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4  Proficiency in Irish, attitude/motivation and use 
among Leaving Certificate students: Baseline 
data 

4.1  Introduction 

This chapter presents results from the first phase (Time 1) of the study for both the 
Initial Sample and the Target Sample who were selected to participate at Time 2 (see 
section 3.2).  First, reliability data and results for the Student Questionnaire will be 
described (section 4.2 below).  This will be followed (sections 4.3-4.6) by reliability 
data and results for each of the newly designed test instruments – the Listening Test, 
the Speaking Test and the Irish C-Test (ICT).  It will be recalled that the listening test 
and the speaking test together make up the Test of Proficiency in Spoken Irish (TPSI).  
Where available, information will also be presented in relation to the students’ actual 
Leaving Certificate Examination grades in Irish (section 4.7).  Sections 4.8 and 4.9 
will draw together information from all of the main instruments and, by use of 
correlation and regression analyses, link key student background information to their 
achievement in Irish.  To conclude this chapter, the main outcomes of this first phase 
of the study will be summarised and discussed in section 4.10.   

4.2  Student Questionnaire 

4.2.1  Student Questionnaire: Reliability  
Table 4.1 shows mean scores and reliability estimates for the nine Attitude Motivation 
Test Battery (AMTB) based scales used in the Student Questionnaire (see section 
3.3.1).  The reliability estimate used is Cronbach’s alpha (Cronbach, 1951).  This 
measures internal consistency of each scale i.e. the extent to which each item within 
the scale is measuring the same trait.  Alpha (α) is calculated on the basis of the 
average correlation between items and the number of items in each scale (Carmines & 
Zeller, 1979).  
 Alpha coefficients for the AMTB-based scales are shown in column six of Table 4.1.  
The next column gives alpha value ranges for the AMTB in 32 other studies in which 
the battery was used (Gardner, 1985a).  Comparisons between both sets of data 
indicate that the reliability estimates for the scales in the present study are either 
within these ranges or in some cases even higher.   
 The last column of Table 4.1 shows alpha values for scales found in the case of the 
Irish attitude/motivation questionnaire used at primary school (Harris & Murtagh, 
1999).  Items were not exactly the same in the latter study and the present study.  In 
adapting AMTB items for use in primary schools, substantial changes had to be made 
to the original items to take into account the young age of respondents.  For example, 
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in the primary school questionnaire a Likert format (Likert, 1932) was used to test 
items from the scales Desire to Learn Irish and Motivational Intensity whereas 
corresponding questions in the current study used the original multiple-choice format 
as in the AMTB (see Appendix C).  Despite these differences in measurement format, 
the basic statements and numbers of items are comparable across the two Irish studies.  
Comparing data in columns 6 & 8 it can be seen that alpha values are, for the most 
part, slightly higher in the present study (α range: .75 - .95) than in the primary school 
study (α range: .67 - .93).  It may be worth noting that the lowest alpha value for 
AMTB-based scales in the present study is found in the case of Motivational Intensity 
(α=.75).  A similar pattern was found in the primary school study (α=.67).   

 
Table 4.1 

Mean score statistics and reliability coefficients (Cronbach’s alpha) for AMTB-based scales in the 
present study and alpha values from studies using comparable scales 

 
Student Questionnaire 
 

 
Present study 

 
 
AMTB-based scales  

 
N 

stud-
ents

 
N 

items

 
min, 
max 

scores 

 
 

Mean

 
 

SD 

 
 

Alpha

Alpha 
ranges 

Canadian 
students 
learning 
French. 

(Gardner, 
1985a) 

Alpha 
Primary 
pupils 

learning  
Irish. 

  (Harris & 
Murtagh, 

1999) 
Desire to Learn Irish DTLI 234 10 10, 30 20.2  4.8 .89 .81-.93 .82*  
Motivational Intensity MI 226 10 10, 30 20.6  3.9 .75 .69-.90 .67* 
Attitude to Learning Irish ATLI 241 10 10, 70 48.9 17.0 .95 .83-.96       .93 
Irish Course: Utility 238  5  5, 35 25.3  7.4 .90 .78-.93 not used 
Irish Course: Evaluation 236 10 10, 70 45.3 13.8 .95 .79-.95 not used 
Irish Course: Interest 232  5  5, 35 19.3  6.6 .88 .74-.93 not used 
Irish Course: Difficulty 236  5  5, 35 22.6  7.3 .91 .61-.89 not used 
Irish Class Anxiety ICA 241  5    5, 35 16.5  8.7 .88 .67-.85 .77 
Parental Encouragement PE 241 10 10, 70 43.3 12.9 .88  .88 

  * Likert formats used for these two scales (see Harris and Murtagh, 1999: 70).  
 
 It may be worth noting here some of the intercorrelations between the four Irish 
Course Evaluation scales (see section 3.3.1).  Each of the scales were correlated (data 
shown in Appendix I) with each other as well as with the sum of all four measures - 
Total Irish Course Evaluation (ICET).  Irish Course Evaluation scale is very strongly 
linked to both Irish Course Interest (r=.87) and to Irish Course Utility (r=.85).  These 
strong relationships are not unexpected given that ‘Evaluation’ is measured in terms of 
course appeal and worth – concepts which are close to those used in the Irish Course 
Interest and Irish Course Utility scales.  The lower, though significant, correlations 
involving the Irish Course Difficulty factor indicates that course difficulty is a related 
but distinct concept from the other three.   

4.2.2  Student Questionnaire: Results  
In Table 4.2a, mean item ratings for the various AMTB-based scales are shown for 
each of the instructional categories (see section 3.2.1) and the Initial Sample as a 
whole.  These give an idea of how positive this particular group of Leaving Certificate 
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students are in relation to each of the construct measures.  An overall assessment of 
the data shows a strong relationship between Instructional Category and mean ratings 
on attitudinal measures.  As Instructional Category is a nominal variable, eta 
coefficients must be used instead of Pearson r correlations.  The eta values show that 
the differences are significant.  Looking at the three Motivation scales (Desire to Learn 
Irish, Motivational Intensity and Attitude to Learning Irish) it can be seen that mean 
ratings for Instructional Category 2 (Higher Level Irish students in ‘ordinary’ schools) 
fall almost mid-way within the scale.  This suggests that, at best, these students are 
largely neutral about learning Irish and do not make any special effort in relation to 
learning it.  Instructional Category 1 students (Ordinary Level Irish students in 
‘ordinary’ schools) are, on average, negative in relation to learning Irish while 
Instructional Category 3 (‘all-Irish’ school) students are generally positive and show 
that they make an effort in relation to learning the language.    
 

Table 4.2a 
Initial Sample: Mean item ratings for AMTB-based scales by Instructional Category 

 
AMTB-based scales  

N 
 items 

(min, 
max) 

Instructional Category 
    IC1        IC2        IC3 

 
eta 

 
Total 

Desire to Learn Irish  DTLI 10 (1, 3) 1.7 2.0 2.5 .58** 2.0 
Motivational Intensity MI 10 (1, 3) 1.9 2.0 2.3 .39** 2.0 
Attitude to Learning Irish ATLI 10 (1, 7) 3.8 4.9 6.4 .53** 4.9 
Irish Course: Utility  5 (1, 7) 4.2 5.1 6.1 .45** 5.1 
Irish Course: Evaluation 10 (1, 7) 3.9 4.5 5.6 .45** 4.5 
Irish Course: Interest 5 (1, 7) 3.2 3.8 4.9 .44** 3.8 
Irish Course: Difficulty 5 (1, 7) 4.8 5.0 2.9 .58** 4.5 
Irish Class Anxiety  ICA 5 (1, 7) 4.0 3.5 1.9 .45** 3.3 
Parental Encouragement  PE 10 (1, 7) 3.7 4.3 5.3 .45** 4.3 
 

Table 4.2b 
Initial Sample: Comparing standardised* mean item ratings for comparable AMTB-based scales in the 

present study and in other Irish studies 
Present Study Other studies: 

Ordinary Schools 
 
 
 
 
AMTB-based scales  

 
 

Instructional Category 
 
     IC1        IC2           IC3 

 

 
 
 
 

Total 

6th grade 
primary  
pupils 

 (Harris & 
Murtagh, 

1999) 

 2nd /3rd year 
secondary 
students 

(Ó 
Fathaigh, 

1991) 
Desire to Learn Irish  DTLI 2.8 3.3 4.2 3.3   3.0** 2.5 
Motivational Intensity  MI 3.2 3.3 3.8 3.3   3.2** 3.2 
Attitude to Learning Irish  ATLI 2.7 3.5 4.6 3.5       3.3 3.2 
Irish Class Anxiety  ICA 2.9 2.5 1.4 2.4       2.9  
Parental Encouragement  PE 2.6 3.1 3.8 3.1       3.5  

  *In this table the mean ratings were standardised on a scale of 1-5 to facilitate comparisons with the other Irish 
    studies which used a five point rating scale for items instead of the seven point one in the original AMTB. 
**Likert formats used for these two scales (see Harris and Murtagh, 1999: 70).  
 
 Comparing mean item ratings on the three Irish Course measures, Utility, Evaluation 
and Interest, it can be seen that Utility rates highest for all students (5.1).  This would 
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indicate that students may value the Irish course more for its practical or utilitarian 
value rather than for its inherent interest value.  The ratings also vary according to 
instructional category.  Students in Instructional Category 3 (IC3) are relatively 
positive, on average, about the Irish course and generally agree that it is very useful.  
Those in Instructional Category 2 (IC2) also see it as useful but are less likely to see it 
as interesting.  In general, Instructional Category 1 (IC1) students rate their course 
lowest in terms of interest, value it less and are largely neutral regarding its perceived 
utility.  It is worth recalling that even though IC1 students follow a different course 
than IC2 or IC3 in the study, their Ordinary Level Course in Irish shares many 
common elements with the Higher Level Course. 
 The mean rating for Course Difficulty of 4.5 indicates that overall students find the 
Irish course to be above average in terms of difficulty.  In particular, those in 
Instructional Categories 1 and 2 are most likely to see their respective courses as being 
above average in terms of difficulty (mean ratings 4.8; 5).  Instructional Category 3 
students, on the other hand, generally disagree that the course is difficult (mean rating 
= 2.9).  Overall, mean Irish Class Anxiety ratings do not suggest that very high levels 
of anxiety are associated with the Irish lesson.  However, IC1 students are generally 
neutral, i.e. they are less likely to disagree that they experience anxiety.   
 In order to compare our results with those from other studies of students learning 
Irish, the mean ratings for the three groups have been standardised on a scale of 1-5 
(see column 5 of Table 4.2b).  As these studies assessed ‘ordinary’ school students 
only, the ratings will be compared with Instructional Category 1 and Instructional 
Category 2.  In can be seen that, in general, the ratings on Motivation scales in the 
Harris and Murtagh (1999) study of primary school pupils fall somewhere between 
ratings for these same scales for Instructional Category 1 and Instructional Category 2 
students in the present study.  The mean ratings reported for the three equivalent scales 
in a survey of junior secondary school students’ attitudes to Irish (Ó Fathaigh, 1991) 
are closer to that found in Instructional Category 1 in the present study.  Irish Class 
Anxiety in primary school is also similar to that found among Instructional Category 1 
students in the present study.  Student reported Parental Encouragement, however, is 
generally higher in the primary school study than in the present case of students in 
‘ordinary’ secondary schools. 
 Together the comparisons indicate that motivation in the present study is as high, if 
not higher, than that found in late primary and early secondary but that parents may be 
less likely to encourage their children in relation to learning Irish at secondary level.  It 
should be noted here that this comparison of mean ratings is useful only in indicating 
general trends and no firm conclusions can be drawn from them.  This is due to the 
slightly different scoring formats and item wording used in the different studies.   

Self-assessed Ability to Speak Irish (SASI) 
In this section information relating to Self-assessed Ability to Speak in Irish at Time 1 
(SASI-1) which was collected in Section 4 of the Student Questionnaire is described.  
Comparing the data in the last two columns of Table 4.3a below it can be seen that the 
Leaving Certificate students’ self-ratings of speaking ability in Irish are higher than 
those found in surveys of the general adult population (Ó Riagáin & Ó Gliasáin, 
1994).  When we look at how self-assessed ability varied according to instructional 
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category, it will be noted that students from Instructional Category 1 are closest of all 
in terms of ability to the national population.  But even this latter group of students 
rate themselves higher than the general population at the lower end of the spoken Irish 
ability scale.   
 While a half of the general population rate themselves as having ‘no Irish’ or ‘only 
the odd word’, only 6% of Instructional Category 1 students describe their ability at 
this level.  The fact that even 6% of this category rate themselves at such a low level, 
however, given that at the time of the survey they had spent 13 years learning Irish as 
a school subject, is a cause for concern.  (An analysis of these students test results 
shows that they did in fact have low levels of achievement in Irish.)   
 

Table 4.3a 
Student Self-Assessed Ability to Speak Irish at Time 1 (SASI-1): Initial Sample 

Percentage of students 
    Present Study: Initial Sample 

 
 
How would you describe your 
 ability to speak Irish (SASI-1)? 

Instructional Category 
       IC1          IC2         IC3 
    (n=69)    (n=119)     (n=51) 

 
Total 

  n=239* 

Percentage 
of respondents 
1993 National 

Survey** 
(n=976) 

No Irish 2.9   .8 18 
Only the odd word 2.9   .8 32 
A few simple sentences 29.0 6.7  11.7 17 
Parts of conversations 55.1 44.5  38.1 22 
Most conversations 10.1 46.2 15.7 29.3 9 
Native speaker ability  2.5 84.3 19.2 2 

 *The percentages in this column are based on the valid N: Two students did not answer this question.     
** Sample based on electoral register – adults aged 18 or over (Ó Riagáin and Ó Gliasáin, 1994) 
 

Table 4.3b 
Student Self-Assessed Ability to Speak Irish at Time 1 (SASI-1): Target Sample 

and ‘Rest’ of Initial Sample 
Percentage of students  

 
How would you describe your 
ability to speak Irish? (SASI-1) 

Target Sample 
Instructional Category 

       IC1           IC2           IC3 
     (n=27)      (n=52)      (n=16) 

Target 
Sample 
Total 
n=95 

‘Rest’ 
of Initial   
Sample 
(n=144) 

No Irish 7.4   2.1  
Only the odd word     1.4 
A few simple sentences 37.0 7.7  14.7 9.7 
Parts of conversations 51.9 44.2  38.9 37.5 
Most conversations 3.7 48.1 18.8 30.5 28.5 
Native speaker ability   81.3 13.7 22.9 

 
 The majority (84%) of Instructional Category 1 students, however, describe their 
ability as ‘parts of conversations’ (55%) or ‘a few simple sentences’ (29.1%).  In the 
case of Instructional Category 3 students, exactly the same proportion (84%) consider 
themselves to have native-speaker like ability in Irish and none rate themselves below 
the level of ‘most conversations’.  Ratings for Instructional Category 2 students fall 
somewhere in between those for the other two groups but vary more in their 
distribution across self-assessed ability levels.  Almost a half (46.2%) of these 
Instructional Category 2 students consider that they are able to speak Irish at least at 
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the level of ‘most conversations’ while a similar proportion (45%) believe they are at 
the level of ‘parts of conversations’.  Only 2.5% of this group rate themselves as 
having native-speaker like ability in spoken Irish. 
 Data on self-assessed ability in the Target Sample alone and in the ‘Rest’ of the 
Initial Sample are shown in Table 4.3b.  If we compare these two sets of data (last two 
columns) we see that the distribution across self-assessed ability categories is largely 
similar, especially in the middle categories.  The same pattern can be seen within 
instructional categories (comparing Table 4.3a & Table 4.3b).  Chi-square tests 
confirm that the two samples are not significantly different from each other in terms of 
self-assessed ability (χ2=8.23, df=5, NS).  It will be noted, however, that there are 
proportionally less students in the ‘native speaker ability’ category in the Target 
Sample (13.7%) than in the ‘Rest’ of the Initial Sample (22.9%). 

Use of Irish in the Home (UIH) 
We turn now to students’ reports of the extent to which Irish is used in the home at 
Time 1 (UIH-1).  This is compared (last column Table 4.4a) with the level of home 
use of Irish in the population in general.  The last column in Table 4.4a shows that 
only 13% of adults surveyed in 1993 reported that Irish is used at least occasionally 
(‘occasionally/often’) by someone in the home (Ó Riagáin & Ó Gliasáin, 1994).  The 
data in the previous column show that overall reported use of Irish in the homes of 
students in the present study is higher than in the population generally.  On average, 
34% of the Initial Sample report that Irish is used at least occasionally at home.   
 

Table 4.4a 
Student reported Use of Irish at Home (UIH-1): Initial Sample and National Survey data 

Percentage of students 
Present Study: Initial Sample 

 
How often, if ever, is Irish used by 
anyone in your home at present?  
UIH-1 

 Instructional Category 
        IC1           IC2           IC3 
   (n=69)       (n=119)      (n=51)

 
Total  
n=239 

Percentage 
 of respondents  
1993 National  

Survey* 
(n=976) 

Never 62.3 38.7 13.7 40.2 71 
Seldom 23.2 29.4 21.6 25.9 16 
Occasionally 7.2 22.7 39.2 21.8 10 
Often 5.8 7.6 13.7 8.4 3 
Very often 1.4 1.7 11.8 3.8  
*Sample based on electoral register – adults aged 18 or over (Ó Riagáin and Ó Gliasáin, 1994) 

 
Table 4.4b   

Student reported Use of Irish at Home (UIH-1): Target Sample and ‘Rest’ of Initial Sample 
Percentage of students  

How often, if ever, is Irish used by 
anyone in your home at present? 
 UIH-1 

Target Sample 
 Instructional Category 

       IC1            IC2           IC3 
    (n=27)       (n=52)       (n=16) 

Target 
Sample 
Total  
n=95 

‘Rest’ 
of Initial   
Sample  
(n=144) 

Never 59.3 38.5 18.8 41.1 39.6 
Seldom 18.5 25.0 18.8 22.1 28.5 
Occasionally 11.1 28.8 43.8 26.3 18.8 
Often 11.1 5.8 12.5 8.4 8.3 
Very often  1.9 6.3 2.1 4.9 
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 Not unexpectedly, the pattern of home use varies across instructional categories with 
‘all-Irish’ school students reporting more home use of Irish than students from either 
of the other two instructional categories.  The proportions in Instructional Categories 
1, 2 and 3 who say that Irish is used at home at least occasionally are 14.4%, 32%, and 
64.7% respectively.  Instructional Category 1 students are closest to the general 
population in terms of home use.  While most frequent use of Irish is reported by ‘all-
Irish’ school students it is still at a relatively low level: only 25% report that it is used 
‘very often’ (11.8%) or ‘often’ (13.7%) at home.  Less than 10% of students in the 
other two categories report that Irish is used ‘often’/’very often’ at home.   
 Table 4.4b shows data on home use of Irish for the Target Sample and compares it 
with data from the ‘Rest’ of the Initial Sample.  It can be seen (last two columns) that 
there are only small differences between the proportions in the various home use 
categories in the two samples.  Chi-square statistics were not significant (χ2=3.59, 
df=4, NS).  A comparison of the percentages of students within the corresponding 
instructional categories in Tables 4.4a and Tables 4.4b also show that the distributions 
are largely similar. 

Opportunity to Speak Irish outside of school (OSI) 
Another indicator of students’ extra-school use of Irish at Time 1 is the Opportunity to 
Speak Irish outside of school generally (OSI-1).  This information is shown in Tables 
4.5a (Initial Sample) and 4.5b (Target Sample) below. 

 
Table 4.5a 

Student-reported Opportunity to Speak Irish (OSI-1) outside of school: Initial Sample 
Percentage of students 

 
 
 
During the past year how much  
opportunity have you had to speak Irish 
outside school? OSI-1 

Initial Sample 
Instructional Category 

        IC1                IC2              IC3 
     (n=69)           (n=119)        (n=51) 

Initial 
Sample 
Total 
n=239 

None at all 56.5 32.8  32.6 
Not very much 26.1 21.8 5.9 19.7 
A little 13.0 25.2 17.6 20.1 
Quite a bit 2.9 17.6 45.1 19.2 
A great amount 1.4 2.5 31.4 8.4 

   
Table 4.5b 

Student-reported Opportunity to Speak Irish (OSI-1) outside of school: 
Target Sample and ‘Rest’ of the Initial Sample 

Percentage of students 
 

 
During the past year how much 
opportunity have you had to  
speak Irish outside school? OSI-1 

Target Sample 
 Instructional Category 

       IC1           IC2             IC3 
    (n=27)       (n=52)        (n=16) 

Target 
Sample 
Total 
n=95 

‘Rest’ of  
Initial  

Sample 
(n=144) 

None at all 51.9 38.5  35.8 30.6 
Not very much 29.6 23.1 6.3 22.1 18.1 
A little 7.4 19.2 25.0 16.8 22.2 
Quite a bit 7.4 17.3 43.8 18.9 19.4 
A great amount 3.7 1.9 25.0 6.3 9.7 
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 Overall, a third of all students (32.6%) in the Initial Sample report that they never 
have an opportunity to speak Irish outside of the school situation.  A further 40% say 
they do not have ‘very much’ or ‘just a little’ opportunity to do so while only 27.6% 
select the option ‘quite a bit/a great amount’.  As in earlier tables, the distributions 
vary substantially across instructional categories.  Three-quarters of Instructional 
Category 3 (IC3) students report substantial opportunity (‘quite a bit’/’a great 
amount’) to speak Irish outside school.   The corresponding proportions for IC2 and 
IC1 are much lower - 20.1% and 4.3% respectively.  And while no IC3 student 
reported having ‘no’ opportunity to speak Irish outside of school, almost one third of 
IC2 students and 56.5% of IC1 students reported ‘no’ opportunity. 
 Frequency data relating to Opportunity to Speak Irish outside of school for the 
Target Sample is shown in Table 4.5b alongside data for the ‘Rest’ of the Initial 
Sample.  Chi-square statistics indicate that overall the two groups do not differ 
significantly from each other with respect to this variable (χ2=2.58, df=4, NS).  
However, comparing proportions within instructional categories across Tables 4.5a 
and 4.5b it will be observed that in IC1 the percentage selecting the option ‘quite a 
bit/a great amount’ is 4.3% in the Initial Sample but 11.1% in the Target Sample.  This 
is somewhat balanced out by the fact that the same level of opportunity (‘quite a bit/a 
great amount’) is slightly lower in the case of  IC3 (‘all-Irish’ school) students in the 
Target Sample than for the same category of students in the Initial Sample. 
 To conclude this section, information will now be presented relating to the range of 
situations in which Irish is used outside of school as reported by the students 
themselves.  The data is presented by Instructional Category for both the Initial and 
the Target Samples (Tables 4.6a & 4.6b).  As the question was open-ended there was 
quite a variety of answers given.  Related type situations have been grouped under a 
single category heading e.g. Gaeltacht/Irish College. 
 In all, a total of 26 situations were specified by students.  These have been grouped 
into six larger category headings for illustrative purposes: 

1. Use in the home   
2. Use with Family/Friends/Neighbours  
3. Use in Gaeltacht/Irish College activities   
4. Use of Irish in clubs or at Irish events    
5. Use of Irish in school-related activities  
6. Use of Irish in other non-Irish specific activities.  

 It will be noted that, in response to this particular item almost a quarter of all 
students in the Initial Sample (n=240) reported that they ‘never’ speak Irish outside of 
school.  As might be expected, the proportions are very different across Instructional 
Categories.  No student from an ‘all-Irish’ school (IC3) wrote that they ‘never’ spoke 
Irish outside of school.  In the case of ‘ordinary’ school students the corresponding 
proportions were 21% for IC2 and 46.5% for IC1.   
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Table 4.6a 
Percentages* of students listing situations in which Irish is used outside of school: Initial Sample 

Student self-report on open-ended question 
Percentage of students   

Instructional Category  
  
Situations in which Irish is used outside of the school 

Initial  
Sample 
n=240 

IC1 
(n=71)

IC2 
(n=119) 

IC3 
(n=50) 

Never 24.2 

 

46.5 21.0 - 
As much as possible 1.3  - - 6.0 
Home use      
At home with parent(s)/siblings(s) 14.6  12.7 14.3 18.0 
Family/friends/neighbours      
Occasional words/phrases with friends/family (e.g. for fun) 8.3  19.7 5.0 - 
Friends who speak Irish or who are interested in Irish 14.6  4.2 10.1 40.0 
Socialising with friends 5.0  - - 24.0 
Irish-speaking family or relatives 6.7  4.2 5.9 12.0 
Neighbours 0.8  - 0.8 2.0 
With anyone who speaks Irish 2.1  - 1.7 6.0 
So people don’t understand what I’m saying (e.g. 
foreigners) 

7.9  8.5 7.6 8.0 

When abroad with friends 7.5  4.2 9.2 8.0 
Gaeltacht/Irish college      
Gaeltacht 15.0  5.6 26.1 2.0 
Irish Summer Colleges/Courses 7.9  2.8 12.6 4.0 
During reunions from Irish college/Gaeltacht 1.7  - 3.4 - 
Irish clubs/activities      
Irish club activities (e.g. Cumann na bhFiann) 5.4  - 6.7 10.0 
Irish events or functions 3.8  - 0.8 16.0 
In clubs/organisations which use Irish (e.g. Sea Scouts) 1.7  1.4 0.8 4.0 
School-related Irish activities       
Practising oral Irish school work with friends/grinds 6.7  7.0 9.2 - 
On school trips 2.5  1.4 .8 8.0 
During inter-school debates 0.8  - 1.7 - 
Non-Irish specific activities       
Pub or club 3.8  1.4 1.7 12.0 
On bus or train 3.8  - - 18.0 
In sports  (e.g. football, hurling, camoige) 2.5  - - 12.0 
Watching TV  e.g. TG4 2.1  2.8 2.5 - 
In part-time job 1.7  2.8 - 4.0 
In town 0.8  - - 4.0 
Reading 0.8  1.4 0.8 - 
For religious practices – occasional prayer or Irish Mass 0.8  - 0.8 2.0 
*Note that since a student can list any number of situations, the percentages cannot be summed across rows.  
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Table 4.6b 
Percentages* of students listing situations in which Irish is used outside of school: Target Sample 

Student self-report on open-ended question  
Percentage of students 

Instructional Category 
  
 
 
Situations in which Irish is used outside of the school 

Target 
Sample 
n= 95 

 
IC1 

(n=27)
IC2 

(n=52) 
IC3 

(n=16) 
Never 21.1 29.6 23.1 - 
As much as possible 1.1 - - 6.3 
Home use     
At home with parent(s)/siblings(s) 16.8 14.8 19.2 12.5 
Family/friends/neighbours     
Occasional words/phrases with friends/family (e.g. for fun) 11.6 29.6 5.8 - 
Friends who speak Irish or who are interested in Irish 10.5 7.4 5.8 31.3 
Socialising with friends 3.2 - - 18.8 
Irish-speaking family or relatives 8.4 11.1 5.8 12.5 
Neighbours 1.1 - 1.9 - 
With anyone who speaks Irish 2.1 - 1.9 6.3 
So people don’t understand what I’m saying (e.g. 
foreigners) 

7.4 2.1 4.2 1.1 

When abroad with friends 5.3 - 4.2 1.1 
Gaeltacht/Irish college     
Gaeltacht 15.8 3.7 25.0 6.3 
Irish Summer Colleges/Courses 8.4 3.7 11.5 6.3 
During reunions from Irish college/Gaeltacht 3.2 - 5.8 - 
Irish clubs/activities     
Irish club activities (e.g. Cumann na bhFiann) 5.3 - 7.7 6.3 
Irish events or functions 3.2 - 1.9 12.5 
In clubs/organisations which use Irish (e.g. Sea Scouts) 3.2 3.7 1.9 6.3 
School-related Irish activities     
Practising oral Irish school work with friends/grinds 6.3 3.7 9.6 - 
On school trips 3.2 3.7 1.9 6.3 
During inter-school debates 1.1 - 1.9 - 
Non-Irish specific activities     
Pub or club 3.2 - 1.9 12.5 
On bus or train 3.2 - - 18.8 
In part-time job 3.2 3.7 - 12.5 
In town 2.1 - - 12.5 
In sports  (football, hurling, camoige) 2.1 - - 12.5 
Reading 1.1 3.7 - - 
Watching TV  e.g. TG4 1.1 - 1.9 - 
For religious practices - occasional prayer or Irish Mass 1.1 - - 6.3 
*Note that since a student can list any number of situations, the percentages cannot be summed across rows.  
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 The students’ written responses show that the two most common situations where 
Irish is used outside of school are in the home or with Irish speaking friends.  
Specifically, 15% of those responding to this item report that they speak Irish (i) at 
home with parents/siblings and/or (ii) with friends who speak Irish or who are 
interested in Irish.  A slightly higher proportion of IC3 students (18%) than of IC2 and 
IC1 students (14.3% & 12.7%) list home use.  However, a substantial difference 
between ‘all-Irish’ students and ‘ordinary’ school students will be noticed in the case 
of the ‘Family/Friends or Neighbours’ group of responses.  While 40% of ‘all-Irish’ 
(IC3) students report using Irish with ‘Friends who speak Irish or who are interested in 
Irish’, the corresponding proportion in IC2 and IC1 are 10% and 4% respectively.   
 A similar pattern will be observed with the options ‘Socialising with Friends’ or 
speaking with ‘Irish-speaking family/relatives’.  In fact, only ‘all-Irish’ school students 
(24% of IC3) list the former as a situation where Irish is used.  ‘Ordinary’ school 
students, especially those in IC1, are more likely to report that they use just the 
‘occasional Irish word/phrase’ with family or friends (IC1: 20%; IC2: 5%; IC3: 0%).  
In the case of many of these written responses, students qualified their responses, 
explaining that they used Irish in this way ‘just for fun’.   
 A small minority of students (8% overall) report that they use Irish so that people 
will not understand them (e.g. foreigners) while 7.5% use Irish when abroad with 
friends.  Such use of Irish is relatively equally balanced across instructional categories.  
Thus, these findings suggest that young adults may use Irish when abroad as a secret 
code and/or as a way of marking their national identity i.e. a means of distinguishing 
themselves from anglophones of a different nationality. 
 Two particular situations which provide opportunities for young people to speak and 
to use Irish for real communication are summer courses in the Gaeltacht/Irish College 
and/or participation in Irish language clubs or Irish language activities.  Many second 
level students spend a few weeks of the summer vacation on a residential Irish course 
in the Gaeltacht or in an Irish language college.  Of these two, the Gaeltacht is the one 
most frequently (15%) mentioned by students from the Initial Sample; Irish College is 
specified by 8% of the students.  It will be noted, however, that a much higher 
proportion of students in Instructional Category 2 list this form of exposure to Irish 
(Gaeltacht: 26%; Irish College: 13%) than students in either IC3 (2% & 4%) or in IC1 
(5.6% & 2.8%).  New friendships are often forged among students attending such 
courses and, consequently, follow-up social activities such as reunions may be 
organised.  As we see from Table 4.6a, a small proportion of IC2 students (3.4%) 
report that they use Irish at such gatherings.   
 Other possible outlets for using Irish are ‘Irish language clubs’ and activities 
organised by Irish language organisations such as Foras na Gaeilge etc.  Overall 5.7% 
of students mention ‘Irish clubs’ while 3.8% mention ‘Irish events or functions’ as 
places where they use Irish.  A small proportion (1.7%) specify clubs/organisations 
which have a tradition of using Irish in some of their activities e.g. the Irish Sea 
Scouts.  It will be noted that IC3 (‘all-Irish’ school) students are the most likely of all 
three instructional categories to list situations in the ‘Irish clubs/activities’ group.   
 Though the information requested applies to use of Irish outside of the school, a 
small number of ‘ordinary’ school students (IC1: 7% and IC2: 9.2%) mentioned that 
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they practise Irish course-related school work with friends outside of school hours or 
have extra tuition in Irish (i.e. ‘grinds’).  The use of Irish on school trips was also 
mentioned (2.5%) but mainly by ‘all-Irish’ school students.   
 Another group of responses refers to general social/daily activities in which young 
people engage but which are not specifically linked to learning or promoting Irish – 
using it in a ‘pub/club’, on a ‘bus/train’, in ‘Irish field sports’ (football, hurling, 
camogie).  Like other non-school related use of Irish, it is the ‘all-Irish’ school (IC3) 
students who are the most likely to report use of Irish in situations from this category 
(12% Pub/Club; 18% Bus/Train; 12% Sports).   
 Finally, a very small number of students report watching Irish language programmes 
on TV (2.1%) and reading in Irish (0.8%) as situations in which they use Irish outside 
of school.  However, as we will see later, responses to multiple-choice items from the 
Desire to Learn Irish scale (see Appendix C) paint a more favourable picture in 
relation to exposure to Irish via the print/broadcast media.    
 Corresponding data for the Target Sample in relation to language use can be found 
in Table 4.6b.  Comparing the data in Tables 4.6a and 4.6b it can be seen that the 
pattern of responses in the Target Sample is for the most part similar to that found in 
the Initial Sample.  Still, there are a  few small differences suggesting higher levels of 
use among IC1 students in the Target Sample and slightly lower levels of use among 
IC3 Target Sample students than in the larger Initial Sample.  Specifically, fewer 
Instructional Category 1 students in the Target Sample (29.6%) than in the Initial 
Sample (46.5%) report that they ‘never’ use Irish outside of school and 30% from the 
same instructional category in the Target Sample report using ‘occasional 
words/phrases in Irish with friends/family’ compared to 20% in the Initial Sample.  
The proportion of IC3 students in the Target Sample who report using Irish with 
‘Friends who speak Irish etc.’ (31%) is lower than that reported by IC3 students in the 
same category in the Initial Sample (40%).    
 We turn now to the two multiple-choice items from the AMTB-based Desire to 
Learn Irish scale which sought information directly on how often students watch TV 
programmes in Irish/listen to radio programmes in Irish or read Irish 
magazines/newspapers.  The results for the Initial Sample in Table 4.7a below show 
that one fifth (19.6%) of the ‘all-Irish’ school students (IC3) watch Irish language TV 
programmes or listen to Irish language radio programmes ‘as often as possible’ while 
a further three quarters (74.5%) do so ‘sometimes’.  Corresponding percentages for 
students in the other two instructional categories are slightly lower.  Nonetheless, at 
Time 1, 70.6% of IC2 students and 47.2% of IC1 students report that they watch/listen 
to such programmes ‘sometimes’ at least.  A separate analysis for the Target Sample 
on its own (Table 4.7b) shows that the results are largely similar to those for the Initial 
Sample.  A chi-square test comparing percentages choosing the various options in the 
Target Sample with the corresponding percentages in the ‘Rest’ of the Initial Sample 
indicates no significant differences between the two groups (χ2=2.76, df=2, NS). 
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Table 4.7a 
Frequency with which students watch Irish TV programmes 

or listen to Irish radio programmes: Initial Sample 
                     Percentage of students  

Watch TV/listen to radio 
..programmes in Irish 

IC1   
(n=70) 

 IC2 
(n=119) 

IC3 
(n=51) 

Initial Sample 
n=240 

 As often as possible 2.9 4.2 19.6 7.1 
 Sometimes 44.3 66.4 74.5 61.7 
 Never 52.9 29.4 5.9 31.3 

              
Table 4.7b 

Frequency with which students watch Irish TV programmes 
 or listen to Irish radio programmes: Target Sample 

                     Percentage of students  
Watch TV/listen to radio 
..programmes in Irish  

IC1   
(n=27) 

IC2 
(n=52) 

IC3 
(n=16) 

Target Sample  
n=95 

 As often as possible 7.4 5.8 25.0 9.5 
 Sometimes 44.4 57.7 68.8 55.8 
 Never 48.1 36.5 6.3 34.7 

 
 The data in Table 4.8a show students’ responses to a direct question relating to their 
use of the print media in Irish (magazines or newspapers).  For example, just over 20% 
of students in IC2 and IC3 specify that they read Irish magazines and newspapers ‘as 
often as they can’ while the corresponding percentage for IC1 is only 2.8%.  Table 
4.8b shows that results are quite similar in the Target Sample and in the Initial Sample.  
A chi-square test comparing the Target Sample and the ‘Rest’ of Initial Sample on this 
variable was not significant (χ2=.40, df=2, NS).  The only difference worth noting is 
the fact that proportionally more IC3 (‘all-Irish’ school) students in the Target Sample 
(37.5%) report reading Irish newspapers /magazines ‘as often as they can’ than in the 
corresponding instructional category in the Initial Sample (21.6%).   
 

Table 4.8a 
Frequency with which students read Irish magazines and newspapers: Initial Sample 

Percentage of students  
Read Irish magazines 
/newspapers.. 

IC1 
(n=71) 

IC2 
(n=119) 

IC3 
(n=51) 

Initial Sample 
n=241 

 Never 74.6 27.7 3.9 36.5 
 Not very often 22.5 51.3 74.5 47.7 
 As often as I can 2.8 21.0 21.6 15.8 

 
Table 4.8b 

   Frequency with which students read Irish magazines and newspapers: Target Sample 
Percentage of students  

Read Irish magazines 
/newspapers.. 

IC1 
(n=27) 

IC2 
(n=52) 

IC3 
(n=16) 

Target Sample 
n=95 

 Never 77.8 26.9 6.3 37.9 
 Not very often 22.2 53.8 56.3 45.3 
 As often as I can  19.2 37.5 16.8 
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 The results from the present item show greater use of magazines and newspapers in 
Irish than suggested by results for the earlier open-ended item relating to ‘use’ of Irish 
outside school generally (see Table 4.6a).  However, it should be kept in mind that in 
the case of the present item students may well include in their responses the reading of 
Irish magazines/newspapers inside the classroom as well as outside it.  There may be 
other reasons for the discrepancy between the two sets of data.  First, the question 
formats are different in both cases: ‘open-ended’ versus ‘multiple-choice’ format.  
Students may not have listed all incidences of use of Irish outside school in the open-
ended item.  Second, the term ‘use of Irish outside of school’ (Tables 4.6a & 4.6b) 
may have been interpreted by some as relating to spoken Irish only and not to the use 
of Irish involved in listening to the radio, watching TV or reading. 
 Taken overall, the data examined above demonstrate a direct link between 
Instructional Category and the extent to which Irish is used outside of the school.  
Specifically, IC3 (‘all-Irish’ school) students use Irish in a greater variety of social 
situations and are more likely to have access to, or to seek out, Irish-speaking 
networks than students in ‘ordinary’ schools.  And within ‘ordinary’ schools the data 
indicate that students taking Higher Level Irish in the Leaving Certificate programme 
(IC2) have more contact with the language outside of the school than those students 
who take the Ordinary Level course (IC1).   

Relationships between attitude/motivation scales, self-assessed ability and use 
Table 4.9a below shows intercorrelations for the various student attitude/motivation 
scales and ‘use’ and ‘ability’ variables in the Initial Sample.  All values are 
statistically significant.  As might be expected the highest values (ranging from .65 to 
.86) are to be found between the three Motivation scales.  Included here is an overall 
composite measure of motivation, the Motivation Index (see Gardner, 1985a) which is 
the sum of a student’s scores on the Attitude to Learning Irish, Motivational Intensity 
and Desire to Learn Irish scales.  Motivation scales as well as this composite scale 
(‘MIndex’) all correlate strongly with overall Evaluation of the Irish Course (ICET) - 
values range from .58 to .78.  This implies that the more positive the students’ general 
evaluation of the Irish course the higher their motivation to learn Irish.  The 
correlations involving Irish-Class Anxiety (ICA) and motivation scales are generally 
lower (r values ranging from -.40 to -.53) than the previous values but are, 
nonetheless, significant, indicating that higher levels of motivation are associated with 
lower Irish-Class Anxiety.  Lower levels of Irish-Class Anxiety are also associated 
with higher levels of Use of Irish in the Home (UIH-1: r=-.38) and Opportunity to 
Speak Irish outside of school generally (OSI-1: r=-.51).  The correlations in the 
bottom left corner of Table 4.9a show that the more students use Irish outside of 
school, either in the home or community, the more highly motivated they are likely to 
be in relation to learning Irish. 
 Parental Encouragement is strongly correlated with Motivation scales (e.g. MIndex x 
PE = .63).  Higher levels of Parental Encouragement are also linked with greater Use 
of Irish in the Home and Opportunity to Speak Irish outside of school generally (r 
values = .52 & .49).  Finally, the r values in the last row of Table 4.9a show that the 
higher students assess their own ability to speak Irish, the more likely they are to be 
more highly motivated to learn Irish, to rate the Irish course more highly, to have more 
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Irish used in their home and to use Irish themselves outside school, and the less likely 
they are to experience anxiety during the Irish lesson.  Correlations for the Target 
Sample are shown in Table 4.9b.  Though there are some differences in corresponding 
r values for the two samples, the overall trends and relationships remain the same as 
for the Initial Sample.   

 
 

Table 4.9a 
Student Questionnaire attitude/motivation scales, use and self-assessed ability variables 

Pearson correlations*:  Initial Sample 
 
Student Questionnaire scales  

 
DTLI

 
MI 

 
ATLI

 
M 

Index

 
ICET

 
ICA 

 
PE 

 
UIH 

 
OSI 

Desire to Learn Irish  DTLI          
Motivational Intensity  MI .71         
Attitude to Learning Irish  ATLI .86 .65        
Motivation Index  (MIndex) .92 .76 .98       
          
Irish Course Evaluation Total  ICET .71 .58 .78 .78      
Irish Class Anxiety   ICA -.49 -.40 -.53 -.54 -.28     
Parental Encouragement  PE .62 .51 .61 .63 .50 -.37    
          
Use of Irish in the Home  UIH-1 .50 .38 .49 .50 .35 -.38 .52   
Opportunity to Speak Irish§ OSI-1 .61 .45 .60 .62 .40 -.51 .49 .56  
Self-assessed Ability to Speak Irish 
SASI-1  

.62 .47 .64 .67 .46 -.59 .52 .45 .65 

   *All correlations are significant at the .01 level (2-tailed). § Excludes Irish spoken in school. 
 
 

Table 4.9b 
Student Questionnaire attitude/motivation scales, use and self-assessed ability variables 

Pearson correlations*:  Target Sample 
 
 
Student Questionnaire scales 

 
DTLI

 
MI 

 
ATLI

 
M 

Index

 
ICET

 
ICA 

 
PE 

 
UIH  

 
OSI 

Desire to Learn Irish  DTLI          
Motivational Intensity MI .78         
Attitude to Learning Irish ATLI .87 .78        
Motivation Index  (MIndex) .92 .85 .99       
          
Irish Course Evaluation Total ICET .76 .68 .82 .83      
Irish Class Anxiety ICA -.64 -.61 -.69 -.70 -.54     
Parental Encouragement  PE .67 .63 .62 .66 .55 -.50    
          
Use of Irish in the Home  UIH-1 .51 .49 .48 .51 .49 -.36 .47   
Opportunity to Speak Irish§ OSI-1 .59 .54 .60 .62 .46 -.54 .38 .51  
Self-assessed Ability to Speak Irish 
SASI-1 

.64 .59 .65 .67 .50 -.66 .56 .39 .62 

   *All correlations are significant at the .01 level (2-tailed).  § Excludes Irish spoken in school. 
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4.3  Item analysis and reliability of the Irish language tests 

The next three sections present the findings of the language testing.  In the case of 
each test, information on item performance and reliability are first described.  Both 
classical and item-response theory based models were used to assess items and 
reliability statistics.  The characteristics of the language tests designed for the purposes 
of the present study and the relatively small samples are likely to restrict the reliability 
of these tests somewhat.  

4.3.1  Classical test theory  
The classical analyses yield difficulty and discrimination indices and alpha coefficient 
is used as an index of reliability.  Item difficulty is determined by the proportion of 
correct responses for a given item.  Another important feature of any test is how well it 
discriminates between candidates of weak and strong ability.  If strong candidates fail 
an item and weak candidates pass the item then the suitability of the item can be 
questioned.  One would assume, in general, that those who score well on the test 
overall would score more highly on individual items than those who do not score as 
well on the test overall.  Point biserial correlations are used in the Classical Analysis 
as an index of discriminability for test items.   
 Reliability has been defined by Henning (1987: 74) as “a measure of accuracy, 
consistency, dependability or fairness of scores resulting from administration of a 
particular examination”.  In tests such as the present one where it is not possible to use 
test-retest methods to assess reliability it is acceptable to use internal consistency 
reliability estimates.  Cronbach’s alpha (Cronbach, 1951) requires only a single 
administration for an estimate of internal consistency.  According to Carmines and 
Zeller (1979: 48) alpha (α) can be considered a unique “estimate of the expected 
correlation between one test and a hypothetical alternative form containing the same 
number of items”.   

4.3.2  Item Response Theory (IRT)  
A complementary approach to Classical Analysis can be found in the Item Response 
Theory (IRT) models.  IRT is based on the idea that the probability of a certain answer 
is a function of the person’s position on a latent trait (e.g. ability) plus one or more 
parameters characterising the particular item (e.g. difficulty).  Whereas item 
parameters defined under Classical Test Theory are dependent upon the sample to 
whom the items were administered, those in IRT are not sample bound i.e. the item 
parameters are not dependent on the ability level of the group upon which the item 
parameters were developed (Weiss & Yoes, 1991).  In terms of reliability, models 
based on Classical Test Theory give only a global estimation for a test, while IRT can 
yield a confidence estimate for every possible person and item score on the test.   The 
most widely used analytical procedure based on IRT is the one parameter logistic or 
Rasch Model (Rasch, 1960), a simple but powerful model which also has the 
advantage of being able to handle polytomous data (data in which more than two 
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answer categories are modelled).  Because of the widespread and practical use of this 
model it has become a generic name for a family of models.   
 One of the drawbacks of the Rasch Model is that because it assumes identical 
discrimination indices for all items, the model is often too restrictive to fit data.  An 
item response model which combines the attractive mathematical properties of the 
Rasch Model with the flexibility of the two parameter logistic model is the One 
Parameter Logistic Model (OPLM) developed by (Verhelst & Glas, 1995).  In this 
procedure, difficulty parameters are estimated and discrimination indices are imputed 
as known constants.  Model fit is obtained through an iterative procedure alternating 
between two operations evaluating overall model fit and identifying specific causes of 
misfit.  In the case of the three tests used in the present study, both item oriented Mi 
and Si statistics were computed as well as the Ric global test of goodness of fit (Glas & 
Verhelst, 1995).  Only the Ric test statistic, however, will be cited in the text.   

4.4  The Irish C-Test (ICT) 

4.4.1  ICT: Item analysis and reliability  
The numbers of students getting each item correct in each of the three texts (difficulty 
indices) in the Irish C-Test (ICT) are shown in Table 4.10.  It will be recalled from the 
previous chapter (see section 3.3.2) that ‘correct’ was defined as either the ‘original 
word’ (code 1) or an ‘acceptable alternative with the correct number of letters’ (code 
2).  A more complete set of data on the percentages of students with responses in each 
of the six different coding categories can be found in Appendix J.   
 If we interpret item difficulty in the case of the three ICT texts as being close to the 
midpoint of the difficulty range (.50) in each case, then the texts may be considered 
too easy.  The percentages at the bottom of Table 4.10 show that Texts 2 & 3 are close 
in terms of difficulty (63-66.5% of items correct on average) while Text 1 is 
considerably less difficult (75.3% of items correct on average).  We may compare this 
order of difficulty with the original intuitive rating of difficulty of texts by candidates 
during pre-testing.  It will be recalled that (see section 3.3.2) Text 1 was seen as being 
the easiest and Text 3 as the most difficult.  The results of the item analysis support 
the pre-test candidates’ ratings for Text 1 only.   
 In order to compute discrimination indices, students’ scores on each item are 
correlated with their overall score on the text.  Where the correlation values are 
significant in the tables it can be said that the item discriminates adequately between 
subjects.  The data in Table 4.11 show good discrimination levels for most items.  A 
few exceptions include items 2, 3 and 11 in Text 1.  The OPLM procedure (Verhelst & 
Glas, 1995; Verhelst, Glas, & Verstralen, 1995) also identified these as misfitting 
items (Mi & Si statistics).  The goodness of fit statistic for the test as a whole is Ric= 
366.14 (df=261; p<.001).  The large number of items can explain the significance level 
reported.  However, the fact that the Ric is less than twice the number of degrees of 
freedom (Ric < 2 x df) is an indicator of acceptable fit. 
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Table 4.10 
Difficulty indices for 88 items in the Irish C-Test:  

Proportion correct in each of three texts 
Item Text 1 Text 2 Text 3 

1 .57 .43 .77 

2 .97 .89 .79 

3 .99 .88 .87 

4 .95 .82 .79 

5 .77 .25 .88 

6 .49 .97 .65 

7 .87 .57 .61 

8 .58 .52 .83 

9 .67 .76 .37 

10 .94 .60 .61 

11 .94 .37 .44 

12 .88 .76 .07 

13 .92 .66 .43 

14 .56 .50 .58 

15 .58 .50 .53 

16 .87 .57 .16 

17 .93 .60 .36 

18 .94 .73 .33 

19 .15 .77 .57 

20 .62 .44 .51 

21 .48 .51 .73 

22 .54 .29 .73 

23 .93 .39 .57 

24 .62 .47 .55 

25 .21 .10 .45 

26 .50 .30 .39 

27 .87 .86 .86 

28  .53 .37 

29  .71 .46 

30  .25 .48 

31   .88 

Mean  .75 .63 .67 
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     Table 4.11 
       Discrimination indices for items in the Irish C-Test: Point Biserial Correlations 

Item Text 1 Text 2 Text 3 

1 .42 .70 .44 

2 .07 .33 .52 

3 .11 .45 .47 

4 .28 .39 .59 

5 .50 .49 .47 

6 .67 .32 .61 

7 .53 .63 .61 

8 .72 .72 .44 

9 .68 .35 .73 

10 .32 .52 .76 

11 .16 .51 .75 

12 .33 .42 .34 

13 .30 .74 .72 

14 .63 .72 .69 

15 .73 .64 .75 

16 .49 .62 .49 

17 .35 .40 .60 

18 .30 .43 .66 

19 .46 .51 .72 

20 .51 .61 .72 

21 .49 .70 .45 

22 .45 .56 .66 

23 .35 .58 .75 

24 .71 .56 .69 

25 .21 .38 .67 

26 .66 .56 .64 

27 .23 .56 .43 

28  .65 .54 

29  .42 .46 

30  .54 .64 

31   .50 

Mean  .47 .60 .69 
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 Cronbach’s alpha for the Irish C-Test is .97 suggesting a high level of reliability.  
However, as C-tests are constructed using authentic discourse, items are not 
experimentally chosen and, hence, not independent in the way that items in regular 
lexical tests would be.  Being dependent on each other as a result of structure and 
content may have implications for item bias (Grotjahn, 1987).  For example, Grotjahn 
(1987: 226) has suggested that some long words may be more easily restored due to 
the high number of letters left undistorted.  It is worth noting here, however, that an 
analysis of the restorations in the current study shows the opposite to hold true (see 
Appendix K).  Words of more than seven letters were in fact the least likely to be 
restored accurately while smaller two letter words were the most likely to be correctly 
restored.  It will be noted also (see Appendix J) that the two letter words are typically 
function words (articles, prepositions) which have the highest frequency of occurrence 
in the Irish corpus1.  It could be posited here also that the longer the word, the greater 
the probability of a spelling error in the restoration.   
  Reliability analysis or consistency analysis assumes that all items entering into the 
equation are independent.  In order to eliminate the effect of dependency between 
items, Grotjahn (1987) suggested that the score for each C-test text be classed as a 
super-item.  In the present case the score used is the percentage of items correct  (i.e. 
receiving a  code 1 or code 2) in each of the three texts.  Though there are only three 
super-items in the present analysis it is still possible to use Cronbach’s alpha formula.  
Using this method, an alpha of .94 was recorded (see Table 4.12 below) which is high 
and within the usual acceptability range. 

 
Table 4.12 

Reliability analysis for Irish C-Test:  Cronbach’s alpha (α) 
 
Text 

Mean 
 score 

 
SD 

N 
cases 

 N 
items 

 
Mean 

 
SD 

 
α 

Text 1 71.89 19.12 229      
Text 2 56.95 25.09 229      
Text 3 59.93 28.16 229  3 185.79 69.09 .94 

 

ICT: Additional item level data 
Information has already been presented (see Table 4.10) relating to the proportions of 
students who gave correct answers to each of the 88 Irish C-Test items.  It may be of 
interest, however, to examine more detailed information on each of the item 
restorations as shown in Appendix J.  The ‘part of speech’ associated with each of the 
lexical items in the text is shown in column 2 of Table 1 in this appendix.  The 
remaining columns show the percentages of restorations falling into the various coding 
categories (see section 3.3.2).  In order to get an idea of the overall proportions in each 
category, the mean percentage is also shown.   

                                                 
1 The corpus referred to here is the ITÉ Irish corpus of approximately eight and a half million words.  
Almost one quarter (23.5%) was accounted for by two letter words.  Seventy-eight percent of the corpus 
is made up of words containing up to six letters while only 22% of the corpus contained words of seven 
letters or longer (Accessed at http://www.ite.ie/corpus.htm). 
 



Proficiency in Irish, attitude/motivation and use: Baseline data 

 

81

 The data in the last row of Table 1 in Appendix J show that the most common 
restoration by far (61%) is a Category 1 restoration: ‘Original word without spelling 
error’.  The next most frequent restoration (20%), on average, falls into Category 6: 
‘Unacceptable words with regard to grammar and/or text content’.  This is followed by 
an average of 14% of items which were not filled in at all.  It may be worth noting 
here that, in general, the greater the number of  Category 6 restorations (unacceptable 
words) associated with a particular item, the higher also the proportion of blanks 
associated with that item.  An average of 4% of item restorations fell into Coding 
Category 4: ‘Original word with spelling error’ while the remaining categories each 
accounted for less than 1% of all item responses.    
 It is worth noting here that an analysis of the number of blanks according to 
instructional category revealed that IC1 (Ordinary Level Irish in ‘ordinary’ schools) 
students were more likely to leave blanks than their Higher Level Irish counterparts 
(IC2).  Specifically, over all three texts, the mean number of blanks was 20 for IC1 
students, 6 for IC2 students and 3 for IC3 students.  A Scheffé multiple-comparisons 
test showed that only the differences between Instructional Category 1 and the other 
two categories were statistically significant (p<.01). 
 The second table in Appendix J groups the 88 (original) lexical items from the C-
Test according to the ‘part of speech’ to which they belong.  The proportion of 
respondents getting each item correct (Category 1 or 2 restorations) is shown in 
column 3.  Items with a low ‘correct’ response rate are highlighted.   The latter are 
generally lower frequency lexical items (e.g. T2.22) or grammatical forms which are 
generally regarded as difficult for learners of Irish and typically associated with high 
levels of errors in production such as genitive forms of nouns, conditional mood of 
verbs (e.g. T3.16; T3.12).  It will be noted that Category 4 restorations (‘original word 
with spelling error’) are frequently associated with nouns in the genitive singular form.   
It is worth noting also that the original words in these cases tend, on average, to be 
longer than other words in the test.   
 Appendix J (Table 1) also shows data in relation to ‘acceptable alternative’ 
restorations (Coding Category 2) which are scored as correct.  It has already been 
noted that there are relatively few restorations falling into this category (0.6%).  The 
‘acceptable alternatives’ listed for items 2.14 & 2.21 involve the plural form of the 
noun rather than the singular form used in the original.  In Category 2 restorations 
also, three prepositional pronouns (T1.04, T1.23, T2.23) were given in the plural form 
instead of in the original singular form.  Only in one case was a different, but 
acceptable, substantive substituted for the original (see item T3.16).   

4.4.2  Irish C-Test: Analysis of scores 
For the purposes of this analysis we are only concerned with ‘correct’ restorations 
(Coding Categories 1 & 2) on the Irish C-Test (ICT).  It will be recalled that the 
student’s score on the ICT as a whole was calculated as the mean of his/her percentage 
score on each of the three texts.  The distribution of these scores for the Initial Sample 
is shown in Figure 4.1 below. 
 Both the descriptives for the Initial Sample in Table 4.13 and the graphic distribution 
of scores in Figure 4.1 (see below) show that the ICT discriminates well between 
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individuals.  The range is 93.8.  The mean percentage ICT score is 61.9 for the Initial 
Sample i.e. on average students get 62% of items correct.   The distribution, however, 
is not totally symmetrical.   There is evidence of a slight negative skew indicating that 
the test may have been too easy for a small number of students.  The first three rows of 
data in Table 4.13 (column 2) show that the numerically higher the instructional 
category the higher the actual mean percentage ICT score.  Specifically, the mean 
scores for IC1, IC2 and IC3 are 34.5, 67.6 and 86.3 respectively.  The differences 
between the categories are quite marked.  An ANOVA showed the overall F 
(F=204.9; df=2,226) to be significant (p<.001) while a Scheffé multiple-comparisons 
test found all three comparisons between instructional categories to be significant.   

 
Table 4.13 

Initial Sample: Mean percentage score on the Irish C-Test (ICT) by Instructional Category 
 
 Instructional Category 

N Mean 
Score 

SD SE Min 
score 

Max 
score 

 IC1  Ordinary level: Ordinary school 64 34.53 11.23 1.40 4.94 61.74 
 IC2  Higher level: Ordinary school 121 67.57 15.58 1.42 32.25 95.47 
 IC3  Higher level: ‘All-Irish’ school 44 86.27 11.72 1.77 54.40 98.77 
 Total 229 61.93 23.03 1.52 4.94 98.77 
 
 ANOVA 

 Sum of 
Squares 

df Mean 
Square 

F Sig 
(p<) 

 Between Groups  77944.23 2 38972.11 204.9 .001 
 Within Groups  42985.41 226 190.20   
 Total  120929.64 228    

 
               Figure 4.1  Distribution of Irish C-Test (ICT) scores: Initial Sample 
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                    Figure 4.2  Irish C-Test (ICT) scores by Instructional Category: Initial Sample 
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 The box plot in Figure 4.2 above gives an overall picture of how ICT scores vary 
across the three categories of students.  The lower boundary of each box represents the 
25th percentile and the upper boundary the 75th percentile.  The thick black line within 
the box represents the median for that group.  If the median is not in the centre of the 
box then we know that the distribution is skewed.  The box plot also shows outliers.  
Outliers are scores which are so different from the patterns of other scores that they 
are often suspected of arising in a different way from the others (MacRae, 1994).  In 
the graph, there are only two such cases which can be seen in IC3.  It will be noted 
that such scores (represented by small circles) are located between 1.5-3 box lengths 
from the upper or lower edge of the box. 
 The box plot shows relatively normal distributions for IC1 and IC2 students’ scores.  
However, it can be seen that the median for IC3 (‘all-Irish’) students is closer to the 
top of the box than it is in the other two categories i.e. it is negatively skewed.  The 
high C-tests scores for some IC3 students suggest that there may be a ceiling effect 
operating for them.  Looking at the overall picture, it will be seen that there is a strong 
positive relationship between ICT scores and Instructional Category - with scores 
increasing steadily with numerically increasing Instructional Category 
(IC3>IC2>IC1).  These findings will be explored in more detail later in the correlation 
analyses in section 4.8.  
 Gender differences in overall performance on the C-Test were also assessed.  The 
results show that the overall mean C-test score for male students was 56.2 and 66.3 for 
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female students.  A t-test confirms (t=3.38; df=227) that this 10% difference is 
significant (p< .01).   

ICT: Comparing Initial and Target Sample  
In this section, C-test scores in the Initial Sample and in the Target Sample are 
compared.  The graph in Figure 4.3 shows little variation between the two groups.  
Though the scores may look slightly higher for the Target group, the difference is 
minimal.  The means are 61.9 for the Initial Sample and 63.9 for the Target Sample.  
An independent samples t-test showed no significant differences between these two 
means (t=.067; df=227; NS).   
 

 Figure 4.3  Irish C-Test (ICT) scores for Target Sample and ‘Rest’ of Initial Sample 
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Table 4.14 
Target Sample: Mean percentage score on the ICT by Instructional Category 

 
Instructional Category (IC) 

 
N 

Mean 
score 

 
SD 

 
SE 

Min 
score 

Max 
score 

IC1  Instructional Category 1 25 34.5 12.8 2.55 16.8 61.7 
IC2  Instructional Category 2 52 71.1 15.8 2.19 32.2 95.5 
IC3  Instructional Category 3 16 86.4 13.5 3.36 54.4 97.7 
Total 93 63.9 23.7 2.45 16.8 97.7 

 
 The pattern of performance on the C-Test within each of the three instructional 
categories of the Target Sample can be seen in Table 4.14.  Once again, the pattern is 
similar to that found in the Initial Sample.  The mean scores for IC1 and IC3 are 
identical to those found in the Initial Sample while that for IC2 in the Target Sample 
(71.1) is just slightly higher than that for IC2 in the Initial Sample (67.6).  And, as in 
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the Initial Sample, an ANOVA shows that the three groups in the Target Sample are 
significantly different from each other (F=74.68; df=2,88; p<.01).  Finally, a Scheffé 
multiple-comparisons test shows that the differences between all the combinations of 
categories are statistically significant.  

4.5  Test of Proficiency in Spoken Irish (TPSI): Listening Test 

4.5.1  TPSI-Listening: Item analysis and reliability  
All but one of the listening items was scored either right or wrong.  In the case of 
listening item 2.4 (see section 3.3.3) where a scale (0-2) was used, a score of 1 or 2 
was accepted as correct.  For the classical item analysis all items had to be binary 
coded (1/0).  The data in the second column of Table 4.15 give an indication of the 
difficulty level of the items in the test.  If we interpret appropriate item difficulty as 
being close to the midpoint of the difficulty range (.50) then all items appear too easy.   
The mean proportion of answers correct is .83 (see final row of Table 4.15).   
 The data in the last column of Table 4.15 show that despite the low levels of 
difficulty recorded, the listening items still succeed in discriminating between 
individuals: all correlations were significant at the .01 level of significance.  A value 
of .69 was computed for Cronbach’s alpha in the Listening test.  Though the Mi and Si 
statistics from the OPLM procedure (see section 4.3.2) showed that certain items were 
not a good fit to the overall model, the summary statistic for overall goodness of fit 
indicates, however, that the model is adequate (Ric=59.693; df=54; p=.28).     
 

Table 4.15 
Listening Test: Difficulty and discrimination indices 

Listening Test (LT) 
items 

Difficulty 
index 

  Discrimination 
index 

LT1.1 .98 .39 
LT1.2 .91 .35 
LT1.3 .75 .68 
LT1.4 .87 .47 
LT1.5 .76 .40 
LT1.6 .64 .35 
LT2.1 .81 .45 
LT2.2 .47 .29 
LT2.3 .74 .41 
LT2.4 .62 .56 
LT2.5 .90 .48 
LT3.1 .70 .59 
LT3.2 .98 .32 
LT3.3 .96 .42 
LT3.4 .93 .38 
LT4.1 .98 .28 
LT4.2 .93 .26 
LT4.3 .97 .20 
LT4.4 .93 .31 
Mean  .83 .40 

* All correlations are significant at the .01 level (2-tailed).  
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 It can only be concluded that certain features of the test itself and the target 
populations contribute to the low reliability.  It is generally accepted that the more 
items in the test the more reliable it will be and the more discriminating power it will 
have (Henning, 1987).  Being a communicative test the presentation of task material 
took some time.  Consequently, it was not feasible to test any more items within the 
limited time available.  Furthermore, the test is criterion referenced in the sense that 
objectives are based on those set out in the Leaving Certificate syllabus.  Popham and 
Husek (1969) argued that because criterion-referenced tests are designed to determine 
a person’s achievement compared to some criterion, the meaning of the score should 
not depend on the scores of other people.  They concluded, therefore, that “variability 
is not a necessary condition for a good criterion-referenced test” (Popham & Husek, 
1969: 3).   
 Finally, it is reasonable to expect that the Irish listening skills of Leaving Certificate 
students are quite well developed by the time they reach the end of their Irish studies 
and consequently students would be expected to be strong in this skill area.  The new 
syllabi for the three different levels (Foundation, Ordinary and Higher Level Irish) 
place great emphasis on listening skills and new materials reflect this e.g. through the 
use of audiotape, video, CD.  It is worth noting here also that oral Irish criterion-
referenced assessment at primary school level during the 1980’s has consistently 
shown that learners’ listening skills were much superior to their speaking skills 
(Harris, 1984; Harris & Murtagh, 1988a, 1999).   

4.5.2  TPSI-Listening: Analysis of test scores 
Table 4.16 and Figure 4.4 below present summary data for the total sample of students 
on the Listening Test.  A mean ‘listening’ score of 26.9 (out of a possible total of 34) 
was recorded with a standard deviation of 4.4.  Though scores obtained range from 8-
32 both the data and the graph show that (as in the case of C-Test scores) the 
distribution is negatively skewed i.e. the majority of scores are clustered in the upper 
end of the scale.   
 

Table 4.16 
Initial Sample: Listening score descriptives by Instructional Category (IC) 

 
 Instructional Category  

 
N 

Mean 
score 

 
SD 

 
SE 

Min 
score 

Max 
Score 

 IC1  Instructional Category 1 64 21.71 4.19 .52 8 29 
 IC2  Instructional Category 2 121 28.29 2.52 .23 20 32 
 IC3  Instructional Category 3 44 30.48 1.32 .20 28 32 
 Total 229 26.87 4.42 .29 8 32 
 
 ANOVA 

 Sum of 
Squares 

df Mean 
Square

F Sig. 

 Between Groups  2514.5 2 1257.3 146.1 .01 
 Within Groups  1944.8 226 8.6   
 Total  4459.3 228    
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Figure 4.4  Distribution of Listening scores: Initial Sample 
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              Figure 4.5  Listening scores by Instructional Category: Initial Sample 
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 The box plot in Figure 4.5 above gives an overall picture of how scores vary across 
the three levels or groups of students.  Despite the evidence for a ceiling effect, in the 
case of IC3 particularly, it is clear that all three groups differ from each other in terms 
of listening achievement.  The graph shows a number of outliers as well as one 
‘extremely’ low score (8/34) for an IC1 student (extremes indicated by *).  Figure 4.5 
also illustrates a strong relationship between Instructional Category and achievement 
on the listening test – the higher the listening score, the numerically higher the 
Instructional Category.  Thus, ‘all-Irish’ school students’ (IC3) mean score (30.5) is 
higher than the corresponding mean score (28.3) for the Higher Level Irish group in 
‘ordinary’ schools (IC2).  On average, Instructional Category 1 (Ordinary Level Irish 
in ‘ordinary’ schools) students score lowest (mean score=21.7).  The ANOVA in 
Table 4.16 confirms that the differences between the instructional categories are 
statistically significant (F=146.1; df=2,226; p<.01) while a Scheffé multiple-
comparisons test (data not shown in table) confirms that the differences in scores 
between the various pairs of instructional categories are all significant (p<.01). 

Listening Test: Comparing Initial and Target Samples  
Finally, we look at how listening scores for the Target Sample compare with the 
scores for the ‘Rest’ of the Initial Sample.  It can be seen in Table 4.17 below that 
there is little variation in listening scores for the two groups.  The mean score for the 
Target Sample (26.6) is only negligibly lower than that for the ‘Rest’ of the Initial 
Sample (27.1).  A t-test for independent samples shows that the difference is not 
significant.  
 

Table 4.17 
 T-test for Independent Samples : Mean Listening score 

 
 Sample 

(N) Mean 
score  

 
SD 

 
SE 

  
t 

 
df 

Sig. 
 (2-tailed)

 Rest of ‘Initial Sample’ (136) 27.1 4.21 .36     
 Target Sample (93) 26.6 4.72 .49  .86 227 NS 

 
Table 4.18 

Target Sample: Listening score descriptives by Instructional Category (IC) 
 
Instructional Category 

 
N 

Mean 
score 

 
SD 

 
SE 

 
Min 

 
Max 

IC1 Instructional Category 1 25 20.7 4.33 .86 8 26 
IC2 Instructional Category 2 52 28.2 2.61 .35 20 32 
IC3 Instructional Category 3 16 30.4 1.36 .34 28 32 
Total  93 26.6 4.76 .48 8 32 

 
 ANOVA 

 Sum of 
Squares 

df Mean 
Square 

F Sig. 

 Between Groups  1223.25 2 611.62 66.17 .001 
 Within Groups  813.37 90 9.24   
 Total  2036.62 92    

 
 The data in Table 4.18 indicate that the mean scores for each of the Instructional 
Categories in the Target Sample are practically the same as those for the 
corresponding categories in the Initial Sample (Table 4.16).  The ANOVA yielded an 
F value of 66.2 which is statistically significant (df=2,90; p<.01).  Scheffé multiple 
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comparisons tests show that the mean listening score for Instructional Category 1 is 
statistically different from the mean listening scores in the other two categories 
(p<.01) while the difference between Instructional Category 2 and Instructional 
Category 3  mean scores is significant at the .05 level of significance.   

4.6  Test of Proficiency in Spoken Irish (TPSI): Speaking Test 

4.6.1  TPSI-Speaking: Item analysis and reliability  
In reporting item and reliability data for the speaking test (see section 3.3.4) it must be 
kept in mind that the sample involved is much smaller in the case of this test than in 
the case of the other two tests administered.  It must also be pointed out that two of the 
95 audio recordings failed, leaving Speaking Test data for just 93 students.  In 
addition, unlike the other two tests, all speaking items, with the exception of the 
Pronunciation subtest items, are scaled items (polytomous data).  The great advantage 
of Rasch type models is their ability to handle such polytomous data.  The OPLM 
procedure described earlier (see section 4.3.2), therefore, is particularly useful for 
evaluating test reliability in the case of the Speaking Test.  The overall model fit was 
found to be excellent (Ric= 106.94; df =128; NS).    
 Classical item analysis statistics are reported for the Pronunciation subtest alone in 
Table 4.19.  The data in the second column show that this task was relatively easy for 
most students: over 90% of candidates in the Initial Sample pronounced half of the 
items correctly while no fewer than 70% pronounced the remaining items correctly.   
 
 

Table 4.19 
TPSI-Speaking Test: Difficulty and discrimination indices for Pronunciation subtest  

   
  Item   Sounds 
  No.     tested                            IPA 

 
 Difficulty  

index 

 
Discrimination  

index 
 

  1.1 – amach                     E"max .98 .08 
  1.2 –  hocht                             Hoxd .95 .23 
  1.3 –  nóiméad                        noÉmjeÉd .98 .26 
  1.4 –  oighear                          air .76 .61 
  1.5 –  scátáil                            sgaÉ:aÉlj .70 .38 
  1.6 –  shroich                          hriC  .95 .33 
  1.7 –  chás                               xaÉs .82 .18 
  1.8 –  sheas                              has   .79 .63 
  1.9 –  siúl                                 SuÉ: .97 .04 
1.10 –  ródhéanach                   RoÉjeÉnEx .74 .47 
1.11 – doirse                            dOrSE / 
doÉrSE 

.74 .30 

1.12 – suíochán                        siÉxaÉn .71 .40 
1.13 – trioblóid                        tjrjib:oÉdj .93 .48 
1.14 – dúnta                             duÉntE  .96 .26 
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Table 4.20 
Speaking Test: Internal consistency for three speaking subtests  

     
        Subtests 

N 
items 

Min, Max  
scores 

Cronbach’s  
alpha 

2.  Reacting Appropriately 5 (0,10) .73 
5.  Describing Objects 3 (0,12) .87 
6.  Giving Instructions/Advice 5 (0,10) .76 

 
 
 The discrimination indices show that all but two of the items discriminate adequately 
between individuals: item 1.1 (the final ‘ch’ (x) sound in amach) and item 1.9 the 
‘sh’(S) sound in siúl.  In the case of the other subtests, internal consistency 
(Cronbach’s alpha) was checked for those three subtests (2. ‘Reacting Appropriately’, 
5. ‘Describing Objects’ and 6. ‘Giving Instructions/Advice’) where items were rated 
on the same scale.  Subtests 3 and 4, ‘Telling a Story’ and ‘Giving an Opinion’ were 
assessed globally and thus would not be suitable for such an analysis.  Looking at 
Table 4.20 we see that satisfactory alpha values were obtained for each of the three 
tasks: α=.73 for ‘Reacting Appropriately’, α=.76 for ‘Giving Instructions’ and α=.87 
for ‘Describing Objects’. 

4.6.2  TPSI-Speaking: Analysis of test scores 
Looking at Table 4.21 below, it can be seen (fourth row of data) that the overall mean 
score on the Speaking Test is 42.7 (out of a maximum of 66) with a standard deviation 
of 13.6 and a range of 55.  The distribution of scores is graphically illustrated in 
Figure 4.6.  It will be noted that scores are reasonably evenly distributed in relation to 
the normal curve.  However, there is a slight negative kurtosis in the data i.e. there are 
more scores in the upper end of the achievement scale.   
 
 

Table 4.21 
    Target Sample: Speaking Test descriptives by Instructional Category (IC) 

   
 Instructional Category 

Mean 
score 

 
N 

 
SD 

Min, Max 
scores 

 
Range 

 
 Instructional Category 1 27.11 27 9.89 (9, 41) 32 
 Instructional Category 2 46.92 50 8.80 (23, 61) 38 
 Instructional Category 3 56.06 16 4.36 (47, 64) 17 
 Total 42.74 93 13.57 (9, 64) 55 
 
 ANOVA 

Sum of 
Squares 

df Mean 
 Square 

F Sig. 

 Between Groups 
 Within Groups     
 Total 

10308.52 
6621.28 
16929.81 

2 
90 
92 

5154.26 
73.57 

70.06 .001 
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Figure 4.6  Distribution of Speaking scores: Target Sample 
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Figure 4.7  Speaking score by Instructional Category: Target Sample 
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 The box plot graph in Figure 4.7 above gives a good visual representation of the 
spread of scores both across and within the three instructional categories.  It will be 
recalled that 50% of the scores are located in the grey box area or interquartile range 
(between 25th and 75th percentile) and the rest of the scores (excluding outliers) 
between the horizontal lines (whiskers) above and below the box.  It can be seen that 
the majority of IC3 students’ speaking scores are higher, on average, than those of IC2 
students whose scores are, in turn, generally higher than those of IC1 students.  The 
smallest spread of scores is in IC3 (‘all-Irish’ school students): the lowest score is 47 
out of a maximum of 64.  It is worth noting also that 25% of IC3 candidates, score 
between 60-64 out of a total of 66. 
 An ANOVA was used to test the significance of the difference in total speaking 
scores between the various instructional categories (see Table 4.21).  The means for 
the three groups are as follows: IC1-41.1; IC2-71.1; IC3-84.9.  An overall F of 70.1 
(df= 2,92) was obtained which is significant at the .01 level of significance.  A Scheffé 
multiple-comparisons test showed all comparisons of the differences between total 
speaking scores for each of the three pairs of categories to be significant (p<.01).    
 Gender difference in speaking (total) scores was also assessed.  The analysis showed 
no significant difference (t=-.39; df=91; NS) between mean scores for male students 
(41.2) and female students (43.2)  
 Another way of evaluating the relative performance of students on the Speaking Test 
is to calculate their percentage score on the test (Speaking Score*100/66).  The results 
in Table 4.22 below show that students, on average, attained 65% of the total score.  
This score was computed separately for each instructional category.  Looking at mean 
scores in column two it can be seen that, on average, IC3 (‘all-Irish’ school) students 
got 85% of the total maximum score on the Speaking Test.  The corresponding 
proportions are 71% for IC2 students (Higher Level Irish in ‘ordinary’ schools) and 
41% for IC1 students (Ordinary Level Irish in ‘ordinary’ schools).  An ANOVA and 
Sheffé multiple comparisons tests show that these differences are all significant 
(F=70.1, df=2,90; p<.01).   
 

Table 4.22 
Percentage score on Speaking Test by Instructional Category 

 
 Instructional Category (IC) 

 
N 

 
Mean 

 
SD 

 
SE 

 
Minimum 

 
Maximum 

 IC1  Instructional Category 1 27 41.07 14.98 2.88 13.6 62.1 
 IC2  Instructional Category 2 50 71.09 13.33 1.88 34.9 92.4 
 IC3  Instructional Category 3 16 84.94 6.60 1.65 71.2 97.0 
 Total 93 64.76 20.55 2.13 13.6 97.0 

 

TPSI-Speaking: Scores on individual subtests 
It was decided to also examine overall performance on each of the individual subtests.  
The data in Table 4.23 below show that apart from the Pronunciation subtest where 
performance is relatively high for all three instructional categories, achievement in the 
other subtests follows the same pattern as for the test as a whole: IC3 > IC2 > IC1.  
The data also suggest that speaking subtests 4 and 6 (‘Give Opinion’ and ‘Give 
Instructions/Advice’) posed slightly more difficulty for candidates than the other 
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subtests.  IC1 students got only approximately one-quarter of these two subtests 
correct (26%, 27%).  The corresponding percentages for IC2 (64%, 59%) and IC3 
(83%, 81%) are much higher, however. 
 
 

Table 4.23 
Target Sample: TPSI-Speaking- Comparing scores on subtests for all three instructional categories. 

Mean scores and multiple comparisons test (Scheffé test) 
                        
                                 (max 
 Speaking subtest     score) 

 
IC 

 
Mean 
score 

 
SD 

 
Range

  
Scheffé 

tests 

Mean  
differ- 
ence 

 
SE 

 
Sig 

(p<) 
1 Pronunciation         (/14) IC1 9.81 2.45   IC1 1C2 -2.70 .365 .01 

 IC2 12.52 1.03   IC1 IC3 -3.99 .483 .01 
 IC3 13.81 .40   IC2 IC3 -1.29 .439 .05 
 Total 11.96 2.10 5-14       

2 React appropriately (/10) IC1 4.96 3.81   IC1 IC2 -2.83 .447 .01 
 IC2 7.80 6.78   IC1 IC3 -4.22 .590 .01 
 IC3 9.18 7.18   IC2 IC3 -1.38 .537 .05 
 Total 7.22 2.4 1-10       

3  Tell a story            (/10) IC1 3.81 2.03   IC1 IC2 -2.96 .416 .01 
 IC2 6.78 1.68   IC1 IC3 -3.37 .549 .01 
 IC3 7.18 1.32   IC2 IC3 -.40 .500 NS 
 Total 5.99 2.22 0-10       

4  Give an opinion     (/10) IC1 2.62 1.57   IC1 IC2 -3.75 .384 .01 
 IC2 6.38 1.80   IC1 IC3 -5.62 .507 .01 
 IC3 8.25 .77   IC2 IC3 -1.87 .462 .01 
 Total 5.61 2.58 0-10       

5  Describe objects   (/12) IC1 3.11 2.40   IC1 IC2 -4.46 .595 .01 
 IC2 7.58 2.80   IC1 IC3 -6.45 .786 .01 
 IC3 9.56 1.26   IC2 IC3 -1.98 .715 .05 
 Total 6.62 3.42 0-12       

6  Give instructions    IC1 2.77 1.76   IC1 IC2 -3.08 .474 .01 
    or advice              (/10) IC2 5.86 2.12   IC1 IC3 -5.28 .627 .01 

 IC3 8.05 1.87   IC2 IC3 -2.20 .570 .01 
 Total 5.34 2.69 0-10       

 
  
 Scheffé tests were run to compare performance (total score) in the various 
instructional categories in respect of each subtest.  The  results (Table 4.23) indicate 
that the majority of the comparisons are significant at the .01 level.  Those which are 
significant at the .05 level all involve the comparison of IC2 and IC3 students.  Only 
one comparison is not significant.  That occurred in the case of subtest 3: Tell a Story.  
Here the mean score for IC3 (‘all-Irish’ school) students did not differ significantly 
from the mean score for IC2 (Higher Level Irish in ‘ordinary’ schools) students (mean 
difference = .40).   
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4.7  Leaving Certificate Examination grades awarded 

In this section, we compare students’ results on the three Irish tests and their Irish 
grades in the Leaving Certificate Examination.  Information on Irish grades was 
collected in Winter 2000 from class teachers.  Data was provided only for those 
students who had earlier given permission for such information to be obtained by the 
researcher.     
 Appendix L shows the distribution of Leaving Certificate Irish grades for those for 
whom information was available in each of the three instructional categories.  In 
relation to the Higher Level Irish paper, somewhat higher grades are achieved by 
Instructional Category 2 (IC2) students in the present study than nationally.  
Nonetheless, students in this category (IC2) are still well distributed over the grades 
A1-D3.  Not unexpectedly, Instructional Category 3 (IC3) students in general perform 
well above the national average for Higher Level Irish students: over 56% of IC3 
achieve an A1/A2 grade while practically all the rest attain at least a B2.  While 20% 
of IC2 students also attain a grade A1/A2,  the majority of the remaining IC2 students 
are well distributed over grades B1 and C3.   
 The Leaving Certificate Irish grades available for Instructional Category 1 (IC1) 
students indicate that their scores are somewhat better than for Ordinary Level Irish 
students nationally.  Note, in particular, that proportionally fewer received a ‘fail’ 
grade in Irish than did nationally that year.  However, it should also be noted that 
Leaving Certificate grades are only available for about a half of Instructional Category 
1 students (42/75).  It could be argued that weaker students might be less willing to 
have their results known.  However, an analysis of test (TPSI and ICT) results for IC1 
and IC2 students who are missing Leaving Certificate grade data showed that their 
scores were no lower than those for whom grades were available.  In fact, in 
Instructional Category 2, Irish C-Test scores were significantly higher for the small 
group (n=19) who were missing Leaving Certificate grade data.  The problem of 
missing data applies mainly to the Initial Sample.  Grades are available for almost all 
Target Sample students.   
 In order to convert examination grades to a standard quantifiable measure, the CAO 
‘points’ score which determines entry into third level courses is used (see section 
1.7.1).  Information in Appendix A shows how grades at both Ordinary and Higher 
Levels are translated into this score.  For example, a top grade, A1, attained on a 
Higher Level paper is awarded 100 points while an A1 attained at Ordinary Level is 
awarded 60 points which is equivalent to a C3 grade in the Higher Level examination.   
 Finally, where data was available, an analysis was also made of the total number of 
points which students received in the Leaving Certificate Examination.  As noted in 
Chapter 1 (see section 1.7.1) this score is used in selecting entrants to third level 
institutions and universities and is widely seen as reflecting overall academic 
achievement.  Information on this variable was available for only 142 of the Initial 
Sample - the majority coming from IC2 (see Appendix M).  These findings indicate 
that, in general, Instructional Category 1 students for whom data was available 
attained substantially lower points in the Leaving Certificate Examination overall than 
students in the other two categories.  
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4.8  Student background and achievement: Correlations results  

In the previous sections, a strong relationship has been noted between students’ scores 
on the various Irish tests and instructional background of students.  The numerically 
higher the instructional category, the higher achievement in Irish.  More positive 
attitudes to Irish and greater use of Irish outside of the home were also found in the 
numerically higher instructional categories.  In this section, Pearson correlation 
analyses examine the strength and significance of these relationships.  In addition, 
students’ performance on the Irish tests is related to their scores on the various Irish 
‘attitude/motivation’ and ‘use’ scales.  Gender will also be included as a variable as 
well as students’ own assessments of their ability to speak Irish.   
 These analyses are only intended to indicate trends in relationships and will not be 
used to make any claims of cause or effect.  It will be noticed that correlations 
involving Leaving Certificate Irish grades are calculated on the basis of a smaller ‘N’ 
than other values in the correlation matrix.  It will be recalled from the previous 
section that information for this variable was not available for all students.  In the 
forthcoming tables, information relating to the Initial Sample will be presented first 
followed by the corresponding information for the Target Sample.  For the Initial 
Sample, three achievement measures are used (i) Irish C-Test score (Mean percentage 
score on 3 texts), (ii) TPSI-Listening score (Total score on Listening Test), and (iii) 
Leaving Certificate Irish grade (number of points awarded).  The correlations for the 
Target Sample will include two additional achievement variables: TPSI-Speaking 
score (Total score on Speaking Test) as well as TPSI-Total score (Listening and 
Speaking score combined).   

4.8.1  Gender, instructional background and achievement 
This section presents bivariate measures of association between achievement in Irish 
variables and the two independent variables (Gender and Instructional Category).  As 
Instructional Category is a nominal variable, eta coefficients must be used instead of 
Pearson r correlations.  The data is presented separately for both the Initial Sample 
(Table 4.24a) and for the Target Sample (Table 4.24b). 
 

Table  4.24a 
Initial Sample: Eta coefficients and Pearson correlations for Gender, Instructional Category 

and three measures of achievement in Irish 
Pearson  r  

  
 
 Variables                                     

eta  
 

Instructional 
Category   

 
Gender 
(n=257) 

 
ICT 

(n=229) 

TPSI-
Listening 
(n=229)  

 Gender  .13    
     
 Irish C-Test (ICT) score                  .80**    .22**   
 TPSI-Listening score  .75** .05 .69**  
     
 Leaving Certificate (LC) Irish grade  (n=201)  .86** .17* .88** .70** 

     *Correlation is significant at the .05 level (2-tailed).  **Correlation is significant at the .01 level (2-tailed). 
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Table 4.24b 

Target Sample: Eta coefficients and Pearson correlations for Gender, Instructional Category 
and four measures of achievement in Irish 

Pearson  
 r 

 
 
 
 Variables             (n=91-93)  

eta 
 

Instructional 
Category 

 
Gender 

 
ICT 

TPSI-
Listening

TPSI-
Speaking 

TPSI- 
Total 

 Gender  .10      
       
  ICT score      .79**   .21*     
 TPSI-Listening score     .78** .01 .72**    
 TPSI-Speaking score     .78** .04 .86** .74**   
 TPSI total score     .82** .06 .87** .85** .98**  
       
 LC Irish grade          (n=88)   .89** .13 .90** .77** .90** .91** 

     *Correlation is significant at the .05 level (2-tailed).  **Correlation is significant at the .01 level (2-tailed). 
 
 
 Looking first at the achievement in Irish measures (Tables 4.24a & 4.24b), 
significant positive correlations (r=.69 for Initial Sample; r=.72 for Target Sample) 
were found between Listening Test scores and Irish C-Test (ICT) scores.  The 
correlations between TPSI-Listening and Leaving Certificate (LC) Irish grade (points) 
are of a similar magnitude (r=.70 for Initial Sample; r=.77 for Target Sample).  Higher 
‘r’ values may be observed between ICT score and Leaving Certificate Irish grade 
(r=.88 for Initial Sample; r=.90 for Target Sample).  The strong correlations between 
test measures and Leaving Certificate Irish grade points are indications of the good 
construct or convergent validity of the tests i.e. the tests correlate with measures with 
which they should correlate, if the underlying construct is correct (Gardner, 1985a).  
The correlations computed between TPSI-Speaking and other achievement scores in 
the Target Sample are all high and statistically significant.  Specifically, the ‘r’  
involving TPSI-Speaking and TPSI-Listening is .74, and between TPSI-Speaking and 
ICT score is .86.  Higher still is the r value (.90) between TPSI-Speaking and Leaving 
Certificate Irish grade.    
 The trend noted in earlier sections for numerically higher instructional categories to 
be associated with higher achievement in Irish is confirmed by the eta coefficients in 
the first columns of Tables 4.24a and 4.24b.  In the Initial Sample, highly significant 
eta coefficients are found between Instructional Category, on the one hand, and C-test 
score (.80), Listening score (.75) and Leaving Certificate Irish grade score (.86), on the 
other.  Similar associations are found for these same variables in the Target Sample.  
The significant eta coefficients for Instructional Category and Speaking score (.78) 
and Instructional Category and total score on the Test of Proficiency in Spoken Irish 
(.82) are also of a similar magnitude. 
 Gender proved to be statistically significant in relation to some achievement 
measures.  Specifically, female students in both the Initial Sample and in the Target 
Sample tend to have higher Irish C-Test scores than male students (r ranges from .21-
.22).  There was also a small, though not significant, tendency for female students in 
the Initial Sample to attain better grades in Irish in the Leaving Certificate Irish 
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examination.  However, it must be kept in mind that there were proportionally more 
female students in the sample who were studying the Higher Level course in Irish than 
the Ordinary Level course (see section 3.2.2) and consequently these Higher Level 
Irish females would be more likely to obtain higher grades or points than Ordinary 
Level Irish students.  
 Finally, students’ overall performance in the Leaving Certificate Examination in 
terms of total number of ‘points’ awarded was also correlated with Gender, 
Instructional Category and achievement in Irish.  It will be recalled that data on this 
variable was available for only 142 students in the Initial Sample.  The correlations 
show (data not in table format) that for this reduced sample the Pearson r between this 
variable (total ‘points’) and ICT score is .65 and with Listening score is .46, both 
values being significant.  The eta with Instructional Category is also significant (.54).  
These findings suggest that higher academic ability may determine participation in a 
numerically higher  instructional category (IC2 or IC3) as well as being associated 
with better listening skills and, even more strongly related to higher general 
proficiency in Irish as measured by the C-test. 

4.8.2  Relationship between student background and achievement 
Measures of association between the main achievement in Irish variables and Student 
Questionnaire scale scores are shown in Tables 4.25a and 4.25b.  The tables also 
include correlations between scale scores and the two independent variables Gender 
and Instructional Category.   
 It will be noted that in both the Initial Sample and in the Target Sample students’ 
scores on all the main achievement measures have statistically significant correlations 
with all three Motivation scales, as well as with the overall Motivation Index 
(MIndex).  For the three AMTB scales, Desire to Learn Irish, Motivational Intensity 
and Attitude to Learning Irish, the r values in the Initial Sample vary between .38 and 
.62 (Table 4.25a).  The highest correlations are found in the case of the Desire to 
Learn Irish scale: r values for this scale with Irish C-test score, Listening score and 
Leaving Certificate Irish grade are .56, .45 and .62 respectively.  It will be recalled 
(see section 3.3.1) that high scores on items on this scale express a strong desire to 
learn and to speak Irish as much as possible.  Pearson r values of similar magnitude 
can be seen between the three motivation scales and achievement in Irish in the Target 
Sample (see Table 4.25b). 
 Given that achievement is strongly related to Instructional Category (highest in IC2 
& IC3) and that higher achievement is linked to higher motivation, it would be 
expected that motivation would be significantly higher in Instructional Categories 2 & 
3 than in Instructional Category 1.  This was indeed the case, and the eta values 
between Instructional Category and all Student Questionnaire variables were 
significant.  ANOVA breakdowns (not shown in table format) showed that the 
numerically higher the Instructional Category, the higher also were scores on all the 
attitude/motivation, use of Irish and self-assessed ability in Irish measures (as listed in 
first columns of Table 4.25a and Table 4.25b).    
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Table 4.25a 
Initial Sample: Correlations of Student Questionnaire data 

(attitude/motivation scales, use of Irish outside school, self-assessed ability to speak Irish ) 
with (i) Instructional Category, Gender and (ii) measures of achievement in Irish 

Pearson ‘r’  
 
Student  
background 
variables       

eta 
Instruct-

ional 
Category 

(n=239-41)

Gender 
 
 

(n=239-41)

ICT 
Score 

 
(n=211-13)

TPSI-
Listening 

 
(n=211-13) 

 LC Irish 
grade 

(points) 
(n=187-9)

       
Desire to Learn Irish DTLI                 .58** .06 .56** .45**  .62** 
Motivational Intensity MI                       .39** .09 .39** .38**  .44** 
Attitude to Learning Irish ATLI .53** .01 .52** .45**  .58** 
Motivation Index  (MIndex) .55** .03 .54** .46**  .44** 
Irish Course Evaluation Total ICET .39** .02 .40** .38**  .44** 
Irish Class Anxiety ICA .45**      .23** -.44** -.35**  -.45** 
Parental Encouragement PE .45** -.05 .31** .30**  .43** 
       
Use of Irish in Home UIH-1 .40** -.03 .33** .25**  .41** 
Opportunity to Speak Irish OSI-1 .63** -.08 .50** .42**  .51** 
       
Self Assessed Ability to Speak Irish 
SASI-1 

.76** -.03 .67** .60**  .67** 

 *Correlation is significant at the .05 level (2-tailed).  ** Correlation is significant at the .01 level (2-tailed). 
 

Table 4.25b 
Target Sample: Correlations of Student Questionnaire data 

(attitude/motivation scales, use of Irish outside school, self-assessed ability to speak Irish ) 
with (i) Gender, Instructional Category  and (ii) measures of achievement in Irish 

Pearson  ‘r’   
 
Student 
background 
variables     

eta 
Instruct-

ional 
Category
(n=91) 

 
Gender

 
(n=93)

ICT 
Score 

 
(n=91)

TPSI 
Listen 
-ing 

(n=91)

TPSI 
Speak
-ing 

(n=91)

TPSI 
Total 

 
(n=91) 

 LC 
Irish 
grade 
(n=91)

         
Desire to Learn Irish  DTLI                 .53** -.04 .51** .43** .60** .58**  .56** 
Motivational Intensity  MI                       .50** .09 .41** .40** .50** .50**  .46** 
Attitude to learning Irish  ATLI .48** .04 .51** .44** .59** .57**  .56** 
Motivation Index  Mindex .52** .05 .52** .45** .61** .59**  .57** 
Irish Course Evaluation Total ICET .37** .05 .43** .38** .47** .47**  .49** 
Irish Class Anxiety  ICA .46** .22** -.42** -.47** -.57** -.56**  -.45**
Parental Encouragement PE .49** -.01  .32** .44** .50** .49**  .42** 
         
Use of Irish in Home UIH-1     .28*  .06   .19 .25* .34** .33**  .29** 
Opportunity to Speak Irish OSI-1 .53** .03 .45**  .41** .54** .53**  .44** 
         
Self Assessed Ability to Speak Irish 
SASI-1 

.75** .04 .70** .67** .77** .78**  .72** 

   *Correlation is significant at the .05 level (2-tailed). **  Correlation is significant at the .01 level (2-tailed). 
 
 Student anxiety during the average Irish lesson is also significantly related to Irish 
achievement.  The direction of the relationship is negative.  In general, the higher the 
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students’ ICA scores, the lower their achievement scores.  In the Initial Sample, the 
correlations vary from .35 to .45 for the three achievement measures – Irish C-test 
score, Listening score and Leaving Certificate Irish grade.  The r values (.42 to .49) 
are higher for corresponding correlations in the Target Sample.  It is interesting that 
the highest r values involving Irish Class Anxiety and achievement are to be found in 
the case of Speaking (r=-.57) and TPSI-Total (r=-.56) scores in the Target Sample.  
This implies that any discomfort in relation to the Irish lesson which is detected by this 
measure of Irish Class Anxiety is reflected more in students’ speaking skills than in 
their listening skills or general ability in Irish as measured by the C-test.   
 The correlation data also show that high student achievement in Irish is linked with 
higher levels of Parental Encouragement in relation to the student’s learning of Irish.  
The relationship is lowest, though still significant, in the case of Irish C-Test scores 
(r=.29 for Initial Sample and r=.32 for Target Sample) and highest in the case of the 
Speaking Test score in the Target Sample ( r=.50).   
 The results also indicate that while Use of Irish in the Home (UIH-1) and 
Opportunity to Speak Irish outside school (OSI-1) both have significant relationships 
with achievement measures, it is the correlations involving the OSI-1 variable which 
are the highest.  In the case of Use of Irish in the Home in the Initial Sample the 
significant r values range from .25 with Listening score to .41 with Leaving Certificate 
Irish grade.  The corresponding r range for these same achievement variables with 
Opportunity to Speak Irish outside school is .42-.51.  In the Target Sample, the pattern 
is largely similar.  However, the correlation between Use of Irish in the Home and C-
test score fails to reach significance.  The r values involving achievement and 
Opportunity to Speak Irish outside school in the Target Sample are all significant and 
higher than those involving Use of Irish in the Home.  The highest value of all (r=.54) 
is found in the case of Speaking Test score and Opportunity to Speak Irish outside 
school in the Target Sample.   
 The correlations in the last row of both Table 4.25a and Table 4.25b can be seen as a 
cross check of students’ self-assessments of their ability to speak Irish and their actual 
achievement on the Irish language tests and in the Leaving Certificate Irish 
Examination.  As might be expected, the correlations between this self-rated ability 
scale (SASI) and achievement scores are higher than any of those involving 
‘Motivation’ or ‘Use’ scales and achievement.  It may also be noted that correlations 
involving achievement and Self-assessed Ability to Speak Irish (SASI-1) are generally 
higher in the Target Sample than in the Initial Sample.  The fact that the strongest 
correlation occurs in the case of SASI-1 and Speaking Test scores (r=.77) may be 
viewed as another positive indication of the construct validity of the Speaking Test. 
 Finally, we turn to correlations involving Student Questionnaire variables and 
Gender.  Only one of the r values involving Gender is significant: r=.22 with Irish 
Class Anxiety (ICA).  Thus, somewhat higher levels of anxiety in the Irish lesson are 
associated with female students than with male students.   
 The strong measures of association noted above in the case of pairs of variables 
suggest that many of the factors may be interrelated in a complex fashion.  For 
example, it was noted earlier that Motivation scale variables are highly intercorrelated 
(see also section 4.2.2) as well as being significantly correlated with students’ 
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evaluation of the Irish course, their use of Irish outside of the school and their 
achievement in Irish.  Multiple regression analyses, to be described in the next section, 
represent an attempt to quantify the unique or relative contribution of such factors in 
explaining achievement in Irish.   

4.9  Multiple regression analyses 

Multiple regression is a flexible data analytic procedure particularly suited to the 
behavioural sciences which not only can express effect size for a factor in relation to 
dependent variables, but can also compare the size of that effect with other factors 
being investigated (Cohen & Cohen, 1975).  It can provide the best linear estimate of a 
dependent variable by controlling for redundancy between independent variables or 
factors.  
 There are, of course, limitations to this approach.  To predict achievement in Irish 
with confidence we would need a much larger sample which was randomly sampled.  
Furthermore, there are other factors not investigated here which would undoubtedly 
explain large amounts of variation in achievement in Irish: factors such as socio-
economic background and general academic ability (Harris & Murtagh, 1999; Hickey, 
1997).  Assessing the influence of such variables is beyond the scope of the present 
study, though the results presented earlier in relation to overall points attained in the 
Leaving Certificate Examination give some indication of the significance of general 
academic ability.  

4.9.1  Building a model  
Cohen and Cohen (1975: 98) suggest that the best estimate of achievement from a set 
of independent variables occurs when a researcher can order the entry of these 
variables “according to some specified hierarchy dictated in advance by the purpose or 
logic of the research”.  Hierarchical inclusion methods of regression permit an 
assessment of the successive effects of the different key independent variables on the 
criterion.  In other words, the increase in variance (R2) of scores as each of these 
‘predictors’ or group of ‘predictors’ is entered is interpretable in terms of additional 
criterion variance accounted for after the effects of the previously entered variables 
have been removed from the regression equation.  An important general principle of 
regression analysis is that the fewer the independent variables in an equation, the 
fewer will be the hypotheses to be tested and, thus, the less chance there is of spurious 
significant outcomes (Type I error).  Thus, according to Cohen and Cohen (1975: 161) 
“less is more” when it comes to the number of predictors one should use: “more 
statistical validity, more power, and more clarity in the meaning of results”.  Keeping 
this in mind, it was decided to use the composite variable ‘Motivation Index’ as a 
predictor in the present analyses rather than all of its constituent scales (Motivational 
Intensity, Desire to Learn Irish and Attitude to Learning Irish).  The other affective 
predictor which can be entered is Irish Class Anxiety. 
 The causal path proposed for factors in the present study is broadly based on that 
used in other studies which have related individual, home, and Irish lesson variables to 
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achievement in Irish (Harris & Murtagh, 1999).  In such models, immutable variables 
like Gender can be considered logically prior to home, community or school level 
variables.  It is not so easy to defend a particular logical priority for variables in the 
latter categories.  However, for the purposes of the present analyses, factors which 
relate directly to the learning situation such as the students’ evaluation of the Irish 
course and the degree of anxiety which they experience during Irish lessons are 
entered after home/community based variables.  The results of correlation analyses 
(Tables 4.9a & 4.9b) indicate that these last factors are highly intercorrelated.  One 
way of controlling for this is to enter these variables singly, starting with the 
home/community variables followed by Irish Course Evaluation and Irish Class 
Anxiety.  The decision to enter Instructional Category directly after Gender was taken 
because (i) the choice of a particular instructional programme is most likely to be 
motivated by students’ general ability in Irish or attendance at a particular type of 
school and (ii) the correlation analyses revealed very strong relationships between 
Instructional Category and all four measures of achievement in Irish (see Tables 4.24a 
& 4.24b). 
 The model proposed to predict achievement in Irish for the samples of students in 
the present study is represented by the following causal chain:  

       Gender  Instructional Category (IC)  Use of Irish at Home (UIH-1)  
   Opportunity to Use Irish outside school (OSI-1)  
 Parental Encouragement (PE)  Irish Course Evaluation Total (ICET)  
 Irish Class Anxiety (ICA)   Motivation Index (MIndex)  
 Achievement in Irish (ICT or TPSI score) 

Each of the independent variables are entered singly into the regression model and the 
effect (R2 change, Beta, etc.) of each variable or group of variables is assessed at each 
successive step.  Thus, the model grows in complexity.  Alternative orderings of 
variables might also be justified.  It is worth noting, however, that such exploratory 
analyses were conducted but the eventual effects and their levels of significance 
remained the same.   
 Since Instructional Category is a nominal variable, a ‘sheaf’ coefficient (Heise, 
1972) and B-values (unstandardised regression coefficient) will be used to check for 
the strength of its effect.  First, ‘dummy’ variables corresponding to each of the three 
instructional categories must be created.  Such dummy variables are created by giving 
a value of 1 to all members of the relevant instructional category and 0 to all other 
cases (Cohen & Cohen, 1975: 174).  In the regression equations only two dummy 
variables are needed to represent Instructional Category; the third is represented 
implicitly.  The regression procedure is first run with these new variables entered as a 
group.   The sheaf coefficient is computed by multiplying dummy variables by the B-
values from that output.  Though Gender is also a nominal variable the fact that it only 
has two categories means that it can be treated in the same fashion as an interval 
variable.  Finally, it will be recalled that while C-test (ICT) scores are available for the 
Initial Sample, TPSI total scores are available for the Target Sample only.   
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4.9.2  Regression models: Results 
The model above has been tested and the results are presented in Tables 4.26a and 
4.26b below.  The main part of each table shows the contribution which each predictor 
makes to variance in achievement scores as additional variables are entered into the 
regression equation.  The last line shows the total amount of variance (R2) explained 
by the model.   
 Beta (standardised regression) coefficients are presented for each variable as they are 
entered into the equation along with their significance levels.  The last column in each 
table shows Beta values for variables when all eight predictors are included in the 
regression equation.  It will be noted that it is possible for a significant Beta to be 
found when a variable is first entered into the equation but when all variables are 
entered the Beta registered may not be significant.  This is because the addition of 
variables may lead to a reduction in the effect of variables already in the regression 
equation.   
 Turning to Table 4.26a it can be seen that the combined eight predictors explain 
73.5% of the variance in Irish C-Test scores at Time 1.  The Beta values in the final 
equation indicate that only four of the eight factors contribute to the variance 
explained.  The most important factor by far is Instructional Category, represented by 
a sheaf coefficient, with an overall significant Beta of .688 in the final equation.  It 
accounted for an additional 64.5% of variance in C-test scores when entered directly 
after Gender into the equation.  The unstandardised regression coefficients for the two 
Instructional Category dummy variables indicate that C-test scores for Instructional 
Category 1 students are lowest of all (B=-51.6) while those for Instructional Category 
2 though higher (-20.5) are still lower than the those for Instructional Category 3.  It 
will be noted that Gender, which was the first variable to be entered in the model, 
explained a much smaller but, nonetheless, significant proportion of variance (3.1%) 
than Instructional Category.  The significant Beta (.215) for Gender in the final 
analysis indicate that C-test scores for female students are higher than for male 
students. 
 Irish Class Anxiety also makes a small but significant contribution in the regression 
model, explaining an additional 3.8% of variance (R2 change) when entered on the 
seventh step in the analysis.  The Beta for Irish Class Anxiety (-.203) shows that C-test 
scores are lower for those students who have higher levels of anxiety during the Irish 
lesson (see last column).  Finally, it will be noted that Parental Encouragement (PE) 
shows a non-significant effect, which increases to significance once other variables are 
entered.  The Beta (-.095) is significant at the .05 level of significant when all eight 
variables are included in the analysis.  This points to a ‘suppression’ effect i.e. PE is 
correlated with independent variables that are positively correlated with the C-test, 
while PE is negatively correlated with the C-test itself.   
 



 

 

 

Table 4.26a 
   Regression of Irish C-Test scores on key factors (individual, use, home, course and motivation): Model summary for Initial Sample  

 
 
Model 

 
R 

 
R2  
 

Adjust-
ed  
R2 

SE 
of esti-
mate 

 
R2 

change

 
F 

change

 
df1

 
df2

Sig.  
F 

change 

 
B 

 
se 

 
Beta 

Beta 
(All var-
iables in)

(Constant)          49.91** 5.15   
Gender  .175 .031 .026 22.45 .031 6.62 1 209 .01 8.04** 3.13 .175** .215**
ICφ   Dummy IC1 
        Dummy IC2 
IC sheaf    

 
.822 

 
.676 

 
.671 

 
13.04 

 
.645 

 
206.12

 
2 

 
207

 
.001 

-51.60**
-20.51**

2.63 
2.39 

-1.020**
-.451**

 

 
 

 .688**
UIH-1 .824 .679 .672 13.02 .003 1.75 1 206 NS 1.14 .86 .057 -.004 
OSI-1 .830 .688 .680 12.86 .009 6.15 1 205 .01  2.32** .93 .134**  .042 
PE  .830 .689 .680 12.87 .001 0.65 1 204 NS -.07 .08 -.039 -.095* 
ICET .833 .694 .683 12.80 .005 3.24 1 203      NS  .09 .05 .085 -.001   
ICA .856 .732 .722 12.00 .038 28.79 1 202 .001 -.62** .12 -.233** -.203 **
MIndex .858 .735 .724 11.95 .003 2.50 1 201 NS .12 .08 .127  .127 

              *p<.05; **p<.01;  φ IC3 is the reference category.  
Table 4.26b 

Regression of TPSI (Listening + Speaking) scores on key factors: Model summary for Target Sample 
 
Model 

 
R 

 
R2 

Adjust-
ed  
R2 

SE  
of esti-
mate 

 
R2 

change

 
F 

change

 
df1

 
Df2

 
Sig. F 

change

 
B 

 
se 

 
Beta 

Beta 
(All var-
iables in)

(Constant)          66.79** 5.75   
Gender  .055 .003 -.008 17.29 .003 .27 1 89 NS 1.88 3.63 .055 .032 
ICφ  Dummy IC1 
       Dummy IC2 
IC sheaf    

 
.820 

 
.673 

 
.661 

 
10.02 

 
.670 

 
88.94 

 
2 

 
87 

 
.001 

-38.64**
-11.35**

 

3.21 
2.89 

-1.007**
.330** 
 

 
 
.638** 

UIH-1 .833 .694 .680 9.75 .021 6.01 1 86 .05 2.36* .96 .152* -.034 
OSI-1 .863 .744 .729 8.96 .050 16.77 1 85 .001 3.83** .94 .295** .185** 
PE  .876 .767 .750 8.61 .023 8.12 1 84 .01 .25** .09 .185** .091 
ICET .879 .773 .754 8.54 .006 2.28 1 83     NS .08 .05 .102 -.019 
ICA .898 .806 .788 7.94 .033 14.11 1 82 .001  -.53** .14 -.251** -.228** 
MIndex .899 .808 .786 7.96 .001 0.58 1 81 NS .06 .08 .090 .090 

  *p<.05; **p<.01;  φ IC3 is the reference category. 
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 The regression model results for Irish C-Test scores may now be compared with the 
same regression model used to predict scores on the Test of Proficiency in Spoken 
Irish (TPSI).  Looking at Table 4.26b, the first finding to be noted is that the overall 
proportion of variance (R2) explained is slightly higher (80.8%) than in the case of 
Irish C-Test (ICT) scores.  It will be recalled, however, that the sample used (Target 
Sample) with TPSI scores is much smaller than that used (Initial Sample) in the case 
of ICT scores.  The independent variable, Instructional Category, still retains its strong 
explanatory power, accounting for an additional 67.3% of variance in spoken Irish 
scores after Gender has been entered.  The latter variable (Gender) does not make any 
significant difference in TPSI scores in this smaller sample.  However, Irish Class 
Anxiety contributes an extra 3.3% to variance explained when entered on the seventh 
step.  The significant Beta (-.228) in the final equation shows the direction and 
magnitude of the effect: higher levels of anxiety associated with lower scores in 
spoken Irish.  The most interesting outcome of this analysis is the finding that the 
independent variable Opportunity to Speak Irish outside school (OSI-1) explains an 
additional 5% of variance when entered on the fifth step.  Use of Irish in the Home 
which was entered just before it was not significant.  The Beta value (.185) for 
Opportunity to Speak Irish outside of school in the final analysis is significant at the 
.01 level and indicates that the more Irish is spoken by students outside school, the 
higher their scores on the test of spoken Irish.  It makes sense, perhaps, that 
Opportunity to Speak Irish may have a greater impact on achievement in spoken Irish 
than on general proficiency in Irish as measured by the C-test.  Lastly, it will be noted 
that though Parental Encouragement made a small but significant additional 
contribution (2.3%) to variance in spoken Irish scores when entered on the fifth step of 
the analysis, the Beta in the last column shows that this factor fails to be significant in 
the final equation when all eight variables are included.  The partialling out of 
intercorrelations between this and the three other affective variables entered 
subsequently may explain its diminished effect. 

4.10  Summary and discussion of main findings 

4.10.1  Ability in Irish  
In general, the Leaving Certificate students perform well on the Irish language tests 
with the majority of scores falling in the upper half of the normal distribution curve.  
The listening test seemed to be relatively easy for most students and possibly reflects 
the emphasis on listening skills in the Leaving Certificate programme.  On average, 
students get about 62% of C-test items correct while Target Sample students attain 
65% of the total score on the Speaking Test.  However, significant differences in 
achievement between the three instructional categories is found in the case of all three 
tests, with Instructional Category 3 (‘all-Irish’ school) students scoring highest, on 
average, and Instructional Category 1 (Ordinary Level Irish in ‘ordinary’ schools) 
students scoring lowest, on average.  The same pattern of achievement is seen in the 
case of all speaking subtests with the exception of the ‘Tell a story’ subtest where 
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mean scores for students from Instructional Category 3 and from Instructional 
Category 2 (Higher Level Irish in ‘ordinary’ school) are somewhat similar.   
 Notwithstanding the fact that, on average, Instructional Category 3 (IC3) students 
score higher than Instructional Category 2 (IC2) students who themselves, in turn, 
score higher than Instructional Category 1 (IC1) students, there are many individual 
cases in which IC2 students score higher than IC3 students and to a lesser extent cases 
where IC1 students score as well or sometimes better than some IC2 students.  
Students’ scores on the above tests (Speaking test and C-test in particular) correlated 
very strongly with their grades on the Irish paper in the Leaving Certificate 
Examination.  In addition, female students performed better than male students on the 
C-test. 
 Students’ self-ratings of ability to speak Irish correlated highly with actual 
achievement as measured by the three Irish tests and, in particular, with scores on the 
Speaking Test.  The great majority (84.3%) of ‘all-Irish’ school (IC1) students in the 
study considered themselves to have native-like ability.  IC2 students were more likely 
to rate themselves at the level of ‘most conversations’ or ‘parts of conversations’ while 
IC1 students generally rated themselves at the level of ‘parts of conversations’ or 
being able to speak ‘a few simple sentences’.  Together with the more objective 
measures of achievement in Irish (Irish tests and Leaving Certificate Examination Irish 
grades), these findings support the widely held view that ‘all-Irish’ schools succeed in 
producing highly competent speakers of Irish (see section 1.6).    

4.10.2  Irish Attitude/Motivation and Use of Irish outside school 
The responses to attitude/motivation questionnaire items suggested that while most 
students were not negative towards Irish neither were they willing to invest great 
personal effort in learning it.  A similar finding was reported for primary school pupils 
in Harris and Murtagh’s (1999: 311) study.  In addition, students in the present study 
considered the Irish course to be above average in terms of difficulty and seemed to be 
motivated more by the utilitarian value of studying the course rather than by the 
inherent interest or appeal of the course itself.  Attitudes varied greatly, however, 
according to instructional background.  The most positive attitudes to learning Irish 
and to the Irish course, as well as the least anxiety in the Irish class were associated 
with students from ‘all-Irish’ school Leaving Certificate classes (IC3) while the least 
positive attitudes and most anxiety were associated with those studying Ordinary 
Level Irish for the Leaving Certificate in ‘ordinary’ secondary schools (IC1 students).  
IC3 (‘all-Irish’ school) students were also likely to receive higher levels of Parental 
Encouragement than other students while, in general, IC1 students received the lowest 
levels of Parental Encouragement.  More positive attitudes, commitment and higher 
levels of parental encouragement among Leaving Certificate students from ‘all-Irish’ 
schools compared to their peers in ‘ordinary’ schools has also been reported by 
Kavanagh (1999).  Correlations in the present study also indicate that the higher the 
level of parental encouragement, the more likely also that Irish was used at home and 
the higher the levels of Irish used by the student outside school generally.   
 In addition, the more positive the students’ attitude to learning Irish, the higher also 
actual commitment to speaking it.  Such motivational factors are strongly related to the 
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students’ overall evaluation of the Irish course: the higher they rate the course the 
higher their motivation to learn Irish.  Furthermore, lower levels of anxiety in relation 
to learning Irish in the Irish class are associated with higher overall motivation to 
learning the language and greater use of the language outside of school.   
 The ‘all-Irish’ school students in the study also had one other important advantage 
over the ‘ordinary’ school students which relates to general opportunity to use the 
language in context outside of school.  Three quarters of that group (IC3 students) 
reported substantial opportunity (‘quite a bit’/’a great amount’) to speak Irish outside 
school and this typically involved using Irish in social situations with family or friends 
who speak Irish.  The corresponding proportions for extra-school use of Irish among 
students in IC1 and IC2 were much lower: 20.1% and 4.3% respectively.  Extra-school 
use of Irish among IC2 students mainly involved contact with Irish through summer 
courses in the Gaeltacht, watching Irish language TV or using Irish as a secret code 
e.g. when on holidays abroad.  It should be pointed out, however, that home use of 
Irish is very low overall and even among IC3 (‘all-Irish’ school) students only a 
quarter report that it is used frequently at home (‘often’/’very often’). 

4.10.3  Relating attitudinal and use factors to achievement in Irish 
One of the main difficulties with attitudinal data is finding ways of measuring its 
influence on achievement.  A composite index of Motivation using AMTB-based 
scales (Gardner, 1985a), however, facilitates the correlation of general motivation or 
commitment to learning Irish with achievement on the Irish tests.  The results show 
that, in general, the higher the student’s motivation, the higher also his/her score on 
each of the three tests.  Likewise, higher Parental Encouragement in relation to their 
children learning Irish is associated with higher test scores, in particular speaking 
scores.  Higher levels of anxiety in the Irish class are associated with lower 
achievement in Irish and in particular lower speaking scores.  Female students were 
associated with higher levels of anxiety than male students despite the fact that, in 
general, females had slightly higher general proficiency (C-test scores) in Irish than 
males.  It will be recalled that Irish Class Anxiety was measured mainly in terms of 
discomfort while speaking during the Irish class suggesting that general learning or 
performance anxiety rather than ability in Irish may explain the higher levels of Irish 
Class Anxiety reported by the female students.     
 The correlation data showed that a whole nexus of attitude/motivation, use and 
course-related factors are associated with higher achievement in Irish.  The complexity 
of such interrelationships can be disentangled to some extent by performing multiple 
regression analyses, a procedure which assesses the relative effect of each independent 
variable on achievement by controlling for redundancy between them.  The same 
hierarchical regression model with just eight independent factors was used to predict 
Irish C-Test (ICT) scores and total score on the Test of Proficiency in Spoken Irish 
(TPSI).   
 The results confirmed the dominance of the class level Instructional Category 
variable in relation to both measures of achievement.  Thus, choice of medium of 
instruction or course level is one of the chief predictors of eventual achievement in 
Irish, accounting for approximately two-thirds (65-67%) of the overall variance (R2) 
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explained in ICT and TPSI scores.  The choice of ‘all-Irish’ medium education, in 
particular, is associated with the highest levels of achievement in Irish.  Most of this 
relationship is likely to be explained in terms of the high levels of comprehensible 
input and output in these immersion environments (Krashen, 1985; Swain, 1985).  
And as has been pointed out in Chapter 1 (see section 1.6), attending an ‘all-Irish’ 
school is likely to increase students’ opportunities to participate in Irish-speaking 
networks outside of school.  There are factors which were not included in the present 
study which affect choice of immersion education – factors such as social class 
background of parents and their educational aspirations for their children.  Data to be 
presented in the next chapter (see section 5.4.1) show that students’ choice of the 
Higher Level Irish course was motivated mainly by instrumental reasons such as the 
likelihood of getting a good grade (and grade points).  Ordinary Level Irish students in 
the Leaving Certificate programme considered the Higher Level course too difficult.  
It has already been suggested (see section 4.7) that this group’s (IC1) overall academic 
achievement is substantially lower than that found in either of the other two 
instructional categories. 
 The regression analyses also indicated that achievement in spoken Irish is more 
sensitive to use of Irish at home or outside of school than is the measure of general 
proficiency in Irish (C-test).  Specifically, Use of Irish in the Home is only significant 
in the case of spoken Irish scores, explaining just 2% of variance (R2).  Opportunity to 
Speak Irish outside of school is a significant predictor in the case of both dependent 
variables but accounts for much more of the variance in spoken Irish scores (5%) than 
in C-test scores (1%).   
 These findings confirm that even minimal contact with, or use of, Irish at home or 
through other social contacts impacts in a small but positive way on students’ 
achievement in spoken Irish.  There is some limited evidence from the present study 
that parental encouragement may also help but home use emerges as being more 
significant.  Kavanagh in her (1999: 260) study of ‘ordinary’ school and immersion 
school Leaving Certificate students (see section 1.6) also noted a link between parental 
encouragement and student self-assessed ability in spoken Irish.  She concluded that 
parental encouragement may either offer an opportunity for greater practice or signify 
“a greater parental campaign of support and encouragement of the Irish language”. 
 Finally, Irish Class Anxiety accounts for a significant proportion of additional 
explained variance (3-4%) in both regression analyses (predicting ICT and TPSI 
scores) thereby being confirmed as a strong negative affective factor in relation to 
overall student achievement in Irish, even among those taking the Higher Level course 
in Irish.  
 




