able to fill in many English words. Some of them even mocked 

their fellow students who were unable to find the English translation. Strictly speaking, the 
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number of English words these children know differs significantly from individual to 

individual. This observation corresponds to the findings of Charlotte Lippens (2010). 

 A standard deviation of 9.436 is rather high, yet it could have been much higher. 

Although there is a large gap between the minimum score and the maximum score, it should 

be noted that these scores are not extremely low or high. The worst student (a boy) was still 

able to fill in 7 words correctly and the best student (also a boy) still made 3 mistakes. That, in 

combination with the fact that every word on the list was found by at least one person, clearly 

demonstrates that the Peabody Picture Vocabulary Test is a neatly balanced vocabulary test, 

ideal for testing the active lexical knowledge of secondary school children in Flanders. 

 

4.2.2 Semantic categories 

 

4.2.2.1 General statistics 

 

 Partly based on the classification provided in the PPVT4 manual, I divided the 48 

words into 11 semantic categories: Actions (9), Adjectives (2), Animals (6), Body parts (5), 

Buildings & geographical scenes (5), Clothing & accessories (2), Food (3), Household objects 

& toys (4), Musical instruments (2), Tools & vehicles (3) and Other (7). The following chart 

represents the scores of our participants on the different semantic groups. Bear in mind that 

each category contains a different number of elements. 

Table 1. Descriptive statistics of the scores on the different semantic categories 

 N Mean Minimum Maximum Std. Deviation 

Actions 118 3,9915 ,00 9,00 2,00212 

Adjectives 118 1,0847 ,00 2,00 ,64816 

Animals 118 2,8305 1,00 6,00 1,37937 

Body parts 118 2,3220 ,00 5,00 1,17583 

Buildings/geographical scenes 118 2,2034 ,00 5,00 1,09825 

Clothing/ accessories 118 ,9237 ,00 2,00 ,60138 

Food 118 1,5424 ,00 3,00 1,00123 

Household objects/ toys 118 2,1695 ,00 4,00 1,08056 
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Musical instruments 118 ,8305 ,00 2,00 ,77686 

Tools/ vehicles 118 1,4915 ,00 3,00 ,94955 

Other 118 4,3729 1,00 7,00 1,48380 

 

 Table 1 illustrates that the minimum score for each semantic category is almost always 

zero. The two exceptions are the categories Animals and Other with a minimum score of 1. 

This indicates that every child is able to name at least one animal in English. Apart from 

animals children seem to have a good knowledge of the words which I classified under the 

label ‘Other’, especially because the average score for that category is very high, in 

comparison with the other groups. However, a minimum score of 1 could also imply that the 

categories Animals and Other simply contain a specific word that was considerably easy for 

all informants. Remarkably, the maximum score for each semantic group coincides with the 

number of elements, in other words, the highest score possible. Again, this confirms the status 

of the PPVT4 as an excellent way of examining the productive vocabulary. This observation 

indicates that the vocabulary test was certainly not too difficult. Ideally, it would have been 

possible for a non-native child without any formal history of English to obtain a maximum 

score of 48. 

 

4.2.2.2 Overview of the different semantic categories 

 

 In the following paragraphs we will take a look at the constitution of the different 

semantic groups. We will briefly discuss the special features and striking aspects of each 

category. A complete overview of the total scores per word is included in the appendix. 

 The category Actions is the largest semantic group on the list. For this type of words 

the informants had to describe with one word what the person on the image was doing. As a 

matter of fact, this category is an accumulation of nine verbs: eating, jumping, reading, 

painting, dancing, kicking, throwing, juggling and dressing. With an average score of 3.9915 

(out of 9), this category was by far the most difficult one. Apparently, children have more 

trouble denominating verbs than they have with the production of English nouns. It might be 

the case that children, through their contact with various media, become acquainted with 

English terminology, rather than with words that express actions. Whatever the case may be, 

this is a major outcome. The most frequently produced words in this category were dancing 
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and eating, whereas dressing and juggling were only guessed by a limited number of 

participants. Interestingly, kicking (or shooting, as I also accepted that for a correct answer) 

and juggling were mainly produced by male informants. A possible explanation is that these 

are sport-related terms and occur repeatedly in football programmes and football games (such 

as FIFA for example, a game that I noticed several times in the children’s diaries). 

 The vocabulary test included two adjectives: empty and happy. During the 

examination, these were the only items where I deliberately gave additional information. It 

had to be made clear that the images were referring to adjectives instead of nouns; otherwise 

no one would have answered those questions correctly. I told them that they should try to 

describe the mood or condition depicted on the image. The average score of approximately 1 

out of 2 is hardly surprising. The vast majority of informants was able to fill in happy and 

failed to fill in empty. Since the vocabulary test only consists of 2 adjectives (one of them 

relatively easy and the other relatively difficult) it is not possible to draw a general conclusion 

from this. For this reason, we cannot compare the children’s production of adjectives with the 

production of nouns or verbs. Despite the explanation I gave, some students filled in glass 

instead of empty, but I believe that was mainly because they did not know the English 

translation of the Dutch term leeg. Other attempts such as not full were equally condemned.   

 Thirdly, we can differentiate six animal names: dog, duck, turtle, fly, squirrel and 

penguin. Table 1 already indicated that every child knows at least 1 animal in English. I can 

immediately add that everyone, all 118 informants, filled in the word dog. Moreover, dog is 

the only word included in the vocabulary test that everyone answered correctly. Genuinely, 

this definitely makes sense because a dog is the most known and prototypical (domestic) 

animal all around the world. Yet, it is striking that every twelve-year-old in Flanders has 

heard of the English translation of it in some way. Penguin, on the other hand, was the least 

frequently produced animal. Because of the close affinity with its Dutch equivalent (pinguïn), 

I had to be very strict on the spelling of the word. The second letter needed to be an e, 

otherwise there would be no proof that the children could in fact produce that word actively in 

English. This was probably the main reason why so few people answered it correctly. Even 

more strikingly, four participants filled in feet when confronted with the image of a penguin. 

At first, I could not wrap my mind around this strange conduct because this made absolutely 

no sense at all. It struck me a few weeks later that there is a famous animated movie about 

penguins, entitled Happy Feet. These particular pupils, who were obviously familiar with the 

movie, must have actually thought that feet was the English translation for pinguïn. This 
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confirms the influence that television has on teenagers in Flanders. With regard to the other 

animals I also accepted swan (instead of duck), bug or mosquito (instead of fly) and chipmunk 

(instead of squirrel). Students might have become acquainted with the English word bug 

through computer games or the animated movie A Bug’s Life. A possible source of influence 

for the word chipmunk is the movie Alvin and the Chipmunks. 

 Besides animals, several body parts were questioned as well: foot, mouth, toe, elbow 

and shoulder. Most pupils were able to produce foot (or feet) and shoulder, probably because 

of the close resemblance with the Dutch terms. Contrarily, very few pupils knew how to 

translate teen into English. This finding coincides with the results of Charlotte Lippens 

(2010), who also observed that toe was the least frequently produced body part. It should be 

noted that the body parts, more discernible than other categories, were rarely spelled 

correctly. Very often I read things like fiet, scholder and mauwt. Naturally, such answers are 

correct because you can obviously tell that the children know these words actively. 

 The fifth semantic group, Buildings & geographical scenes, consists of five items: 

fence, castle, farm, fountain and roof. The most frequently produced word was castle, 

followed directly by farm. These locations often function as the main settings in various 

movies. This could explain why so many informants were familiar with the words. In the case 

of farm, there is evidence that points to another source of influence. Five participants 

translated boerderij as farmville. Farmville is currently one of the most popular games on the 

social network site Facebook, and is played by many secondary school children. Manifestly, 

several pupils became acquainted with the word farm through that particular game. In relation 

to castle, I also approved synonyms like fort and palace. The word fence was the least 

produced word of this semantic group. Only 8 out of 118 participants gave fence as an 

answer. The alternative wall was not considered correct. 

 The category Clothing & accessories assembles two words: shoe and belt. The 

statistics show that the English word shoe was considerably easier than belt. Most children 

filled in shoe and failed to fill in belt. Interestingly, many informants wrote down the plural 

shoes, even though the PPVT4 displayed an image of a single shoe. I believe that 

advertisement plays a significant role in this phenomenon. Many commercials and slogans in 

Flanders use the plural shoes (for example the advertising video of Zalando) and never 

mention the singular term.  



46 
 

 Food is the next semantic category and includes banana, cookie and carrot. The non-

fruit item cookie was best known and correctly answered by 87 informants. Other responses 

such as cook, coke, cupcake, cake or muffin were all regarded as incorrect. The other words 

were less frequently produced, yet still enough to obtain an average score of 1.5424 for this 

category. Some students wrote down carrotte or carotte instead of carrot. Considering that 

these answers are phonologically correct I had to accept them, but there was of course no way 

of knowing whether these children could actually produce this word actively or whether they 

simply wrote down the French equivalent. 

 The semantic group called Household objects & toys accumulates four words: ball, 

spoon, cup and lamp. The most frequently produced word here was ball. Secondly, lamp was 

also known by the majority of informants. This observation coincides again with the findings 

of Charlotte Lippens (2010). In her discussion of the category ‘elements in and around the 

house’ (which also included the word ball), she states that “it is fair to say that the words that 

are most frequently produced are analogous to Dutch”  (Charlotte Lippens 2010: 85). Indeed, 

the words ball and lamp are the same in Dutch and English (spelling not taken into account), 

whereas spoon and cup have completely different equivalents in Dutch. 

 Furthermore, the vocabulary test targeted two musical instruments: drum and whistle. 

In the light of what we have just discussed in the previous category, the word drum is 

expected to be produced more than whistle because it is analogous to Dutch. Strangely 

enough, this is not the case. Drum was answered correctly by 47 informants, whereas whistle 

was answered correctly by 51 informants. This is definitely a very striking feature. 

Admittedly, several students filled in flute (which I also regarded as correct), however, this 

does not explain why still so many pupils knew how to produce (the relatively difficult word) 

whistle. According to me, pop music had a major influence here. At the time the investigation 

was conducted, Flo Rida’s song Whistle was one of the most popular songs among 

youngsters. I am convinced that it has influenced the active vocabulary of several teenagers, 

especially those who listen to music regularly. 

 The tenth category, Tools & vehicles, consists of three items: bus, pencil and net. Even 

though this group includes two English words that are exactly the same in Dutch (bus and 

net), the average score (1.4915) is fairly low. Apparently, many students did not realize that it 

was this obvious and were afraid to fill in an answer. The least frequently produced word of 

this category was pencil (or crayon). It was produced correctly by 29 % of the informants, 
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whereas in the study by Charlotte Lippens (2010), who also included this item in her 

vocabulary test, pencil was only answered correctly by 1 % of the informants. It is unclear 

why so few people knew how to produce pencil in the test of Charlotte Lippens (2010). 

 The last semantic group is a collection of diverse elements and has been labelled 

Other. It consists of seven words: flower, red, square, fire, gift, feather and cobweb. As 

already mentioned in 4.2.2.1, this group has the highest average score of all categories. The 

most frequently produced words were red and fire, followed directly by flower. These were 

answered correctly by nearly every informant, apart from a few exceptions. In fourth place we 

have cobweb, although no one actually produced this term. Most students wrote either web or 

spider web. The least frequently produced words were square and feather. The alternative 

quadrangle (instead of square) was also considered correct. In the case of gift, many 

synonyms were possible. Words such as present, surprise and pack were all regarded as 

correct. 

 

4.2.3 Influence of social factors on the general score 

 

4.2.3.1 Gender 

 

 

Figure 5. Average score of both sexes 
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 In total, 71 boys and 47 girls participated in the vocabulary test. This means that 

approximately 60 % of the informants are male and 40 % is female. As we can deduce from 

the graph above, boys scored slightly better than girls. The male pupils obtained an average 

score of 24.14 (out of 48), whereas the female pupils have a mean score of 23.19. 

Remarkably, the maximum score (45 out of 48) and the minimum score (7 out of 48) on the 

test were both obtained by a boy.  

Yet, Figure 5 also clearly shows that the difference between boys and girls is hardly 

perceptible. A one-way ANOVA analysis of the gender variable, as represented below, 

illustrates that the gender difference is not significant at all with regard to the general score (p 

> 0.05). This brings us to the conclusion that gender is a negligible factor in the vocabulary 

acquisition of secondary school children. 

 

Table 2. One-way ANOVA analysis of general score versus gender 

ANOVA by general score 

 Sum of 

Squares df Mean Square F Sig. 

gender Between Groups 7,618 35 ,218 ,864 ,680 

Within Groups 20,662 82 ,252   

Total 28,280 117    
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4.2.3.2 Age 

 

 

Figure 6. Average score of the different age groups 
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Figure 6 reveals that the youngest participants have the highest average score (28.00). 

However, since this group only consists of two members, no conclusions can be drawn from 

this result. The graph shows that there is barely a difference noticeable between the other two 
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Table 3. One-way ANOVA analysis of general score versus age 

ANOVA by general score 

 Sum of 

Squares df Mean Square F Sig. 

age Between Groups 6,970 35 ,199 ,864 ,680 

Within Groups 18,903 82 ,231   

Total 25,873 117    

 

4.2.3.3 Language background 

 

 Besides gender and age, I also wanted to investigate whether language background 

plays a role in the English vocabulary acquisition of our informants. It has already been 

mentioned that none of the children who participated in this research speak English as a first 

language at home (no one gave a confirmative answer on the first question of the 

questionnaire). Yet, it does not rule out the possibility that they have spoken English 

previously in another way. To ascertain which of the pupils have had formal contact with 

English in the past, I included two questions in the questionnaire concerning their background 

of English (question 2 and 3, see appendix). The first question asks the students if they have 

ever lived in England or America; the second question examines if they have ever taken 

formal English courses. The following graph gives an overview of the informants and their 

formal backgrounds of English. 
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Figure 7. Overview of the informants and their formal backgrounds 

 

 A first remark, before we start analysing Figure 7, is that only the results of 108 

informants are known. This means that 91.5 % of all the pupils who took the vocabulary test 

filled in these questions. As mentioned earlier, eight students never handed in the 
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affect the English productive vocabulary of our informants.  
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Table 4. One-way ANOVA analysis of general score versus language background 

ANOVA by general score 

 Sum of 

Squares df Mean Square F Sig. 

Lived in England Between Groups ,491 35 ,014 2,019 ,006 

Within Groups ,500 72 ,007   

Total ,991 107    

English courses Between Groups 3,096 35 ,088 ,939 ,572 

Within Groups 6,783 72 ,094   

Total 9,880 107    

 

 The one-way ANOVA analysis of the first variable indicates that the connection with 

the general score is highly significant (0.001< p = 0.006 < 0.01). It presupposes that someone 

who has lived in an English-speaking country has a larger lexical knowledge of English than 

someone who has not. In normal circumstances this would sound very plausible. However, 

based on our foreknowledge of the informant in question, we have to contradict this outcome. 

Considering that the informant had no memory of her period in England, it could not have 

influenced her current proficiency in the language. The fact that she obtained a more than 

average score can be regarded as a coincidence. In reality, since none of the participants have 

consciously lived in England before, we cannot investigate the impact of this variable on the 

productive vocabulary of secondary school children. 

 Surprisingly, a previous formal knowledge of English does not appear to be significant 

in relation to the general score (p > 0.05). Spontaneously, one would expect that those who 

have had English instruction in the past would obtain high scores on the vocabulary test. This 

assumption proved to be false. The eleven informants that claimed to have had English 

lessons obtained an average score of 25.63 (out of 48), which is not outstanding at all. It is 

unclear why these pupils did not perform better on the test. Maybe some of them either 

misinterpreted the question in the questionnaire or simply filled in the wrong answer. It could 

also be the case that the English instruction these students had did not really improve their 

active vocabulary, or only to a minor extent. Considering that none of the informants show 
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evidence of a serious formal English background, I saw no reason to exclude anyone from the 

analyses in the next chapter. 

 

4.3 Conclusion 

 

 In this chapter, by means of the Peabody Picture Vocabulary Test (Fourth Edition), we 

examined the English productive vocabulary of 118 twelve-and-thirteen-year-olds. The 

research brings about diverse end results. Every pupil possesses his own particular set of 

lexical words. Some students simply have a larger productive vocabulary than others. In 

general, it is safe to say that these children, even though they have never had English lessons 

at school before, already acquired a fairly broad English lexicon for their age. The results of 

the vocabulary test demonstrate that the average student was able to produce half of the words 

correctly. Compared to the outcomes of Charlotte Lippens (2010), who conducted her study 

three years ago, we can observe that, statistically speaking, more students know how to 

produce certain lexical items (such as pencil and dog). However, it would be dangerous to 

draw conclusions from this. 

 An overview of the different lexical categories has taught us that the children are 

familiar with various semantic domains. For each semantic group, at least one person obtained 

the maximum score. The images depicting actions turned out to be the most difficult ones for 

the pupils to denominate, indicating that they have more trouble with English verbs than with 

English nouns. The words that were most frequently produced, on the other hand, were often 

those with a close resemblance to their Dutch equivalents. What has also become apparent 

during the analysis of the children’s answers is the influence that popular media have on the 

acquisition process. The unusual high occurrence of answers such as juggling (through 

games), (Happy) Feet (through television), farmville (through internet), shoes (through 

advertisement) and whistle (through music) indicates the impact that extracurricular activities 

have on the English vocabulary of secondary school children. 

 Social factors such as age, gender and language background play no role in the 

acquisition of English productive vocabulary, at least not in this study. This observation 

corroborates our hypothesis that these children were mainly influenced by popular media. In 

the next chapter, we will see to what extent these actually had a positive effect on the general 

scores of the test. 
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5 The influence of popular media on the English 

productive vocabulary of secondary school children 
 

5.1 Research question 

 

 This second part of the dissertation focusses on the children’s incidental acquisition of 

English through their exposure to popular media. On the basis of the results of the 

questionnaire, I will investigate the influence of media such as watching English television 

programmes, listening to English music, playing English games, reading English books and 

surfing the internet. Caroline Lippens (2010) concluded in her research that the first three 

factors are key elements in the productive vocabulary acquisition of secondary school 

children. The results of this study will be compared to the outcomes of Caroline Lippens 

(2010) to see if they match. At first, I want to examine through which popular channels the 

informants believe they have picked up most English words. Afterwards, each extracurricular 

activity will be dealt with separately. For each activity, it will be determined how much time 

the children are exposed to it and, moreover, I will investigate if the time of exposure has a 

decisive impact on the general scores. In the last section of this chapter, we will take a look at 

the differences between boys and girls with regard to their extracurricular activities. 

 

5.2 Results and discussion 

 

5.2.1 Exposure through extracurricular activities 

 

 Question 5 of the questionnaire (see appendix) inquired about the students’ 

extracurricular activities. I asked them through which popular channels they had acquired 

most of the English words they know. The students were given a choice between watching 

English television programmes/films, listening to English music, reading English books, 

surfing on the internet and playing English games. They were also given the liberty to add 

other activities. Naturally, I allowed the pupils to indicate multiple answers. This question 

was also included on the answer sheet of the vocabulary test. Hence, all 118 informants filled 

in an answer. The results are represented below. 
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Figure 8. Exposure to English through extracurricular activities 

 

 Figure 8 confirms the original hypothesis that Flemish youngsters come into contact 

with English mainly via popular media. The vast majority of informants casted several votes, 

thereby claiming that they learn English through various extracurricular activities at the same 

time. The most popular media are television (89 votes) and music (87 votes), followed by 

English games (62 votes). The high frequency with which these three channels were indicated 

is not really surprising and coincides completely with the findings of Caroline Lippens 

(2010). Accordingly, Houthuys (2011) drew the same conclusion in the analysis of her 

Flemish informants. 

 Fifty-two people argue that they have acquired English words by surfing on the 

internet. Apparently, reading English books is not a popular way to learn English. Only two 

students picked up some English vocabulary through this channel. Finally, twenty-one 

participants stated that they have learned English words via other extracurricular activities. 

Several students enlisted activities such as travelling to English-speaking countries, talking to 

English contacts or hearing English expressions in their environment from relatives and 

friends. One informant mentioned the presence of English on posters and signs, another has 

learned English by listening to English football matches. One particular student also wrote 

down that he attended a language camp two years ago. This last argument is of course an 

intentional way of learning. In what follows, we will investigate what extracurricular 

activities had a significant impact on the general scores of the informants. 

0

10

20

30

40

50

60

70

80

90

Number of votes for each extracurricular activity

89 87

2

52

62

21

Television

Music

Books

Internet

Games

Other



56 
 

5.2.2 English television programmes and films 

 

5.2.2.1 Subtitled English television programmes and films 

 

 The informants were asked to indicate how many hours a day they spend watching 

subtitled English television programmes and/or films (question 6, see appendix). The answers 

of 109 students (92.4 % of all informants) were taken into account. 

 

Figure 9. Amount of time a day watching subtitled English television programmes/films 

 

 As can be seen in the graph above, the majority of informants watch subtitled English 

television programmes/films at least half an hour a day and one hour at most. It is important 

to note that only two students spend more than two hours a day watching subtitled English 

television programmes. No one surpasses the limit of three hours a day. Remarkably, eight 

informants claim never to watch English television programmes or films at all. The children’s 

diaries give us an insight in what programmes and films are popular among youngsters. Many 

pupils, especially girls, enjoy watching subtitled English programmes on Disney Channel 

such as iCarly and Wizards of Waverly Place. Other popular programmes indicated were Got 

Talent Worldwide, The Simpsons and Bones. The most frequently watched films were 

Tomorrow Never Dies, Spiderman 3 and Transporter 2. Conveniently, these were all 

broadcast on Flemish television during the week I asked my informants to keep a diary. 
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Figure 10. General scores in relation to the amount of time watching subtitled English TV 

 

 Figure 10 represents the average scores of each different time-group. It is striking that 

those who never watch English television programmes have the lowest average score (15.12). 

This outcome implies that students need to be exposed to English subtitled television 

programmes in order to achieve a decent English vocabulary. The amount of time watching 

subtitled English TV does not seem to matter. The one-way ANOVA analysis indicates no 

significant differences between the groups (p > 0.05). However, the graph shows a rising 

trend with regard to the first four groups. Only the ones who watch more than 2 hours are 

characterized again by a lower average score (20.5). This could denote that too much 

exposure to subtitled English television programmes/films is unfavourable for the children’s 

vocabulary acquisition. But, given the fact that this last group only consists of two pupils, and 

consequently has little representative value, we could leave these results out of consideration. 

In general, it is safe to say that watching subtitled English television programmes and films 

has a positive effect on the children’s lexical knowledge. The more they watch, the better 

chance they have at obtaining a higher score on the vocabulary test. 

 Interestingly, the informants who spent a lot of time a day watching subtitled English 

television programmes/films scored significantly higher on actions and adjectives than those 

who spent less time watching television (0.01 < p < 0.05). Apparently, subtitled English 

television programmes stimulate the acquisition of English verbs and adjectives. The evidence 

is accumulated below in Tables 5 and 6. 
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Table 5. One-way ANOVA analysis of score Actions versus amount of time spent watching 

subtitled English television programmes/films 

ANOVA by score Actions 

 Sum of 

Squares df Mean Square F Sig. 

subtitled English TV Between Groups 16,824 9 1,869 2,343 ,019 

Within Groups 78,974 99 ,798   

Total 95,798 108    

 

Table 6. One-way ANOVA analysis of score Adjectives versus amount of time spent 

watching subtitled English television programmes/films 

ANOVA by score Adjectives 

 Sum of 

Squares df Mean Square F Sig. 

subtitled English TV Between Groups 6,465 2 3,232 3,835 ,025 

Within Groups 89,333 106 ,843   

Total 95,798 108    

 

5.2.2.2 English television programmes and films without subtitles 

 

 In addition to the previous question, the informants were also asked to indicate how 

many hours a day they spend watching English programmes and/or films that are not subtitled 

(question 7, see appendix). In total, 108 students (91.5 % of all informants) filled in an answer 

to this question. 
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Figure 11. Amount of time watching English television programmes/films without subtitles 

 

 Figure 11 clearly illustrates that the majority of informants never watch English 

programmes without subtitles. The explanation could be that watching TV programmes 

without subtitles already requires a certain level of English proficiency that most youngsters 

do not yet have. As for the ones who do watch English television programmes without 

subtitles, a minority watches more than 30 minutes a day.  Surprisingly, one participant 

indicated that she watches English programmes/films without subtitles more than 3 hours a 

day. This is particularly strange because the girl claims never to watch subtitled programmes, 

yet in her diary she only enlists programmes (for example iCarly) that are definitely subtitled. 

Moreover, she obtained a fairly low score on the vocabulary test (12 out of 48). It is likely 

that this student misinterpreted the question.  
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Figure 12. General scores versus the amount of time watching English TV without subtitles 

 

 In relation to the general scores, we can observe the same phenomenon as we observed 

with the English subtitled television programmes/films. The first part of the graph shows a 

rising tendency. The informants who watch English TV without subtitles between one hour 

and two hours a day obtained the highest average score (29.63). The last two time-groups 

have lower average scores and therefore the one-way ANOVA analysis indicates no 

significant relation between the different groups and the general scores (p > 0.05). However, 

because the last two time-groups have almost no statistical power (containing respectively 2 

pupils and 1 pupil), we can exclude them from the analysis. Thus, next to watching subtitled 

English programmes, watching English television without subtitles also proves to be an 

influencing factor in the children’s English vocabulary acquisition. The more they watch, the 

more English words they should be able to pick up incidentally. 

 

5.2.2.3 Number of days spent watching English television programmes and films 

 

 I also included two questions in the questionnaire that asked the informants about the 

number of days a week they watch English television programmes/films, both with subtitles 

(question 8) and without subtitles (question 9). For this variable, I decided to focus solely on 

the number of days they watch English TV, regardless of whether it is subtitled or not. The 

answers of 110 students (93.2 % of all informants) were assembled. 
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Figure 13. Number of days a week watching English television programmes and films 

 

 The graph illustrates a great variety of viewing habits among our ASO informants. As 

we have already learned before, eight students never watch English television programmes at 

all. Fifteen pupils, on the other hand, claim to watch English programmes or films on a daily 

basis. Most informants watch English television programmes/films three days a week. In fact, 

the majority spends at least three days a week doing so. Only a limited few watch English 

television programmes six days a week. 
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Figure 14. General scores in relation to the amount of days a week watching English TV 

 

 As can be seen in Figure 14, there is a huge difference in average scores between those 

who never watch English television programmes and those who watch English television 

programmes every day of the week. The first group has an average score of 15.12, whereas 

the last group has an average score of 29.27 out of 48. It is very striking that the informants 

who never watch TV obtained the lowest average score on the vocabulary test and that the 

informants who most regularly watch English programmes obtained the highest average 

score. This supports the belief that youngsters necessarily need to be exposed to English 

television programmes in order to gain an acceptable mastery of the vocabulary of the 

language. The differences between the groups in the middle are less conspicuous and not 

significant enough (p > 0.05) to draw general conclusions about the relation between the 

average scores and the number of days. Yet, the graph above shows that the students who 

watch English programmes at least four days a week  have considerably higher scores than 

those who watch television less than four days a week. It suggests that the number of days 

watching English TV probably has an influence on the children’s lexical knowledge of 

English. 
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5.2.3 English music 

 

5.2.3.1 Amount of time spent listening to English music 

 

 The informants were asked to write down how many hours a day they listen to English 

music (question 12, see appendix). In total, 105 students (89 % of all informants) answered 

this question. 

 

Figure 15. Amount of time a day listening to English music 

 

 The vast majority of informants listen to English music up to one hour a day. It is 

apparent, however, that the largest group (42 pupils) listens no more than 30 minutes to 

English songs on a (school) day. Five students claim never to listen to English music, at least 

not voluntarily. The same number of students, on the other hand, is exposed to English music 

more than three hours a day. Additionally, I asked the informants to inscribe in their diaries 

the songs they most frequently listened to that day. At the time the investigation was 

conducted, Passenger’s Let Her Go was the most popular song among the children. It was 

indicated by 22 % of the informants. Many students also wrote down Scream & Shout 

(Will.I.Am ft. Britney Spears) and I Knew You Were Trouble (Taylor Swift), which complete 

the top three. Other popular songs were Diamonds (Rihanna), Skyfall (Adele), Gangnam Style 

(Psy), Whistle (Flo Rida) and Thrift Shop (Macklemore & Ryan Lewis). 
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Figure 16. General scores in relation to the amount of time a day listening to English music 

 

 The graph above does not reveal any perceivable tendencies with regard to the relation 

between the general scores and the amount of time our informants spent listening to English 

music. Indeed, the results of the one-way ANOVA analysis point out that there are no 

significant differences between the different time-groups (p > 0.05). Peculiarly, the pupils 

who listen to English music up to half an hour a day obtained the highest average score 

(25.74). What is striking, though, is that the ones who never listen to English music obtained 

the lowest score. They have an average score of 19.2 out of 48, which is considerably less 

than the other groups.  

This might indicate that children who have no contact with English through music 

generally have a smaller English lexicon than the ones who do sometimes listen to English 

music. Children who are familiar with English songs might pick up certain words, giving 

them an advantage in the vocabulary test. The high production of the word whistle during the 

examination can function as an example to support this idea. Many students must have made 

the connection with Flo Rida’s song. However, in general, English music has no significant 

influence on the general results. The amount of time pupils are exposed to English music does 

not matter at all. This brings us to the conclusion that this particular extracurricular activity 

plays no role in the incidental L2 acquisition of the children. 
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5.2.3.2 Lyrics of the English songs 

 

 Listening to English music is one thing, understanding what is being sung, however, is 

a whole different achievement. Hence, I wanted to find out if the participants generally 

understand the lyrics of the songs they listen to (question 14, see appendix). The answers of 

104 students (88.1 % of all informants) could be taken into account. 

 

Figure 17. Do you generally understand the lyrics of the English songs you listen to? 

 

 As illustrated in Figure 17, twenty-seven informants answered negatively to the 

question if they understand the lyrics of the English songs. This group includes the five 

students who never listen willingly to English music. Twenty-three pupils sometimes 

understand what the lyrics of the English songs mean. Nonetheless, the majority of informants 

(54 students) claim that they generally do have an understanding of the lyrics of the English 

songs they listen to. 
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Figure 18. General scores in relation to the children’s understanding of the English lyrics 

 

 An examination of the graph above learns us that the average scores calculated for 

each group are everything but surprising. The informants who do not understand the lyrics of 

the English songs obtained the lowest average score (18.22), whereas the informants who 

claim to understand generally what is being sung obtained the highest average score (27.89). 

The ones who indicated that they sometimes understand the English lyrics only scored slightly 

better than the first group with a mean score of 19.83.  

When we take a look at Figure 18, the rising trend is definitely noteworthy. Yet, it 

would be dangerous to draw general conclusions from this. The fact that those with an 

understanding of English songs have high scores on the test does not necessarily imply that 

this variable affects the children’s second language acquisition. On the contrary, it is more 

likely that it is the other way around, meaning that the informants who already have a well-

developed level of English proficiency are able to understand the English songs. A one-way 

ANOVA analysis confirms that there are no significant differences to be found between the 

groups (p > 0.05). The graph above merely demonstrates that the informants were honest 

when they filled in this question. Furthermore, it indicates that they are very realistic in 

properly assessing their own lexical knowledge of English. 
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5.2.4 English books 

 

 Question 15 of the questionnaire (see appendix) inquired about the informants’ 

reading habits. The students were asked to indicate on a list one of the following possibilities: 

(1) ‘I read more Dutch books than English books’, (2) ‘I read more English books than Dutch 

books’, (3) ‘I only read Dutch books’, (4) ‘I only read English books’ and (5) ‘I never read 

books’. Moreover, should they read English books, I wanted to know why. With respect to 

this question, the answers of 105 students (89 % of all informants) were processed. 

 

Figure 19. Reading habits of the informants 

 

 The graph above shows a clear unanimity among the informants. Ninety-three students 

indicated that they exclusively read Dutch books. Only three pupils suggest that they read (or 

have ever read) English books. Nine participants claim never to read books, even though they 

are supposed to read some literature for their school assignments. Remarkably, seven of them 

are boys. None of the informants exclusively reads English books or reads more English 

books than Dutch books. Furthermore, no English books were listed in the diaries. The reason 

why so few people read English literature is probably because it already requires a high level 

of English proficiency. Our informants are generally too young to be familiar with English 

books. 
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 One of the three informants who indicated the first option explained that she 

sometimes reads English manuals, which is of course not the same as reading a book. The 

other two (both girls) have in fact read an English book in the past. The first girl is the one we 

already discussed in section 4.2.3.3. She was the only one to have ever lived in an English-

speaking country. With regard to this question, she added that she has read one English book 

because her mother told her to do so. Sometimes old (English) friends from her parents come 

over and her mother wants her to be able to converse with them. This particular student scored 

42 out of 48 on the vocabulary test. The second girl wrote down that she has read the English 

version of her favourite book, which she had already read several times in Dutch. She 

obtained a score of 44 out of 48 on the vocabulary test. 

 It is striking that the informants who have ever read an English book obtained very 

high scores on the vocabulary test. Nevertheless, this does not necessarily imply that reading 

English books stimulates the L2 acquisition. Possibly, those two students already had a good 

level of English proficiency. Moreover, since this group has almost no statistical power (it 

only consists of two informants), we cannot afford to make generalizations. Therefore, the 

average scores of the different groups were not calculated. Further research on this should be 

conducted to investigate whether or not reading English books has a positive effect on the 

children’s lexical knowledge of English. 

 

5.2.5 Surfing on the internet 

 

5.2.5.1 Amount of time spent surfing on the internet 

 

 The informants were asked to indicate how many hours a day they spend surfing on 

the internet (question 16, see appendix). In total, 107 students (90.7 % of all informants) 

answered this question. 
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Figure 20. Amount of time a day surfing on the internet 

 

 The ones who surf on the internet up to thirty minutes a day constitute the largest 

group (37 informants). Many students also spend up to one hour or two hours surfing on the 

internet. Only three informants claim that they surf on the internet more than three hours a 

day. Remarkably, one participant never uses the internet at all, which is pretty rare for a 

teenager in the second decade of the 21st century. Somewhat expectedly, the social network 

site Facebook and the video-sharing website YouTube were most frequently consulted by the 

informants. Several pupils also wrote down that they consulted Google. 
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Figure 21. General scores in relation to the amount of time a day surfing on the internet 

 

 With regard to Figure 21, I should immediately clarify that we can ignore the first 

group, for it only presents the general score of one particular student. The average scores of 

the next three groups are quite similar and do not differ radically. Though, the informants who 

spend between thirty minutes and one hour surfing on the internet score slightly better with an 

average score of 24.77. There is a gap noticeable, however, with the informants who spend 

more than two hours surfing on the internet. The ones who surf more than three hours a day 

even obtain an extremely high average score of 32 out of 48. 

 The one-way ANOVA analysis of the general scores versus the amount of time spent 

surfing on the internet reveals a significant difference between the first time-groups and the 

last time-groups (0.01 < p = 0.042 < 0.05). This demonstrates that being exposed to the 

internet for a large amount of time positively influences the children’s incidental vocabulary 

acquisition. An exposure of more than three hours a day possibly leads to a better 

understanding of the English lexicon. 
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Table 7. One-way ANOVA analysis of general score versus amount of time spent surfing on 

the internet 

ANOVA by general score 

 
 

Sum of 

Squares df Mean Square F Sig. 

Surfing on the Net Between Groups 53,298 34 1,568 1,627 ,042 

Within Groups 69,356 72 ,963   

Total 122,654 106    

 

5.2.5.2 Chatting with English contacts 

 

 In relation to this extracurricular activity, I also wanted to know if the informants 

occasionally chat with English friends or acquaintances (question 17, see appendix). The 

answers of 107 students (90.7 % of all informants) could be taken into account. 

 

Figure 22. Do you sometimes chat with English friends or acquaintances? 

 

 As illustrated in the graph above, the vast majority of informants (eighty-seven pupils) 
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never chat with English contacts. Only twenty participants claim that they occasionally come 

into contact with English friends or acquaintances through the internet.  

 

Figure 23. General scores in relation to the children’s contact with English via chatting 

 

 Figure 23 reveals that the group of informants who never chat with English contacts 

obtained a mean score of 22.33, whereas the others, who do chat with English contacts, 

obtained an average score of 28.2. A one-way ANOVA analysis of variance, as presented 

below, indicates that there is a significant difference between the children’s contact with 

English via chatting and their general scores (0.01 < p = 0.030 < 0.05). The more teenagers 

chat with English friends or acquaintances, the higher their level of English will be. In all 

probability, the ones who engage in chatting already possess a basic set of language skills. 

Yet, in general, it is safe to say that chatting with English contacts on the internet stimulates 

the children’s productive vocabulary of English. 
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Table 8. One-way ANOVA analysis of general score versus the children’s contact with 

English via chatting 

ANOVA by general score 

 
 

Sum of 

Squares df Mean Square F Sig. 

English chatting Between Groups 7,246 34 ,213 1,702 ,030 

Within Groups 9,015 72 ,125   

Total 16,262 106    

 

5.2.6 English games 

 

5.2.6.1 Amount of time spent playing English games 

 

 Gaming is the last extracurricular activity we will be discussing in this study. In 

question 19 (see appendix) the participants were asked to indicate how many hours a day they 

play English games. In total, the answers of 107 students (90.7 % of all informants) were 

assembled. 

 

Figure 24. Amount of time a day playing English games 
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 A first striking observation is that twenty-eight informants do not engage in this 

specific extracurricular activity, which is a fairly large number compared to the other media 

channels. Moreover, the ones who never play English games constitute the second largest 

group. The largest group consists of those students who spend up to thirty minutes a day 

gaming. In general, the majority of informants play English games, but no more than one hour 

a day. Only four pupils surpass the limit of two hours. Two of them even claim to play 

English games more than three hours a day. In the discussion of the average scores, I will 

unite the last two time-groups into one because separately they have no statistical power. The 

children’s diaries denote that a wide variety of games is played by secondary school children. 

The boys most frequently play Call of Duty and FIFA, whereas girls show a preference for 

The Sims. Other popular games indicated by both sexes were Temple Run, Grand Theft Auto, 

Subway Surfers, Minecraft and Jetpack Joyride. 

 

 

Figure 25. General scores in relation to the amount of time playing English games 

 

 More or less the same phenomenon occurs as we saw with the variable for time spent 

surfing on the internet. The average scores of the first three time-groups barely differ from 

each other. Surprisingly, the informants who are not exposed to this channel did not obtain the 

lowest average score, as is often the case. The lowest average score (21.5) was obtained by 

those who play English games between thirty minutes and one hour a day. Once the student is 

exposed for more than one hour, it does seem to have a positive effect on the general score. 
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The students playing English games between one hour and two hours a day scored best with 

an average score of 29.47. The tendencies observed in the graph suggest that playing games 

for a brief period of time has no influence on the children’s English vocabulary acquisition. It 

only becomes effective when they are exposed to it for more than one hour a day.  

However, a one-way ANOVA analysis of the general scores versus the amount of time 

playing English games shows no significant differences (p > 0.05) and, consequently, does 

not allow us to make transparent conclusions. It should be noted that a lot also depends on the 

type of game that the pupils play. Games such as Call of Duty and FIFA, which introduce 

many English game-related terms and in which the players often communicate with each 

other via chatting rooms, will most likely enable the children to learn English. Other games 

like Temple Run for instance, in which the player simply has to run away from a monster, do 

not involve English expressions or a specific terminology. It is highly unlikely that games 

such as that have an impact on the language skills of the children. 

 

5.2.6.2 Number of days spent playing English games 

 

 Finally, the informants were also asked to indicate how many days a week they play 

English games (question 20, see appendix). The answers of 109 students (92.4 % of all 

informants) were accumulated. 

 

Figure 26. Number of days a week playing English games 
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 As can be seen in the graph above, the twenty-eight informants who never play 

English games constitute the largest group. Most students are occupied with this 

extracurricular activity a few days a week. A minority plays English games more than four 

days. Those who play games six days a week are the smallest group. Ten students claim to 

play English games on a daily basis. 

 

 

Figure 27. General scores in relation to the number of days a week playing English games 

 

 Apparently, the number of days that one plays English games has no impact on the 

vocabulary acquisition. Figure 27 clearly shows that there are no marked differences between 

the various groups. The informants who spent two days playing English games obtained the 

lowest average score (20.4). Remarkably, the ones who play games three days a week scored 

surprisingly high with a mean score of 26.54. The pupils that come into contact with English 

games every day have in fact  obtained the highest average score (29.5), yet this is not enough 

to detect a relation between the number of days playing English games and the scores 

obtained on the vocabulary test. A one-way ANOVA analysis confirms that there are no 

significant differences to be found (p > 0.05). 
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5.2.7 Gender differences 

 

 In this last section, I will discuss the influence of popular media on the test results of 

boys and girls separately. Additional one-way ANOVA analyses will be performed to 

investigate which gender type is most positively influenced by the various extracurricular 

activities. Only the influence of the time of exposure to a certain channel will be considered 

here. Naturally, my focus will be exclusively on the significant features of each analysis. The 

impact of reading English books on both sexes could not be investigated because this study 

does not include male participants that have ever read English literature. 

 

5.2.7.1 Watching English television programmes and films 

 

Table 9. One-way ANOVA analysis of watching subtitled English TV versus general score of 

boys and girls separately  

ANOVA by subtitled English TV  

gender 

Sum of 

Squares df Mean Square F Sig. 

male general score Between Groups 943,151 4 235,788 2,961 ,027 

Within Groups 4618,119 58 79,623   

Total 5561,270 62    

female general score Between Groups 333,242 4 83,311 ,945 ,448 

Within Groups 3615,214 41 88,176   

Total 3948,457 45    

 

 We have already demonstrated that watching subtitled English television programmes 

and films has a positive influence on the children’s lexical knowledge. The chart above 

illustrates that only the male informants who watch a lot of English subtitled television 

perform significantly better on the vocabulary test (0.01 < p = 0.027 < 0.05). Strangely 

enough, watching subtitled English television programmes does not seem to improve the 

English vocabulary of the girls (p > 0.05). 
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Table 10. One-way ANOVA analysis of watching English TV without subtitles versus 

general score of boys and girls separately 

ANOVA by English TV without subtitles  

gender 

Sum of 

Squares df Mean Square F Sig. 

male general score Between Groups 675,913 4 168,978 2,063 ,098 

Within Groups 4669,135 57 81,915   

Total 5345,048 61    

female general score Between Groups 885,001 5 177,000 2,311 ,062 

Within Groups 3063,456 40 76,586   

Total 3948,457 45    

 

 Watching English television programmes without subtitles also seemed to be an 

influencing factor in the children’s vocabulary acquisition, even though no significant 

differences were found. When we analyse the results of boys and girls separately, as 

represented in Table 10, the same conclusion can be drawn. The amount of time a boy or girl 

is exposed to English programmes without subtitles does not significantly influence the L2 

acquisition. Yet, the p-value of both males and females (respectively 0.098 and 0.062) points 

at a relation that is almost significant, indicating that watching English TV programmes and 

films without subtitles possibly aids in acquiring a better level of English proficiency. 
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Table 11. One-way ANOVA analysis of number of days watching English TV versus scores 

of boys and girls separately 

ANOVA by number of days watching English TV 

gender 

Sum of 

Squares df Mean Square F Sig. 

male general score Between Groups 1588,274 7 226,896 3,198 ,006 

Within Groups 3973,336 56 70,952   

Total 5561,609 63    

score animals Between Groups 34,178 7 4,883 3,053 ,009 

Within Groups 89,572 56 1,600   

Total 123,750 63    

score other Between Groups 40,349 7 5,764 3,314 ,005 

Within Groups 97,401 56 1,739   

Total 137,750 63    

female general score Between Groups 615,011 7 87,859 1,002 ,445 

Within Groups 3333,445 38 87,722   

Total 3948,457 45    

 

 The chart above reveals significant differences between boys and girls with regard to 

the influence the number of days one watches English television has. A general analysis 

indicated that there was no significant relation. The p-value of the female informants confirms 

this (p > 0.05). The p-value of the male informants, on the other hand, is highly significant 

(0.001 < p = 0.006 < 0.01). This illustrates that the more days boys watch English television, 

the higher their score on the test is. Such a relation cannot be applied to girls. Furthermore, 

what is striking is that the boys who spend many days watching English programmes scored 

very high on the semantic categories Animals and Other. This confirms the hypothesis that 

many English animal names are adopted through the exposure to television. Though, this only 

is the case for boys. In sum, next to the amount of time boys watch subtitled TV, the number 

of days they watch it also positively influences their vocabulary acquisition. 
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5.2.7.2 Listening to English music 

 

Table 12. One-way ANOVA analysis of listening to English music versus general score of 

boys and girls separately 

ANOVA by English music 

gender 

Sum of 

Squares df Mean Square F Sig. 

male general score Between Groups 431,527 5 86,305 ,953 ,455 

Within Groups 4889,056 54 90,538   

Total 5320,583 59    

female general score Between Groups 178,735 5 35,747 ,370 ,866 

Within Groups 3766,065 39 96,566   

Total 3944,800 44    

 

 It already became apparent that this variable had no significant influence on the 

general scores. A split analysis of the results of boys and girls separately brings us to the same 

conclusion (p > 0.05). In other words, listening to English music has not proven to be an 

influential factor with respect to the children’s productive vocabulary of English.  
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5.2.7.3 Surfing on the internet 

 

Table 13. One-way ANOVA analysis of surfing on the Net versus scores of boys and girls 

separately 

ANOVA by surfing on the Net 

gender 

Sum of 

Squares df Mean Square F Sig. 

male general score Between Groups 1098,011 5 219,602 2,844 ,024 

Within Groups 4246,350 55 77,206   

Total 5344,361 60    

buildings Between Groups 18,763 5 3,753 3,837 ,005 

Within Groups 53,794 55 ,978   

Total 72,557 60    

other Between Groups 40,587 5 8,117 4,896 ,001 

Within Groups 91,183 55 1,658   

Total 131,770 60    

female general score Between Groups 365,723 4 91,431 1,046 ,395 

Within Groups 3582,733 41 87,384   

Total 3948,457 45    

 

 In relation to this popular media channel, I concluded earlier in this paper that being 

exposed to internet for a large amount of time significantly influences the children’s 

incidental vocabulary acquisition. Table 14 further indicates that this does not hold true for 

the female informants (p > 0.05). Apparently, only the boys score better according to the time 

they spend surfing on the internet (0.01 < p= 0.024 < 0.05). Those who spend a lot of time 

surfing on the internet even obtained extremely high scores on the categories Buildings & 

geographical scenes and Other. 
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5.2.7.4 Playing English games 

 

Table 14. One-way ANOVA analysis of playing English games versus scores of boys and 

girls separately 

ANOVA by English games 

gender 

Sum of 

Squares df Mean Square F Sig. 

male general score Between Groups 1457,683 5 291,537 4,126 ,003 

Within Groups 3886,677 55 70,667   

Total 5344,361 60    

actions Between Groups 61,944 5 12,389 3,685 ,006 

Within Groups 184,908 55 3,362   

Total 246,852 60    

body parts Between Groups 20,325 5 4,065 3,769 ,005 

Within Groups 59,315 55 1,078   

Total 79,639 60    

buildings Between Groups 23,268 5 4,654 5,193 ,001 

Within Groups 49,289 55 ,896   

Total 72,557 60    

household Between Groups 17,742 5 3,548 3,838 ,005 

Within Groups 50,848 55 ,925   

Total 68,590 60    

female general score Between Groups 172,172 3 57,391 ,638 ,595 

Within Groups 3776,284 42 89,912   

Total 3948,457 45    
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 In general, the amount of time spent playing English games has not proven to be 

significantly influential. When we take a look at the split analyses of boys and girls separately 

the results are absolutely astonishing. The p-value of the male informants is highly significant 

(0.001 < p= 0.003 < 0.01), whereas the girls show no significant results at all. This indicates 

that boys pick up many English words by playing English games. As mentioned before, the 

male participants very often play games such as FIFA and Call of Duty. It is safe to say that 

these games have a far more instructive value than the type of games that girls play (such as 

The Sims). Playing English games is especially beneficial for the boys’ knowledge of words 

belonging to the following semantic domains: Actions, Body parts, Buildings & geographical 

scenes and Household objects & Toys. 

 

Table 15. One-way ANOVA analysis of number of days playing English games versus scores 

of boys and girls separately 

ANOVA by number of days playing English games 

gender 

Sum of 

Squares df Mean Square F Sig. 

male general score Between Groups 1073,990 7 153,427 1,975 ,075 

Within Groups 4271,724 55 77,668   

Total 5345,714 62    

female general score Between Groups 630,755 6 105,126 1,236 ,309 

Within Groups 3317,702 39 85,069   

Total 3948,457 45    

 

 Remarkably, in contrast with the amount of time a day, the number of days that one 

dedicates to the playing of English games has no considerable impact on the general scores of 

both boys and girls (p > 0.05). However, the p-value of the male informants points towards a 

possible influence. 
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5.3 Conclusion 

 

 In this chapter, by means of a questionnaire, I investigated to what extent secondary 

school children in Flanders are exposed to English through popular media. I specifically 

aimed at determining the impact on the children’s spontaneous L2 acquisition of 

extracurricular activities such as watching English television programmes and films, listening 

to English music, reading English books, consulting English websites and playing English 

games. In general, the study has proven that popular media considerably influence the 

informants’ competence in English. The results of the questionnaire show that watching 

English programmes, listening to English songs and playing English games are regarded by 

the students as the three most effective factors in the English vocabulary acquisition. This 

observation coincides completely with the findings of Caroline Lippens (2010). 

 However, when we link the outcomes of the questionnaire with the general scores of 

the vocabulary test, we are confronted with different results. Surprisingly, surfing on the 

internet turned out to be the most significant factor that influences the children’s productive 

vocabulary of English. Pupils who spent more than two hours a day surfing on the internet 

obtained high scores on the vocabulary test. In addition, the minority of students that 

sometimes chat with English contacts also scored significantly better than the others. Another 

influencing factor is watching English television programmes and films. The more time the 

informants spent watching English television programmes (both subtitled and without 

subtitles), the higher their mark on the vocabulary test. In contrast, listening to English music 

and playing English games did not significantly influence the English vocabulary acquisition 

of my informants, which is different from the results of Caroline Lippens (2010). The role of 

reading English books could not be investigated since my research only included two students 

that participated in this extracurricular activity. 

 Surprisingly, only the boys seem to be affected by extracurricular activities. There is 

absolutely no correlation between the amount of time girls are exposed to popular media and 

their general scores. The vocabulary acquisition of the boys, on the other hand, is positively 

influenced by watching English television programmes, surfing on the internet and, also, 

playing English games. Listening to music did not stimulate the L2 acquisition of the male 

informants. 

 



85 
 

6 General conclusions 
 

 In the introduction to this dissertation, I already mentioned that Flemish youngsters 

seem to acquire English vocabulary with a minimum of effort. They easily pick up English 

words and expressions from their environment without even realizing it. My research 

focussed on the incidental English vocabulary acquisition of children from the first year of 

secondary school through their exposure to popular media. The study was conducted with 118 

pupils from ASO (General Secondary Education) who had never had English lessons at 

school before. 

 First, determined to find out how many English words these children are already able 

to produce actively, I examined the children’s lexical knowledge of English by means of the 

Peabody Picture Vocabulary test. Naturally, we cannot point out with any real certainty how 

much English words an average twelve-year-old knows actively, since the test only consists 

of forty-eight items. It is striking, though, that there are big differences between the various 

informants with regard to their general scores. Some students could not fill in more than seven 

words, whereas others obtained a score of 45 out of 48. This demonstrates that all participants 

have their own particular set of lexical words. Given the fact that the mean score is about half 

of the maximum score, we should be able to conclude that youngsters who have never had 

English instruction already acquired a fairly broad English lexicon. 

 Interestingly, these children are familiar with a great variety of words, belonging to 

different semantic domains. Not one item included in the vocabulary test was left unanswered. 

Verbs were the most difficult type of words for the children to produce. English words with a 

close resemblance to Dutch, on the other hand, were most frequently answered correctly. 

Several answers that the students gave such as (Happy) feet, farmville and shoes clearly 

indicate that the informants have been influenced in their vocabulary acquisition by popular 

media. Furthermore, I also investigated the influence of social factors on the general score 

such as age, gender and language background. However, none of these factors appeared to 

have a significant impact on the second language acquisition of our informants. 

 In the second part of this paper, I investigated which extracurricular activities are key 

factors in the children’s spontaneous acquisition process. By means of a questionnaire, the 

students were questioned about their time of exposure to the various popular channels such as 

television, music, books, internet and gaming. Afterwards, the results of the questionnaire 
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were connected to the results of the vocabulary test. The hypothesis that popular media 

positively influence the productive English vocabulary of Flemish youngsters was, for the 

most part, confirmed. The influence of reading English books could not be considered for a 

lack of sufficient relevant data. 

Even though watching English television programmes, listening to English music and playing 

English games were the most highly valued activities by the informants themselves, surfing 

on the internet was overall considered to be the most effective factor in the children’s 

vocabulary acquisition. Being exposed to the internet for a large amount of time significantly 

improved the lexical knowledge of our informants. Moreover, those who sometimes chat with 

English friends or acquaintances obtained a high score on the vocabulary test.  

Watching English television programmes and films (both subtitled and without 

subtitles) also turned out to be a decisive factor in the L2 acquisition. A minimum amount of 

exposure to this channel is required in order to prevent a low score on the test. The more they 

watch English TV, the more English words they should be able to pick up incidentally. 

Remarkably, the amount of time spent listening to English music did not influence the 

informants’ general scores on the test. Playing English games neither appears to be of 

significant importance. 

However, a split one-way ANOVA analysis of the results of boys and girls separately 

has demonstrated that playing English games significantly affects the general scores of the 

boys. This indicates that the type of games boys play (such as FIFA and Call of Duty) have a 

positive effect on the productive English vocabulary, whereas the games that girls play 

involve considerably less contact with English.  

What is probably the most striking observation of this investigation is that only the 

male informants have been positively influenced by extracurricular activities with regard to 

their general scores. A possible explanation is that girls spend less time on these leisure 

activities and dedicate considerably more attention to their school assignments. In sum, we 

can conclude that a prolonged exposure to English television programmes, the internet and 

English games stimulates the children’s second language acquisition. Listening to English 

music was not considered to be effective in any way. 

 

 



87 
 

7 Suggestions for further research 
 

 It would be very interesting to conduct further research with the Peabody Picture 

Vocabulary Test. This dissertation demonstrated that the test is highly suitable for examining 

the active knowledge of English, as well as the receptive. If possible, one could examine the 

participants individually to make sure all the limitations are filtered out. It would also be 

interesting to include more lexical items in a next study to investigate if the children can cope 

with more difficult English terminology. Furthermore, I would advise the creators of the 

Peabody Picture Vocabulary Test to incorporate more adjectives in a next version of the test. 

Only two adjectives were included in my basic test, which is too few to be able to make 

transparent conclusions. 

 In addition, a follow-up study can be done on the 118 informants with whom I 

conducted my research. One could keep track of their progresses and evolutions during their 

first year of English instruction at school. It would be especially interesting to test their lexical 

knowledge of English again, one year from now, to see how much English proficiency they 

have gained. Given the fact that only the boys of this research were positively influenced by 

their time of exposure to extracurricular activities, it is recommendable to further investigate 

why this was not the case for the female informants. Finally, it would also be interesting to 

zoom in on the informants’ preferences and attitudes towards English to see if those are 

factors that influence the acquisition process. 
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9 Appendix 

 

9.1 Vocabulary test 

 

9.1.1 Answer sheet 

 

 

 

 

 

 

Via welk medium heb je de meeste Engelse woorden geleerd? 
Duid aan wat voor jou van toepassing is. Meerdere antwoorden zijn mogelijk. 

o Het kijken naar Engelstalige televisieprogramma’s/ films 

o Het luisteren naar Engelstalige muziek 

o Het lezen van Engelstalige boeken 

o Surfen op internet 

o Gamen 

o Andere: ………………………………………………………………………………………………………………………. 

 

Antwoorden: 

1) .............................................................    25) ........................................................ 

2) …………………………………………………………     26) …………………………………………………... 

3) …………………………………………………………     27) ………………………………………………….... 

4) …………………………………………………………     28) ……………………………………………………. 

5) …………………………………………………………     29) ……………………………………………………. 

6) ………………………………………....................    30) ........................................................ 

7) …………………………………………………………     31) ……………………………………………………. 

8) …………………………………………………………     32) ……………………………………………………. 

9) …………………………………………………………     33) ……………………………………………………. 

10) …………………………………………………………     34) ……………………………………………………. 

11) …………………………………………………………     35) ……………………………………………………. 

12) …………………………………………………………     36) ……………………………………………………. 

Naam:………………………………………………………………………………………………………. 

Geboortedatum: ……………………………………………………………………………………………. 

Geslacht: …………………………………………………………………………………………………… 
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13) …………………………………………………………     37) ……………………………………………………. 

14) …………………………………………………………     38) ……………………………………………………. 

15) …………………………………………………………     39) ……………………………………………………. 

16) …………………………………………………………     40) ……………………………………………………. 

17) …………………………………………………………     41) ……………………………………………………. 

18) …………………………………………………………     42) ………………………………………………….… 

19) …………………………………………………………     43) ……………………………………………………. 

20) …………………………………………………………     44) …………………………………………………… 

21) …………………………………………………………     45) ……………………………………………………. 

22) …………………………………………………………     46) ……………………………………………………. 

23) …………………………………………………………     47) ……………………………………………………. 

24) …………………………………………………………     48) …………………………………………………… 

 
9.1.2 Test results 
 
Number Dutch word English translation Total score  
1 bal ball 100 
2 hond dog 118 
3 lepel spoon 31 
4 voet foot/ feet 105 
5 eend duck/ swan 68 
6 banaan banana 57 
7 schoen shoe/ shoes 93 
8 tas cup 40 
9 eten eating 96 
10 bus bus 83 
11 bloem flower 87 
12 mond mouth 39 
13 potlood pencil/ crayon 34 
14 koek cookie 87 
15 drum drum 47 
16 schildpad turtle 50 
17 rood red 112 
18 springen jumping 93 
19 wortel carrot 39 
20 lezen reading 33 
21 teen toe/ toes 9 
22 riem belt 17 
23 vlieg fly/ bug/ mosquito 50 
24 schilderen painting 39 
25 dansen dancing 101 
26 fluit whistle/ flute 51 
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27 trappen kicking/ shooting 50 
28 lamp lamp 84 
29 vierkant square/ quadrangle 26 
30 hek fence 8 
31 leeg empty 30 
32 blij happy 97 
33 vuur fire/ campfire 108 
34 kasteel castle/ fort/ palace 105 
35 eekhoorn squirrel/ chipmunk 36 
36 werpen throwing 29 
37 boerderij farm 100 
38 pinguïn  penguin 9 
39 geschenk gift/ surprise/ 

present/ pack 
79 

40 veer feather 17 
41 spinneweb cobweb/ web/ spider 

web 
84 

42 elleboog elbow 30 
43 jongleren juggling 9 
44 fontein fountain 19 
45 net net/ fishing net 59 
46 schouder shoulder 90 
47 aankleden dressing 13 
48 dak roof 26 
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9.2 Diary and questionnaire 
 
 

Dagboek 
 

 

 

 Engelstalige 
televisieprogra
mma’s/ films 

Engelstalige 
Muziek (enkel 
liedjes waar je 
vaak naar hebt 
geluisterd die 
dag) 

Engelstalige 
boeken 

Surfen op 
internet 
(Engelstalige 
websites die je 
geraadpleegd 
hebt) 

Gamen 
(Engelstalige 
games die je 
gespeeld hebt) 

Zaterdag 
23/02 

     

Zondag 
24/02 

     

Naam: ……………………………………………………………………………………………………… 

Geboortedatum: …………………………………………………………………………………………… 
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Maandag 
25/02 

     

Dinsdag 
26/02 

     

Woensda
g 27/02 

     

Donderda
g 28/02 
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Vragenlijst 

1. Spreek je thuis Engels? 

o Ja 

o Neen 

 

2. Heb je vroeger nog in Engeland/Amerika gewoond? 

o Ja 

o Neen 

 

3. Heb je in het verleden ooit al Engelse les gekregen? 

o Ja  

o Neen 

 

4. Zou je van jezelf zeggen dat je goed Engels kan spreken? 

o Ja  

o Neen 

Waarom wel/niet? 
…………………………………………………………………………………………
…………………………………………. 
 

5. Via welk medium heb je de meeste Engelse woorden geleerd? 

Duid aan wat voor jou van toepassing is. Meerdere antwoorden zijn mogelijk. 

o Het kijken naar Engelstalige televisieprogramma’s/ films 

o Het luisteren naar Engelstalige muziek 

Vrijdag 
1/03 
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o Het lezen van Engelstalige boeken 

o Surfen op internet 

o Gamen 

o Andere: ………………………………………………………………………………………… 

 

Televisie en films 

6. Hoeveel uur per dag kijk je naar ondertitelde Engelstalige 

televisieprogramma’s/films? Duid aan wat voor jou van toepassing is. 

o Niet 

o Tot 30 minuten per dag 

o 30 minuten tot 1 uur per dag 

o 1 uur tot 1 uur 30 minuten per dag 

o 1 uur 30 minuten tot 2 uur per dag 

o 2 uur 30 minuten tot 3 uur per dag 

o Meer dan 3 uur per dag 

 

7. Hoeveel uur per dag kijk je naar niet-ondertitelde Engelstalige 

televisieprogramma’s/films? Duid aan wat voor jou van toepassing is. 

o Niet 

o Tot 30 minuten per dag 

o 30 minuten tot 1 uur per dag 

o 1 u tot 1 u 30 minuten per dag 

o 1 u 30 minuten tot 2 u per dag 

o 2 u 30 minuten tot 3 u per dag 

o Meer dan 3 uur per dag 

 

8. Hoeveel dagen per week kijk je naar ondertitelde Engelstalige 

televisieprogramma’s/films? Duid aan wat voor jou van toepassing is. 

o Nooit 

o 1 dag per week 

o 2 dagen per week 

o 3 dagen per week 

o 4 dagen per week 

o 5 dagen per week 

o 6 dagen per week 

o 7 dagen per week 
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9. Hoeveel dagen per week kijk je naar niet-ondertitelde Engelstalige 

televisieprogramma’s/films? Duid aan wat voor jou van toepassing is. 

o Nooit 

o 1 dag per week 

o 2 dagen per week 

o 3 dagen per week 

o 4 dagen per week 

o 5 dagen per week 

o 6 dagen per week 

o 7 dagen per week 

 

10. Duid aan wat voor jou van toepassing is. 

o Ik kijk meer naar Nederlandstalige programma’s/films dan naar 

Engelstalige 

o Ik kijk meer naar Engelstalige programma’s/films dan naar 

Nederlandstalige 

o Ik kijk enkel naar Engelstalige programma’s/films 

o Ik kijk enkel naar Nederlandstalige programma’s/films 

Verklaar kort je keuze: 
…………………………………………………………………………………………
…………………………………………………………………………………………
……………………………………………………………………………………. 

11. Duid aan wat voor jou van toepassing is. 

o Ik heb een voorkeur voor Nederlandstalige programma’s/films 

o Ik heb een voorkeur voor Engelstalige programma’s/films met 

Nederlandse ondertiteling  

o Ik heb een voorkeur voor Engelstalige programma’s/films zonder 

Nederlandse ondertiteling (of met Engelse ondertiteling) 

o Ik heb een voorkeur voor gedubde Engelstalige programma’s/films (= 

Nederlandstalige voice-over) 

 

Muziek 

12. Hoeveel uur per dag luister je ongeveer naar Engelstalige muziek? 

……………………………………………………………………………………………………………………… 
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13. Duid aan wat voor jou van toepassing is. 

o Ik heb een voorkeur voor Nederlandstalige muziek 

o Ik heb een voorkeur voor Engelstalige muziek 

o Ik hoor het allebei wel graag 

o Ik luister bijna niet naar muziek 

 

14.  Begrijp je doorgaans de liedjesteksten van de Engelstalige liedjes waar je naar 

luistert? 

o Ja 

o Neen 

o Soms 

 

Boeken 

15.  Duid aan wat voor jou van toepassing is. 

o Ik lees vaker Nederlandstalige boeken dan Engelstalige  

o Ik lees vaker Engelstalige boeken dan Nederlandstalige 

o Ik lees enkel Nederlandstalige boeken 

o Ik lees enkel Engelstalige boeken 

o Ik lees geen boeken 

Indien je soms Engelstalige boeken leest, wat is daar de reden voor?  
…………………………………………………………………………………………
………………………………………… 

 

Internet 

16.  Hoeveel uur per dag surf je op het internet? 

o Niet 

o Tot 30 minuten per dag 

o 30 minuten tot 1 uur per dag 

o 1 uur tot 1 uur 30 minuten per dag 

o 1 uur 30 minuten tot 2 uur per dag 

o 2 uur tot 2 uur 30 minuten per dag 

o 2 uur 30 minuten tot 3 uur per dag 

o Meer dan 3 uur per dag 
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17.  Chat je wel eens met Engelstalige vrienden of kennissen? 

o Ja 

o Neen 

 

18.  Heb je de indruk dat je Engels bijleert door te surfen op het internet? 

o Ja, ik leer er heel veel door bij 

o Ja, toch een aantal woorden of uitdrukkingen 

o Neen 

Games 

19.  Hoeveel uur per dag speel je Engelstalige games? 

o Tot 30 minuten per dag 

o 30 minuten tot 1 uur per dag 

o 1 uur tot 1 uur 30 minuten per dag 

o 1 uur 30 minuten tot 2 uur per dag 

o 2 uur tot 2 uur 30 minuten per dag 

o 2 uur 30 minuten tot 3 uur per dag 

o Meer dan 3 uur per dag 

 

20.  Hoeveel dagen per week speel je Engelstalige games? 

o Nooit 

o 1 dag per week 

o 2 dagen per week 

o 3 dagen per week 

o 4 dagen per week 

o 5 dagen per week 

o 6 dagen per week 

o 7 dagen per week 

 

21.  Indien je veel spelletjes speelt, heb je de indruk dat je daardoor veel Engels 

bijleert? 

o Ja 

o Neen 

 

 

 


