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ABSTRACT

AUTORA  —HELENA COBOS RIUS

i — Exposicié intensiva a la llengua anglesa. Proposta d'adaptacio organitzacional al
TITOL sistema d'Educacio Primaria catala.

DEL — Intensive Exposure to English language. An organizational proposal adapted to
TREBALL .
the Catalan Elementary Education system.
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Improvement, Language acquisition, Oral communication, Viability.

Aquest document és fruit d'un procés de recerca sobre les experiéncies que es duen a terme a
Québec a l'escola Primaria, on els alumnes de I'Ultim any es veuen exposats de manera
intensiva a l'anglés com a llengua estrangera. Arran de la descoberta d'aguest model
organitzatiu com a mesura de millora de I'adquisicié i domini de la llengua a la regid
Canadenca, es formula la hipotesis : El programa d'anglés intensiu del Québec es pot adaptar a
I'organitzacid curricular de I'escola Primaria catalana.

Per respondre a aquesta afirmacid, es realitza un estudi de compatibilitat horaria segons el que
estipula el Curriculum de Primaria i les bases teoriques sobre l'exposicidé intensiva a una
llengua. Un cop confirmada la hipotesis, es duu a terme una proposta d'adaptacid
organitzacional en base a les experiéncies, estudis i recerca realitzats fins ara. La proposta és
avaluada per mestres d'anglés i una investigadora de I'ambit de recerca.

This document is fruit of a research process about the experiences carried out in the
Elementary School in Quebec, where the students from grade 6 receive an intensive exposure
to English second language. Due to the discovery of this organizational model as an
improvement measure of English language's knowledge and acquisition, the following
hypothesis is formulated: The Quebec's Intensive English Program is adaptable to the
Elementary Catalan curriculum's organization.

To answer this statement, a schedule's compatibility study is developed, according to the
Elementary Catalan curriculum and the theoretical basis of the language intensive exposure.
After supporting the hypothesis, a proposal of a possible organizational adjustment is designed
based on the experiences, studies and research done so far. The proposal is assessed by
English teachers and a professional researcher from the field.
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1. INTRODUCTION

"Speech distinguishes man from the animals." (Rousseau quoted by Scott, 1998)
Since its apparition on the Earth, human beings have searched different ways to
communicate with their environment and fellow men. Step by step, they have
developed capacities to improve and optimize the communicative situations which they
are part of. Languages are the result of human's social dimension and they respond to
each community needs. Thus, each group of individuals has developed its own full-

formed complex language (Allot, 2012).

Apparently, this fact might not be much related to the investigation presented in
this document but, since those communities [with their different languages] have
always faced with the need to understand each other in order to supply their demands,
to talk about a "world" language or "universal" language starts to make sense. Even if it
is a controversial topic, in terms of identifying which is the language which holds this
distinction, there is nothing new under the Sun. Like it or not, English language is
currently one of the most spoken and spread languages in the world and the key to get
better lifestyle opportunities, enter into the labour and economic system anywhere in
the planet and be part of the global conversations and matters that surround us
(Walker, 2009). Consequently, it is understandable that English has become the second

learnt language in all the non-native English countries in the world.

This being explicitly stated, | would like to present the subject of the study, which
is a comparison of both English language contextual situation and Elementary School
English Programs in Quebec and in Catalonia. As it is going to be presented later, both
contexts share similarities in means of identity and language heritage and they both
conceive the English language as a Second language. Nevertheless, both curriculums
have been conceived differently. That is the reason why both official programs are going
to be analysed and compared in means of organisation and competences in order to

expose the main similarities and differences.



So, in order to better understand the reality of both context, during the first part
of the research | am going to be presenting and exposing the theoretical background of
both political linguistic contexts - mainly concerning the English language - and both

curriculum programs of the English language in means of competencies.

On the other hand, taking advantage of my stay in Quebec and the proximity to
the schools' reality, an innovative strategy to improve the learning of English Second
Language [ESL] called Intensive English in Elementary public francophone schools in
Quebec is going to be introduced and analysed. The objective of this second part is to
study the possibility of adapting this methodology to the Catalan Elementary
curriculum. Thus, it is important to previously study the situation of the English language

in Catalonia and the organisation of the Catalan curriculum.

The second part of the research is meant to conceive an Intensive English
adaptation which is going to be founded and supported by contextual analyses, already
done studies concerning Intensive English in Quebec and the comparison of both
contexts and curriculums. Afterwards, the proposal is going to be presented and
exposed to a Catalan school board in order to receive constructive, objective and real

feedback about the viability and coherence of the idea.

Even if, in general means, this project is a theoretical research, it also involves
experimental phases in which the searcher is meant to develop practical, organisational,

pedagogical and didactical skills.

Mainly, this research project departs from the general hypothesis: The Quebec's
Intensive English Program is adaptable to the Elementary Catalan curriculum. This
hypothesis has born from my exchange experience in the University of Quebec in Trois-
Rivieres and the possibility to know and work with the Quebec's Elementary English
Program as well as the chance to come across with the program which is presented in

this document.



Briefly, after having started didactic courses at the University, | discovered the
peculiarity of the curriculum's organisation. Moreover, before starting my first research
about the subject, | had the opportunity to talk with some classmates who attended
intensive English classes in Primary School. They reported that it was a great experience
and it made me more curious about it. Also, once | had started to look for further
information and documentation | had the chance to interview English teachers and
university professors who worked with [and they still do] the program. All these facts
and my contact with this reality have inspired and motivated me to start up this

research.

Finally, as Catalan and future English teacher, | feel that it is my responsibility to
look for the improvement of the English learning and teaching process in my nearby
context. That is why this investigation goes further than the merely theory and it seeks
to present a different way to conceive the ESL in Primary Schools. Even if this proposal
finds its inspiration in the Quebec's program, it is thought to be regarded as an
appropriation of the Catalan system in order to improve the communicative language

skills [in English] in Primary School in the future.



2. THEORETICAL FRAMEWORK

2.1. Political linguistic and educational system context in Quebec and Catalonia

concerning the English language
2.1.1. Political linguistic context in Quebec and Catalonia

Before starting my exchange in Quebec, | thought about which would be the
political linguistic situation there - without searching further information - and the first
concept that came to my mind was "Bilinguism". Nevertheless, the pre-established idea
that in Quebec people spoke either English or French rapidly disappeared when | moved
there and | confirmed that life was francophone and that English was not as present in

daily life as | imagined.

Historically, the region of Quebec was first discovered and later inhabited by
French explorers over the end of the 16th century. They got in contact with the Native
communities that already inhabited the lands (Dickinson and Young, 2008) and they
started to construct a larger colony taking advantage of the fur market in Europe. By the
second half of the 18th century, British tropes were sent to Canada - specially to Quebec
- in order to invade the region. By the end of that century, Quebec was no longer a
French colony and French Canadians started to cohabitate with British conquerors.

(Bélanger, 2014) That was the time when both languages met in the region.

The coexistence was not easy. After the Conquest, French Canadians - mostly
Catholics - worried about the increasing presence of British - mostly Protestant - and
language started to be a religious and political matter (Harvey in VVAA, chapter 6, non
identified). Some attempts of English assimilation were conducted by British conquerors
but French Canadians were resistant to adopt their language and culture and they

continued speaking and defending French.

The situation between the colonies and the population was tense. Therefore, as
the Province of Canada grew more prosperous and developed socially and industrially,

the internal rivalries increased. Finally, due to some riots and conflicts between the



regions which happened between 1760 and 1850 and the fear of a possible United
States' invasion and further domination, the representatives of the different regions of
the Province of Canada - the British North America - together with Britain's government
agreed - after some meetings and discussions - the coalition of the regions. This was

called The Confederation and it happened in 1867.

Joining the Confederation was supposed to give French language and population
a true legal and political status as well as to better integrate the region of Quebec -
known as East Canada -. Unfortunately, it was not the case. "Given the increasing
dominance of English, the French language weakened and was devalued: it put up a
passive resistance, survived and struggled along but did not have the strength to
liberate itself." (VV.AA, non identified: 3). Moreover, as the professor Fernand Hervey

reminds:

"Towards the end of the nineteenth century, it became increasingly clear that the survival of
French was under threat, not only because of the rebuffs and setbacks which it suffered for
political reasons in the Anglophone provinces, but also because of the economic transformations

caused by industrialization and urbanization." (Harvey in VVAA, chapter 6, non identified:11)

It was not until the 1960' that things started to change. Some initiatives in favour
of French at the Federal level begun to appear. By the end of the 60' the Federal
government adopted French as an official language and it passed an act in which

provinces were given rights and jurisdiction over education.

Afterwards, by the end of the 70's, the Quebec's National Assembly leaded by
the Parti Québecois adopted the Charter of the French Language - commonly known as
the Bill 101 -. This regional bill - which is still valid - seeks to protect and promote French
in all the social, economical, political and educational spheres in the region. Specifically,
regarding education, this bill limits access to English language schools only to children
whose parents went to an English school in Quebec, children with learning difficulties - if

their parents ask for English schooling - and children who are temporary in Quebec. On
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the other hand, it blocks access to English schools to all new immigrants and the

francophone population of the region (MELS, 2015).

Furthermore, the Charter states that French is the language of instruction until
the end of secondary education and that none can receive a diploma after high school if
the targeted level of oral and written French is not reached (MELS, 2015). Thus, all the

subjects - except English - must be taught in French.

In this point of the subsection, with the hope that the reader has a general and
clear idea about the linguistic situation in Quebec, | am going to introduce the Catalan

political and linguistic context from the beginning of the 21st century.

The reader may not know that from 1939 until 1975, Spain was governed by the
dictator Francisco Franco. That situation did not affect the presence of the foreign
languages at school - mainly French - but it did prevent Catalan schools from teaching in
Catalan or teaching the language itself (Pacheco, 2015). It was not until the Educational
Reform in the 70's that the Spanish Government recognized the official presence of the

"native" languages of the country in the Educational System and at schools.

After Franco's death in 1975, Catalonia - and the other Spanish communities -
recovered its Government (La Generalitat) and it could write and pass some bills to
protect and encourage the use of the Catalan language at Primary schools as well as to
return to normality the presence of the Catalan language in the administration and the
media. Furthermore, after a decade, getting the inspiration from francophone
immersion experiences in Quebec, the Catalan government promoted a new linguistic
model based on the immersion of the children into the Catalan language at school. That
meant exposing children to Catalan language in different spheres of influence and

establishing Catalan as the educational lingua franca. (Goma and Subirats, 2001)

By the end of the 21st century, the Spanish government had adopted a new
Constitution [1978] and another National Educational Reform called LOGSE [1990].

Regional Communities in Spain - like Catalonia - gained legislative competencies in
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means of education and civil rights - among others -. On the other hand, the regional
languages - Catalan, Basque and Galician - were protected by law and integrated
officially in the National Curriculum (Goma and Subirats, 2001). Nevertheless, the
Catalan government continued worrying about the language status and other identity
issues and it kept on passing bills which would constitute the Catalan Constitutional Act

known as Estatut d'Autonomia.

The Catalan Parliament adopted this Act in 2006. It stated that Catalan was the
Catalonia's official language together with Spanish. It also specified that Catalan was the
language of instruction and the commonly used in the Catalan administration (Pacheco,
2015). This might not seem related to the presence of English in the Catalan educational
system but it does. The Estatut d'Autonomia - together with a National Agreement for
Education of all the parties present in the Catalan Parliament - was the basis of the

current Catalan Education Act (2009).

2.1.2. Quebec's and Catalonia's education system context concerning English

language

Hopefully, after this quick but concise historical review of the province's political
linguistic context, the reader has been able to better understand the current linguistic
situation in Quebec. Nevertheless, some key ideas related to the Quebec's Education
System in relation with the English language will be introduced right after (Garcia and

Baker, 1995), (CSE, 2014):

- English and French are both official languages of Canada for all purposes of the
Parliament and Government of Canada. Canadians have access to services provided by
the federal Parliament or Government in English or French anywhere. Canada is

institutionally bilingual.

- The objective of the Quebec's educational system is not to make children bilingual but

to give them the tools and strategies to communicate using a second language. The

12



State must led people acquire a functional knowledge of English and the opportunity to

start learning a third language.

- The English immersion or CLIL is forbidden by law (the Bill 101) in Francophone schools

receiving Government's funding.

Finally, the reader should know that until the beginning of the 21st century,
there existed two school systems in Quebec; the French catholic and the English
protestant. Also, in some regions and schools outside Quebec, teaching the French

language was forbidden (Garcia and Baker, 1995).

On the other hand, it is not without surprise that | have discovered that English
language was present at the Spanish Education System - legally - before than the
Catalan language did. Paradoxically, Spain is a country in which different languages
coexist: Catalan, Basque, Castilian and Galician but it is also a country which has had -
and it still has - difficulties admitting and integrating this variety of languages and

identities in the legal/governmental level. (Pacheco, 2015).

Nevertheless, the presence of the foreign languages has never been such a
controversial issue in means of introduction in the educational system. Since the
beginning of the 20st century, students aged eight years old started to take French
compulsory courses and from the end of the 1930's, maintaining the French compulsory
courses, English and German were introduced as optional foreign languages to study in
the sixth and seventh level of the secondary education - where students were aged 16

and 17. (Morales, Arrimadas, Ramirez, Lopez and Ocafia, 2000)

Even if the English language was present in Secondary school, it was not until the
1970's - due to the General Educational Reform - when it [English] became the most
common foreign language taught at Primary schools, normally after the 5t year and
during three hours a week - Basic Education was organized in eight years, starting at the
age of 6 and finishing at the age of 14 -. (Morales, Arrimadas, Ramirez, Lopez and Ocafia,

2000)
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As | have mentioned before, due to the new Spanish Constitution in 1978 and
the adoption of the Estatut d'Autonomia, Catalonia could write and enact The Catalan
Education Act [LEC] which established the immersion linguistic model as the official one
in all the Catalan schools. Children would be taught in Catalan - unless in Spanish and
English courses -, school boards would be given autonomy to adopt their own programs
according to schools' needs and contexts and the government would have the power to
decide the number of language hours in the Official Curriculum. The interesting fact is
that due to the previously mentioned National Agreement for Education, the Catalan
Education Act is devised to avoid future amendments, providing Catalonia with a
permanent and stable educational system which protects and promotes the regional

language (Pacheco, 2015).

Having all this said, | would like the reader to be aware of the Act's significance

related to the English language teaching and learning in Primary Catalan Schools.

First, it states the student's right to be introduced to a foreign language [mainly
English] since the second cycle of Kindergarten and to be taught that second language
during all the Primary Education seeking the acquisition of the reading, speaking, writing

and listening skills (LEC, 2009).

Second, it gives the school boards the responsibility/right to adapt and organize
the compulsory hours devoted to languages according to their needs. (LEC, 2009). That
means that the Catalan Government pre-establishes certain hours to devote to each
subject in the Primary Education but that the schools - through their Educational Project
- are the ones who decides how to organize the hours (projects, units, courses, etc)

according to their needs or objectives defined in their programs.

Finally, it does not avoid schools developing activities in English with content
from other subjects such as Science, Geography, Arts and others. Actually, this approach
is more and more current in Catalan schools and it is known as Content and Language
Integrated Learning [CLIL]. Unfortunately, it is not the issue | am going to be dealing with
in this document even if it is an interesting one in means of English didactics.
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To sum up, before continuing with the formal comparison of the Quebecer and
the Catalan English programs, both regions - Quebec and Catalonia - have been
historically facing controversial situations concerning their identity related to the
language but they have finally achieved constitutional legislative rights concerning
Education and language policy. Both governments have chosen to protect and promote
the regional language - French and Catalan - by adopting specific Acts and integrating

them in the Educational system as their lingua franca.

Nevertheless, even if in Canada English and French are considered official
languages, in Quebec the only official language is French. That means that English is
considered a second language - like in Catalonia - instead of being regarded as co-official

- like Spanish in Catalonia -.

Furthermore, whereas in Catalonia the English language is integrated and
promoted in the Primary Education General Curriculum - giving it minimal compulsory
hours and encouraging schools to innovate in new forms of second language acquisition
- the situation in Quebec is not comparable. The English language is still considered a
potential threat to French - which is the most important Quebec's identity and cultural
feature - and this conception hinders the English language's presence in Primary School
further than the minimum hours conferred to the subject which, as the reader is going

to discover below, are less than the minimum ones in the Catalan Curriculum.

All this being exposed, | hope the reader will be able to better understand the
English Program conception from these two regions and some of the reasons behind

their organization in means of hours and competencies.

2.2. Comparison of the Quebec's English Program and the Catalan English Program in

means of competences and organization
2.2.1. A brief introduction to the programs

In this second section of the document | am going to introduce both Quebecer

and Catalan English programs. As the reader is going to discover, they are very different
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in means of organisation and conception. | would like to clarify that the concept of
organisation is related to the total second language teaching hours and their
distribution during the Primary Education and that the conception is related to the idea

of competency and content that both programs define and apply.

The first point | would like to highlight is the fact that whereas in Quebec there
are two different ESL programs - one for cycle one and another for cycles 2 and 3
integrated in the General Educational Program - separated from the French language
program, in Catalonia the English language - foreign language - is integrated in the
General Elementary Education Curriculum with both Catalan and Spanish languages.
That means that, in the Catalan program, all the languages are based in the same
competencies and categories of knowledge whereas in the Quebecer one, English as
second language has got its own contents, competencies and strategies to be developed

during the Elementary school.

It might seem strange in the Quebecer's case to have two different programs but
this is due to the fact that until 2007, ESL was first introduced to students in Cycle 2 in
order to protect the French language development in early ages. However, after having
verified that "there was no evidence of interference with the students’ learning of
reading and writing in French" (MELS, 2006) the Quebec's Government decided to apply

this program officially in Elementary Francophone schools.
2.2.2. The concept of competency in both programs

After this brief introduction, | am going to introduce the reader which are the
concepts of competency that both programs hold. My intention is to show to what
extent they share the same idea and how both General programs have established
similar cross-curricular competencies (MELS, Chapter 2, 2006). Then, | am going to focus
on the ESL competencies and contents described in both programs. A comparative table

is going to be exposed right after in order to improve the understanding of the first part.
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Quebec's General Program

Catalonia's General Program

Competency

concept

Literally from the General

program:"Savoir-agir fondé sur la

mobilisation et I'utilisation efficaces d'un

ensemble de ressources." (MELS,

2006)That is, to act effectively
using the mobilisation and
utilisation of different resources
such as academic knowledge,
experiences, abilities, interests,

etc.

Literally from the General program:

"Capacitat d'activar o mobilitzar diferents tipus
de continguts (conceptuals, procedimentals i
actitudinals) per fer front a situacions diverses i

actuar-hi de forma eficag." (Generalitat de

Catalunya, 2009) That is, the capacity to
activate and mobilise different sort of
contents (conceptual, procedural and
attitudinal) in order to face and to act

effectively in a variety of situations.

Cross-
Curricular

Competencies

There are nine competences
grouped in four different
categories:

1. Intellectual Competencies: to
make use of information, to solve
problems, to exercise the critical
judgment and to be creative.
2. Methodological Competencies:
to use effective work methods
and to make use of ICT's.

3. Personal and social
competences: to build up oneself
identity and to cooperate.

4. Communicative competency:
to communicate properly and

effectively.

There are eight competences grouped
in four different categories:

1. Communicative Competences:
linguistic and audiovisual competency
and artistic and cultural competency.

2. Methodological Competencies:

digital competency and use of
information, mathematical competency
and learning to learn competency.

3. Personal Competencies: autonomy
and personal initiative competency.
4. Competencies to cohabitate and

inhabit the world: knowledge and
interaction with the physical world and

social and citizen competency.

Table 1: Competency concepts and cross-curricular competencies comparison of both Quebecer and
Catalan General Educational Program
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As the reader can see, both General programs have a similar concept of
competency. They describe it using key words such as effectiveness, action,
mobilization, resources and they specify which sort of resources the students are
supposed to use in order to reinvest their previous knowledge or experiences to face a
problem or a situation. Nevertheless, whereas in the Quebecer program the Cross-
Curricular competencies are based and reached by more specific competences related
to each field of knowledge, in the Catalan one the basic competencies are organized and
distributed in a generalized way and they are specifically developed in each subject

through contents, actions, abilities, procedures and attitudes.

That means that, even if both programs are competency acquisition based, the
developmental and integrating process of the competencies is differently conceived. |
am going to give the reader further explanations about this using the current English

Program of each General Educational Program.

2.2.3. The Quebec's English Second Language Program

The Quebecer English Second Language program seeks to give students the
opportunity to develop and acquire three specific competencies at the end of
Elementary school (MELS, Chapter 5.2, 2003) which are: To interact orally in English, To
reinvest understanding in oral and written texts and To write texts. To do so, two more
concrete competencies are introduced during the first cycle and they are supposed to
be the basis for further progression of the others mentioned before. Here there is a

schema which shows the interaction between the competencies.
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English as a Second Language, Elementary Programs

Cycle One Program Cycle Two and Cycle Three Programs

To act on

understanding To interact

orally in English

of texts =

To rej
|”' Undeyc, Nvesy «‘},
<o ¢o"; Eng! Oraf a":':;’;lng of
d" texts tten

Image 1: ESL competencies, Elementary Programs from Quebec (MELS, 2006:4)

According to the program's presentation, "To interact orally in English is at the
heart of ESL learning and is present when developing the other two competencies", so
the activities must enable students to practice the oral language and they should be
working on the different categories of the Essential Knowledge. The Essential knowledge
is present, described and exemplified in each subject and, in the case of ESL, it is
organized in five categories: Contextual (cycle 1) and functional (cycles 2&3) language,
Language conventions - grammar (cycles 2&3), Learning strategies (Cycles 1, 2&3),
Cultural elements (Cycles 1, 2&3) and Text Elements (Cycles 2&3). In the annex the
reader can find an example of the description and exemplification of the categories

"Strategies" and "Language conventions" for cycles 2&3.

Furthermore, each specific competency is related to one or more cross-curricular
competencies and, in addition, there is an explanation focused on each cycle(s) about
the developmental meaning of each competency. Here there is the example of the

Competency 1: To interact orally in English for cycles 2&3. (MELS, 2006:355)

"To develop the competency, students react to messages using strategies, take the initiative to
transmit oral messages using strategies and maintain oral interaction using strategies. When they react to
messages, students listen attentively, accept not being able to understand everything, take into account
the nonverbal cues of the person speaking, and use pertinent nonverbal or verbal reactions. [...] As
students progress through the cycles, they broaden their knowledge of the language and their repertoire
of strategies, and they participate more actively and effectively in all kinds of interactive classroom

situations. [...]"
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2.2.4. The Catalonia's Foreign Language Program

On the other hand, the Catalan ESL program is an integrated part of an unique
"Language Area" which covers Catalan, Spanish and the Foreign Languages from Cycle 1
to cycle 3. The contents of the three languages are organized around the three
communicative competencies (table 1) and distributed by the same categories: "Speak
and discuss", "Listen and understand", "Read and understand", "To write" and
"Language operation and its learning". This united conception of languages is meant to
encourage the development of the "Multilingual and intercultural competency" and to
give school boards the opportunity to coordinate the learning language processes in
order to educate children to be prepared to face multilingual contexts. Nevertheless,
there is not a specific category which regards the cultural aspects of the English
language but a general dimension linked with the multilingual competency which is

worked from all the languages taught. (Generalitat de Catalunya, 2009:33-35).

Concerning the distribution of the essential knowledge, within each category -
and depending on the cycle - there are announced key features and contents in a
general way, which means that - unlike the Quebecer ESL program does - no specific
examples are given to work on the categories. Moreover, some of the statements -
contents - are very similar in the three languages, giving the united program a certain

coherence but conceiving the categories in a very general way.

All in all, after having briefly exposed both programs | would like to clarify the
reader my previous conclusion about how the competencies' development are
differently conceived. The Quebec's ESL program is focused on three specific
competencies which are exemplified and contextualized in order to give teachers the
tools and the directions to better help children to develop and acquire them during all
the Elementary school. Each competency is given a different evaluation criteria based
on abilities and attitudes whereas the contents - which are mainly related to the
essential knowledge - are integrated in the program as a tool to achieve the evaluation

criteria points of each competency. Thus, even if the program might seem narrowed
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down it is essentially focused on the three competencies building up and integration

and it gives teachers explanations and justifications for their achievement.

On the other hand, the Catalonia's ESL program is mainly based on the five
knowledge categories which, in turn, integrate contents, strategies and attitudes
without distinction between them. The competencies are broadly conceived in the
"Languages area" and the contents seek to achieve the main area objectives described
at the beginning of the section. Nevertheless, these objectives are not related or
integrated to / in the competencies' conception but they are announced separately. This
program conceives the competencies in a greater general way compared to the
Quebec's one. Thus, the concept and its working process keeps being ambiguous, giving
to contents more weight when implementing the program. However, it must to be
taken into account that the languages conception of the Catalan General Program is far

different from the Quebecer.

2.2.5. Similarities and differences of both programs in means of competencies and

contents

Until this point of the section | have summed up some of the main features of
each ESL program and compared the competencies' conception of both. Yet, | consider
necessary to introduce a final comparative table to highlight the main differences and
similarities of both programs to improve the understanding of this part. Then, | am going

to briefly present and compare the organization of the ESL hours of each program.

Quebec's ESL Program

Catalonia's ESL Program

Similarities

Orally interaction as the

heart of the program

Oral conversation as

permeate activity

Essential knowledge divided in different categories

Singular conception of the

language programs

United conception of the

language program

Children are meant to be

Children are meant to be
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able to communicate

effectively in English

prepared to face multilingual

contexts

Specific ESL competencies
to be developed,

Differences integrated and acquired

General competencies shared

with other languages

Children are meant to start

writing in cycle 2

Children are meant to start

writing in cycle 1

Contents as an integrated
part of competencies

developing tools

Contents as the base of
competencies work and

development

Table 2: Main similarities and differences of the English programs from Quebec and Catalonia

2.2.6. Comparison of English language or foreign language hours distribution in both

programs

After this brief comparison, here there is another comparative table which shows

the hours' distribution of ESL in Elementary Public schools in Quebec and Catalonia.

Quebec's schools

Catalonia's schools

Minimum number of hours No minimum hours

Cycle 1: 70
Cycle 2: 105
Cycle 3: 140

Extra non compulsory: 105

School boards' decision
Cycle 1: To 30 up to 90
minutes a week.
Hours distribution Cycles 2&3: Tolupto 2
hours a week.
ESL normally shares 2:30h

of instruction with Arts.

According to the minimum
hours required:
Cycle 1: 2h a week
Cycle 2: 3h a week
Cycle 3: 4h a week
Plus further school board's

distribution of the extra hours.

Table 3: Comparison of ESL hours in Elementary Public schools from Quebec and Catalonia
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As the reader can appreciate, in Quebec, each school board decides how to
distribute the non delivered hours among the subjects. According to the General
Quebecer Pedagogical Regulation (1997:8), each week the students attend 23:30 hours
of academic formation. The delivered hours are a total of 18 in Cycle 1 and 16 in Cycles
2&3. That means that in Cycle 1 school boards have 5 and a half hours a week to
distribute among Arts, Physical Education and ESL and that in Cycles 2&3 they have 9
and a half hours a week to distribute among Arts, ESL, Physical Education, Geography -
History - Citizen Education and Science/Technology. Contrary, Catalan school boards
have minimum hours to distribute for each subject during 25 hours of academic

formation a week.

The Quebec's situation entails a singular and disproportioned organization of the
ESL hours in the Elementary schools. Even if some studies (CEPEP, 2014; French and
Collins, 2011) have shown that most of schools devote 2 hours a week to ESL
instruction, there can be found really different situations depending on the school
context and clientele. This fact hinders the possibility to have a coherent and unique
base to teach ESL in Quebecer schools and to give children the same minimal

opportunities to get in contact with the English Language.

To sum up, even if in means of competencies and contents the Quebecer and the
Catalan ESL program share some points and differ from others, both of them seek to
give children the opportunity to learn a different language than the mother tongue(s).
Nevertheless, it has to be taken into account that not having minimum hours rests
stability and solidity to the ESL Quebecer program regarding its fulfilment. That is why
since the end of the 20st century and the beginning of the 21st one, new strategies of
ESL teaching have been investigated and analyzed in order to improve the Elementary

students' English level and learning experience.

In the next and final section of the Theoretical framework | am going to
introduce and describe the reader one of the most recent, controversial and interesting

ones which is being established in a lot of francophone schools; the Intensive English.
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2.3. A strategy of ESL teaching and learning improvement in Quebec's Francophone

Elementary schools - Intensive English

From the beginning of this essay, | have tried to give the reader a broader
perspective about the linguistic situation in Quebec and in Catalonia in order to scaffold
the comparison of both programs and to present similar and different contexts of
learning regarding the English as Second Language. Nevertheless, as it has been showed,
the contexts and the programs are not very closed. In fact, whereas the Quebec's
program would be likely to have an elevated distribution of ESL hours - taking into
account that it is a region of an English speaking country - the reality shows the

contrary.

According to an exhaustive study of the English Language learning in Quebec
(CEPEP, 2014) the current situation of English language in the region diverges in two
different interests; the individual and the collective. The first one refers to the need to
give francophone children the best tools to master at least the two official languages of
the country and the second one is related to the fear of losing the usefulness of the
French language in Canada - due to a possible increase of the English language's

presence in children's daily life.
2.3.1. Intensive English timeline in Quebec

Regardless of the legal aspects, during the last 50 years parents have been asking
for improvement concerning the English language level in public schools. That is why by
the end of the 70's, getting inspiration from the Intensive French experiences in
Anglophone communities, some Francophone communities started to practice and
apply Intensive English programs at schools (Spada and Lightbow, 1989). Nevertheless, it
was not until 1996 when the Intensive English concept was defined and described in

order to be applied officially in Quebecer schools.

Intensive English is conceived as an innovative teaching measure characterized

by the increasing time devoted to teaching ESL and the gathering of this time in a single
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academic year. According to an evaluative research about the governmental
intervention concerning ESL teaching in Quebec (Anstett, Sauvain, Jacob and others,

2014) .

"L’EIALS vise principalement a donner a I’éleve un niveau plus élevé de compréhension,
d’acquisition et d’aisance a utiliser la langue anglaise pour s’exprimer, [...] Cela permettrait de

rendre I’éleve plus fonctionnel dans la langue seconde, et ce, méme dans la vie courante."

"The Intensive English Teaching seeks to give students a higher level of comprehension,
acquisition and ease when using English language to express themselves, [...] This would led

students to be more functional handling with the second language and with daily life."

Even if at that time the concept was not as developed as today, several some
were carried on (Spada and Lightbow 1989, 1994) in order to give Intensive English a
higher status and consideration in the Elementary education program. Anyhow, it was
not until 2001 that the Quebec's Government decided to give schools the autonomy to
enforce Intensive English programs. Yet, no official program had been conceived and

IESL teachers were the ones who created and designed the material.

Ten years later, Jean Charest - then the President of Quebec - announced that in
5 years, all the 6th grade students of francophone schools in Quebec would attend IE
programs. The reactions were dissimilar. Whereas parents and schools, as well as
organizations defending the English language education, were in favour of the proposal,
a lot of English teachers, experts and even the media were critic about the fact that the
program had not been developed in depth and that schools needed more qualified
English teachers to carry on the project (CEPEP, 2014; Anstett, Sauvain, Jacob and
others, 2014). Moreover, there was not an official program yet and it was not until a
year later, in 2012, when the SPEAQ (Society for the improvement of English second
language teaching in Quebec) together with the Government and School boards wrote

an "Implementation Guide of Intensive English Second Language Teaching in Quebec."

Nonetheless, the same year the Quebecer Government's colour changed and the

new elected Parti Québecois - French language defender and protector - removed the
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Intensive English obligation proposal, giving to schools the decision whether or not to
implement IE. Nowadays, more than the half of the Quebec's scholar commissions have
adopted and offer Intensive English in 6" grade (Anstett, Sauvain, Jacob and others,
2014) but there is not a general and solid program to be applied in all schools yet.
Additionally, there are still some weaknesses - which | am going to expose right after - to
be studied and analyzed in order to improve the proposal for the sake of students and

teachers.
2.3.2. Theoretical bases of an intensive language learning

The Intensive English Program in Quebec is based on the idea that language is a
way of communication rather than a grammatical subject of study. (Germain and
Netten, 2010) Thus, one of the latest official documents concerning ESL teaching from
Quebec's Government (CEPEP, 2014) presents three theories which explain how the
intensive learning of a language works, taking into account the communicational
language appreciation presented. These are the Neuro-linguistic theory, the Linguistic

interdependence theory and the Social-constructive theory.
2.3.2.1. The Neuro-linguistic theory

The Neuro-linguistic theory of language acquisition has been broadly studied and
explained by Michel Paradis (2004) a well-know linguistics professor in the University of
Quebec in Montreal. In his book A Neurolinguistic Theory of Bilinguism, he exposes and
justifies the presence of two different types of memory when learning a language; the
declarative memory and the procedural memory. Both are differently situated in our
brains and they do not communicate each other. Thus, they operate in different

situations (Paradis, 2004).

Whereas the declarative one is related to the conscious knowledge (f.e.
grammatical rules or vocabulary), the procedural one "is known to be task-specific."

(Paradis, 2004:141). More concretely: "Competence (know-how) is subserved by
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procedural memory, as opposed to knowledge ("knowing that") which is subserved by

declarative memory." (Paradis, 2004:61)

When conceiving language a mean of communication, intensive language
programs search the activation of procedural memory by exposing children to a vary of
situations, which ask for developing communicational skills and procedures rather than
learning or memorizing lots of vocabulary and grammatical rules. Furthermore, these
tasks led children to explore and use communicative strategies which they are acquiring

or they have already acquired while learning their L1.

There is a lot of literature concerning language interdependency. However, | am

going to present to the reader the referent in this field of study in the next subsection.
2.3.2.2. The Linguistic interdependence theory

Extensively described by James Cummis (1979, 1998, 2000), the linguistic
interdependence theory states that, when learning a second language (L2), individuals
search for their mother tongue's (L1) structures and communicative strategies to apply
in  communicational situations. Concurrently, learners are developing cognitive

procedures which are integrated in their mother tongue's development.

This theory defends the fact that, even if in intensive language teaching
programs the mother tongue's instruction is compressed, children are going to develop
similar cognitive structures in L2 and this procedures are going to be transferred into L1.
Nevertheless, as it has been explained before, this happens when exposing learners to

meaningful communicative situations in both L1 and L2.
2.3.2.3. The Socio-constructivist theory

Finally, this last theory finds its essence in the concept of Social Learning and
Zone of Proximal Development conceived by the psychologist Lev Vygotsky (1930-

1934/1978). He believed that peer interaction and cooperative tasks - with the guidance
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of the teacher - were an effective way to develop skills and strategies in order to solve

problems, verify hypothesis, make predictions, etc.

These sort of cognitive processes are used and developed in all the other
subjects learnt at schools such as Mathematics, Science, Art, etc. Thus, when
encouraging learners to carry on cooperative tasks or projects in L2, apart from
developing communicational skills, they are working on broadly processes which help

them to achieve the objectives set up at the beginning of the task.

This fact supports the idea that, as long as the task/activity/project proposed in
L2 is cognitively challenging, children's cross-curricular competencies development will

not be impaired when compressing the time devoted to teaching other subjects.
2.3.3. Intensive English Program's SWOT

When | was planning how to present this part to the reader, | thought about
giving a comparative description about the pros and cons of this innovative measure.
Nevertheless, | rapidly changed my mind because my intention is not to make an
exhaustive analyses of the program but to expose a clear and general idea about what
the Intensive English Program is. That is why | am going to present a general overview of
the program using the tool called SWOT in which Strengths, Weaknesses, Opportunities

and Threats are going to be exposed.

On the other hand, | would like to remind the fact that all these features are
contextualized and based on the experiences in Quebec and supported by different
studies | have consulted (Spada and Lightbow 1989, 1994; CEPEP, 2014; Anstett, E.;
Sauvain, V.; Jacob, J. and others, 2014; German, Lightbow, Netten and Spada, 2004).

STRENGTHS WEAKNESSES

Better proficiency in English Lack of material and pedagogical support

Encourages learning autonomy in children Unprepared Intensive English Teachers

Authentic and permanent contact with Lack of strategies to attend special needs -
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English Language either advanced or with difficulties -
Enhance English teachers' status Adequate learning contexts.
Project-based activities Evaluation criteria and tools

Self-esteem and motivation increase

OPPORTUNITIES THREATS
New pedagogical approach Non collaboration of all the teachers
Government's founding French language defenders' opposition
English language context available (media, Government's cut of founding
technology, books, Country) Official & coherent program's inexistence
Community support Cycle 3 compressed program's unbalanced
Research studies showing the positive organization and extra-work

benefits in Second Language acquisition | Negative attitude toward English language

Table 4: Intensive English Program's SWOT according to the studies done so far

After this program's SWOT, | hope the reader is aware of the main features -
either positive or negative - which characterizes it. It is clear that there are some
weaknesses that must be attended and improved but the strengths that this program
presents are potentially beneficial for children's English language and Communicative

and Autonomous competencies' acquisition.

Finally, before keeping on with the methodological and proposal part of the
essay, | will present the Intensive English generalized model of implementation to give

the reader an idea about how this can be carried out.
2.3.4. A generalized Intensive English organizational model

Since the first experiences in Intensive English programs, different models of
application have been being tested. To be considered as intensive, it is necessary to
expose children to English language at least during 300 hours in a single year (CEPEP,
2014). That means compressing the non English Second Language subjects in order to
have more hours to devote to ESL teaching. The solutions to this situation vary, but

there is one which is mainly extended; the distribution of the curriculum in two equal
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parts - from September to January and from February to June -. This organization is
based on research showing that a continued intensive exposure to languages improves
their acquisition and further skills maintenance (CEPEP, 2014, Mufioz, 2012; Lightbow
and Spada, 1989, 1994).

In any case, when adopting the 5/5 months, students attend Physical Education
and Art courses in French during all the year since they are compulsory annual. In some
schools, the same model is a little bit different, offering students 4 days of IESL and 1
day of French, Maths, Sciences, etc during the first five months and in the second part
they do 4 days of non ESL subjects and 1 day of IESL. Whether schools' option is, the
effects are proving to be positive for students and teachers, even if both of them
[students and teachers] are busier than in the regular program (CEPEP, 2014 and

Anstett, E.; Sauvain, V.; Jacob, J. and others, 2014).

Normally, when implementing it, school boards divide students into two IESL
groups in order to have only one teacher teaching IESL in the same or different schools
to one class during the first five months and to the other the rest of the school year. So,
in general, schools are more keen to teach ESL during all the week instead of having one
non IESL day for stuff organizational reasons. Nevertheless, some studies have
demonstrated (Spada and Lightbow, 1994; CEPEP, 2004; Anstett, E.; Sauvain, V.; Jacob,
J. and others, 2014) that in this sort of organization, IESL classes need to be focused on a
communicative approach, emphasizing interaction between students and teacher and
among students and setting out instructions to help students to learn through doing in
order to develop cross-curricular competences present in all the other subjects. In
addition, pedagogical coherence between specialists and tutors is needed as well as

collaboration in the evaluation process.

Anyhow, as | mentioned before, given that no official program exists, schools are
free to choose the organization which fits the most with their needs, making the

evaluation of the program heterogeneous among the province. This is the main reason
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why | have introduced the most common - and scientifically endorsed - one but

specifying that there exist more.
2.3.5. A brief introduction to IESL methodology

In this last part of the section, | would like to present to the reader the notion of
Intensive English that is hold in Quebec and some of the mainly used strategies and
methodologies that are implemented in order to achieve the IESL program objectives.
All this information has been acquired from an IESL implementation mini-guide (SPEAQ,

2003) written by experienced teachers and researchers.

It has been recently updated (SPEAQ, 2012) with more information for the
schools and explanations about the methodologies and strategies that can be used to
implement Intensive English at schools. It is currently the document the most similar to
an official program of Intensive English in Quebec. Nevertheless, after having consulted
both guides, | have found more useful the first one, concerning the examples of

activities and approaches explained and that are currently in use.

The first idea that the reader has to remember and bear in mind is that, in
general, "the Quebec Education Program (QEP) is defined by its competency-based
approach. It is meant to promote the development of cross-curricular and subject-
specific competencies in authentic learning situations for which the broad areas of
learning provide a context." (SPEAQ, 2003: 5) Similarly, all the subjects taking part of the
QEP are meant to promote the same, including ESL and IESL. Moreover, according to the
implementation guide, the increased timeframe in the Intensive classroom gives the
opportunity to show the students how their learnings are connected and integrated

under the roof of English language.

Specifically, regarding the IESL approach, it is basically a communicative and
natural one. According to the guide, teacher should speak English from the very
beginning and give the students key words and expressions to start interacting in

English. Some of the suggestions explained, related to learning strategies and activities,
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are competency based. Normally, "students are then called upon, as a community of
learners, to find appropriate answers to questions, to solve problems or to attain goals."
(SPEAQ, 2003: 11) These questions, problems or situations are generally related to a real
and meaningful life's fact and they involve working with English language; discovering or
introducing some cultural and artistic aspects as well as authentic audiovisual material

related to English language.

A useful tool that is highlighted is the portfolio, either as a working, presenting or
evaluating tool. The portfolio is a collection of the student's work that shows his or her
processes, strategies, progression and achievement of the goals set during an extended

period of time. (SPEAQ, 2003)

Concerning the homework, the authors of the guide recommend long and short-
term assignments such as research for a project, reading for a book report, a TV show

report, journal writing, watching the TV in English, etc.

Finally, | am going to briefly expose some activities and techniques developed by
IESL teachers in order to foster oral and written communication improvement, as well as

to practice the reading and listening skills.

The authors describe the Learning Centers as physical areas in which students
can practice reading, writing and listening while carrying out activities such as "shared
reading of stories, listening to tapes or CDs, watching videos, discussing the topic of the

day in pairs or small groups, etc." (SPEAQ, 2003: 15).

The other activity exposed is the Journal; a notebook in which students write on
a topic of their choice or on a topic chosen by the teacher. This is a way to cope with
different English language levels and to foster an individualised improvement of all the
students. The journals can be individual or shared. The shared ones promote dialogues
between the students and the teacher or between classmates. The individual Journals
are corrected by the teacher while the shared ones can be corrected if the student

requires so.
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Another activity or project developed in IESL classes is the Readers' theatre in
which the students work on a story, fable or poem and they turn it into a dramatic
performance. This way, they practice intonation. Also, students are asked to script the
texts in order to adapt the stories to their language level. Thus, they are not memorising
the texts but creating their own ones and practicing the pronunciation and intonation of

the passages chosen.

Moreover, shared reading, storytelling, show and tell and reading logs are other
interesting activities that students carry on in order to cohabit, learn and communicate
using English language while they are developing all the language competencies and

skills, as well as other cross-curricular competencies.

Finally, | would like to remind to the reader that in all these activities, English
language, students' skills and competencies are the evaluated factors. As the authors of
the implementation guide finally express: "[...] the complex learning situations in the
Intensive model lead us to integrate knowledge from other subject areas. Students need
to use math while processing the results of a class survey or history and geography for a
project on the different provinces. All paths cross at some point or another and the
Intensive teacher must help the students make the links through the use of English.
However, the ESL teacher never evaluates other subject-specific competencies."

(SPEAQ, 2003:21).

This final point is really important to bear in mind due to the fact that, apart
from the organizational peculiarities and pedagogical strategies of the Intensive English
program, it also distinguishes this experience from the current known Content and

Language Integrated Learning (CLIL) that is implemented in many schools in Catalonia.
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3. RESEARCH TOOLS AND STRATEGIES

In this part, before presenting the proposal and the reasons supporting the idea,
| am going to briefly describe which research tools and strategies | have used and | am

going to adopt in order to either write the frame work, make and analyse the proposal.
3.1. Theoretical framework's research tools and developmental strategies

In order to build a complete and comparative framework, | have used
bibliography from either UQTR's [Université du Quebec a Trois-Riviéres] library and
UdL's [University of Lleida] one. Taking advantage of the fact of being an enrolled
student in both, the Quebecer and the Catalan university, | have accessed to private and
unpublished files, researches, documents and books which have helped me to reinforce
and build the theoretical background of this research and which, otherwise, | could not

have been able to use.

Also, | have looked for information on the Internet, filtering the sources by using
Google Academics or Google Books and verifying its reliability by searching the

references in the library's catalogues from the previously mentioned universities.

Concerning the organization and exposition of the information compiled, | have
combined written text with tables in order to synthesize and facilitate the
comprehension of the facts exposed. Also, with the intention of presenting the reader a
synthesize and objective analyse of the Intensive English program, | have applied an
organizational and analyzing tool called SWOT; a business technique for understanding
and highlighting the strengths and weaknesses of a situation, proposal, etc and
identifying both the opportunities it opens and the threats which might be facing once
implemented. This type of analyse makes ideas, concepts and information more
understandable for the non specialized reader. | have also added little summaries at the
end of each part, with the intention of helping the reader to have key ideas of each

section of the framework.
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Finally, thanks to my relation with a Quebecer classmate from the UQTR, | have
had the opportunity to receive written comments and valuations about the Intensive
English program from 6" grade IE students in Quebec. This exchange of information has
helped me to explain and contend what type of activities children normally do when
being exposed to intensive English programs. All these writings can be found in the

annex of this research.
3.2. Proposal's viability research tools and developmental strategies

In the proposal section, which the reader will find right after this part, | have
consulted and referred organizational legal documents from the Catalan government
and the official Elementary school curriculum in order to justify and study the viability of

the adjustment.

On the other hand, bearing in mind that, in this research, there is a practical part
- which is the creation and the viability study of the Quebecer Intensive English
program's adjustment in the Catalan curriculum - | have decided to settle on the

proposal's viability by using the analysing tool previously presented; the SWOT.

To do so, | have asked the teachers forming the English Commission of the school
where | have been doing my internship - Joc de la Bola - to complete an individual SWOT
of the proposal. Also, | have had the chance to present the idea to Angels Llanes, one of
the authors and researchers of the book: Intensive Exposure Experiences in Second
Language Learning (Mufioz et alt, 2008). This book has been one of my most important
sources of information when building the theoretical framework and justifying the
adjustment proposal to the Catalan curriculum. To collect their comments, | have
created a summary document in which the key points of the proposal are exposed and
there is an empty SWOT table to facilitate the organization of the ideas and thoughts
shared during the meetings. The reader can find this document attached in the Annex

part. Finally, | have also done a personal SWOT of the proposal.
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My intention with these three SWOTs is to compare and complement either the
practical opinion (from the teachers in Joc de la Bola school), the theoretical point of
view (from Angels Llanes) and the novice but informed perception (from my own critical

analyse) in order to build a solid and reliable analyse of the adjustment's proposal.

All in all, this research combines different types of information exposure and
information resources, as well as it introduces a useful analysing tool used by different
experts in the field in order to optimize the results and give the proposal a proper and

professional consideration.
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4, METHODOLOGY
4.1. Section's description

Attaining this forth part of the essay means that the reader has been exposed to
the main theoretical aspects which are going to support the points developed in this
section. As | mentioned in the Introduction, this research might be considered chiefly
theoretical but its essence is found in the creative, innovative and somehow practical

part that is going to be broadened right after.

Bearing in mind the hypothesis in which this research is based; The Quebec's
Intensive English Program is adaptable to the Elementary Catalan curriculum, the next
points of this section are going to present, justify and analyze whether or not the

statement has a positive or negative answer.

In order to do so, an adjustment proposal of the Intensive English Program is
going to be exposed and upheld with part of the theory presented before and some

further information about the proprieties of the intensive learning of a language.

4.2. Adjustment of the Intensive English program to the Catalan Elementary schools'

reality

According to Jason Cenoz, (Hoffman&Ytsma, 2004:203) "language attitudes are
generally considered as one of the factors that influence language acquisition [...]" and
in the case of learning the second language, they [attitudes] "are expected to be related
to motivation and achievement." | consider motivation to be the agent of change when
learning a language. This is the reason why | want to expose a definition of the concept
set up by Robert C. Gardner - a well-known Canadian researcher, psychologist and

professor.

As reported by some of his studies (Gardner, 1985; 1995; 2001), motivation is a
combination of three factors; the desire to learn the language, the effort displayed

towards the activities and the attitudes regarding language learning. These
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circumstances are mainly influenced by learning environments, the language teaching

approach and the teacher's style and competencies/skills.

Here, in Catalonia, in order to promote and enhance foreign language's
acquisition, the Government launched in 2005 the "Plan of Action for the Promotion of
Third Languages". It introduced the possibility to implement the CLIL - content and
language integrate learning - methodology in Elementary and Secondary schools,
increasing the hours of exposure to English language. Some researchers (Roquet i Pugeés,
2011; Joan-Guerau & Salazar-Noguera, 2015) have shown that this sort of methodology
influences positively in lexico-grammatical and communicational abilities and accuracy.
Nevertheless, adopting the CLIL approach does not mean exposing continually children
to English language. It is true that CLIL conceives English language as a tool to learn - not
as an object of study itself - but its [language] presence in children's daily life and
usefulness in interactive situations are not comparable with those in Intensive English

Language programs.
4.2.1. Why to adapt the program?

Before exposing the reasons to support the adaptation of the program, | would
like the reader to come back to the idea of motivation as incentive to acquire a
language. Keeping this idea in mind, | want to re-highlight that - as | have previously
exposed - the Intensive English program it is been proven to have positive benefits in
children's motivation and oral communication competences development, as well as in
language skills proficiency. Nevertheless, | consider necessary to support the idea of
introducing Intensive English experiences in Catalan elementary schools with one more
reference in this field of study by Carmen Munoz and her co-producers and authors of

the book Intensive Exposure Experiences in Second Language Learning (2012).

According to Raquel Serrano, one of the co-authors, "the research in intensive
English has reported highly positive results, both for language learning itself and for
attitudes and motivation towards language learning." (Serrano, R. in Mufoz, C.,
2012:13) Also, "research conducted on time distribution and SLA [second language
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acquisition] suggest a certain benefit of concentrating the hours of instruction instead of
spreading them along long periods of time." (Serrano, R. in Mufoz, C., 2012:16)
Nevertheless, further research needs to be done in order to analyze in depth the

benefits and consequences of intensive instruction in second language acquisition.

Anyhow, as the results of the experiences reported - either scientific and
personal - are positive and beneficial for children's language acquisition and motivation
towards English language, | am going to try to make an adjustment proposal in means of
organization and hours distribution, taking into account the legal circumstances of the
Catalan curriculum and the time conditions which have to be accomplished in order to

consider the instruction intensive.
4.2.2. Legal circumstances and time conditions

According to experts in the domain (Collins and White, 2011.; Spada and
Lightbow, 1989 referred in CEPEP, 2014) a minimum of 250 - 300 hours a year have to
be devoted to English language instruction in order to consider the approach intensive.
The same authors have concluded that the concentration of these hours promotes
further benefits than the "drip-feed" courses. That is, distributing the hours otherwise
than the concentrated way. For example, having students receiving English classes
during three days and studying the other subjects during the two days remaining.
Specifically, in Quebec, the amount of English language instruction hours is up to 400 in
a single year (in 5% or 6™ grade) and they are normally distributed in a concentrated way

- as it is has been explained in the Frame Work's point 2.3.4.

Nevertheless, as | have presented before, the time conditions of both General
Elementary Programs are very different. In the case of the Catalan one, there is a
minimum of compulsory hours - 420 - which have to be devoted to the foreign language
instruction. In addition, each cycle has got a minimum of hours too. In the case of Cycle
3 (5th and 6" level) there is a minimum of 140 hours - 70 per level -. The distribution is

the following:
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Cycle 1 Cycle 2 Cycle 3 Minimum | Global

Foreign language

hours' distribution 70 105 140 315 420

Table 5: Foreign language hours' distribution according the Catalan Elementary Education Curriculum

Curiously, as the reader can see, there is a difference of 105 between the
addition of minimum hours and the compulsory global hours. That is because these 105
can be used by the schools in order to complement and complete their foreign language
classes in any of the levels according to their Linguistic Project. Moreover, according to
the current organizational document of the Elementary Program - year 2015/2016 -, the
schools have 560 free arrangement hours to complete the organization of the
curriculum according to their needs and projects in the different cycles (Generalitat de

Catalunya, 2015).

That means that, by law, students in Cycle 3 must receive a minimum of 140
hours of English language instruction even if these hours could be increased by adding
up more from the "free" or the "difference" ones. On the other hand, the reader has to
know that there are also different amounts of minimum compulsory hours which have

to be devoted to teach the other subjects.

Finally, taking as reference the official Elementary program's organizational
document (Generalitat de Catalunya, 2015), a scholar year is composed by 35 school

weeks of 25 hours each.
4.2.3. Proposal

From my point of view, this is going to be the most interesting and exciting part
of this research project. After having exposed the arguments which have encouraged
me to do this proposal and having presented the legal and organizational conditions
which have to be taken into account, | am going to make an adjustment proposal of the

Quebecer Intensive English Program.
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However, before presenting it, | would like to clarify that my intention is not to
clone the Quebecer proposal. As a teacher, one of the aspects that it has to be never
forgotten is that each context, school and child is unique and different. This requires to
be conscious that every proposal and project must be adapted to the situation in which

it is going to be presented.
4.2.3.1 School grade

It is true that, due to the pressure that students in 6™ grade have to undergo by
reason of the Basic Competencies Governmental Exam and the final evaluations before
starting Secondary school, the first thought would be to situate the proposal in 5

grade.

Nevertheless, the proposal it is not supposed to overwhelm students but to give
them the opportunity to develop their communicational skills in English and to be
prepared to deal with further situations in which communicating in English might be
needed. So, taking into account that students in 6" grade are more conscious of the fact
that learning a foreign language might be useful for them and that the proposal will not
affect the preparation for the Governmental exams, | have considered more convenient

to place the Intensive experience in 6" grade.

Moreover, students in 6™ grade have already been in contact with English
language during all their schooling and they are supposed to have learnt the
grammatical bases in order to communicate and understand oral and written messages.
They are able to work autonomously and to deal with abstract and meta-cognitive
knowledge and situations. Finally, since children aged 11-12 are more concerned about
social status, peers' approval and social matters, they enjoy working in groups,
interacting with their classmates and getting engaged with current and meaningful

social projects (Equitas, 2008.; TeachForAmerica, 2011).

Taking into account the features which characterizes the Intensive Programs in

Quebec - see point 2.3.5 in the Frame Work - this student profile fits with the sort of
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activities which could be done during intensive teaching period. Additionally, they gain
confidence and motivation towards speaking in English and they have the opportunity

to experience it before starting the Secondary school.
4.2.3.2 English hour distribution

In order to keep the minimum hours needed to consider the exposure intensive -
basing my proposal on the benefits of compressing time which | have already exposed -
the hours devoted to the proposal would be placed in a continuous way during the

second term.

According to the calendar of this year 2015/2016, after the Christmas holidays -
from the second week of January and until the Holy week break - which is from the 19"
to the 28™ March - both included - there are 10 full schools weeks. Meaning that a total
of 250 hours can be devoted to the Intensive English experience. In this point, | want to

clarify that, from these 250 hours, 25 are playground hours.

My proposal is to take advantage of this period and to have the students
exposed a minimum of 19,5 weekly hours (and a maximum of 21,5) to English language.
Playground time is part from the school hours, so the students are supposed to interact
in English with their reference teacher. Even if they would not be given English

instruction, they would be exposed to English somehow.

The hours remaining until completing the week - depending on the school
board's hours distribution - would be devoted to Arts and Physical Education. These two
subjects would also be taught in English, taking advantage of CLIL's methodology legality

in Catalonia.

Here there is a table of hours disposal in 6" grade to complete the 250 minimum

hours needed for the proposal.

Minimum ESL hours in 6" grade 70

Extra hours which can be devoted to foreign languages in Primary School 105
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Free arrangement hours per grade (560/6) 93

Playground hours during 10 weeks 25

Table 6: Hours' disposal in 6th grade to develop the Intensive English proposal

Summing up all the hours, the total (293) exceeds the period of time in which the
proposal would be placed. That is why it is not necessary to use all the extra hours and
the free arrangement ones to fill the proposal's hours. | assume that this fact would give

schools more flexibility to cover other academic needs - using the hours remaining -.

So, my idea is to take the 70 minimum hours and summing it up the 25
playground ones, use 75 hours from the 93 "free" ones and, finally, adding 80 hours
from the extra hours devoted to foreign languages. The result is a total of 250 hours
which can be devoted to the Intensive English experience. In addition, there remind 18
free arrangement hours (93-75=18) which can be added to complement other subjects -
or even the English one during the other periods - and 25 hours to be devoted to foreign

languages either in 5t grade or in the other periods of 6" grade.

In proportion, | have decided to take more hours from the "free arrangement"
ones because most of the other subjects have their own "extra hours", resulting from
the difference between the minimum compulsory hours and the general compulsory
ones. Moreover, leaving 25 hours from the foreign language's availability led Cycle 3
English teachers to cover the needs which students from 5" or 6™ grade might have in

means of reinforcement or other English projects.
4.2.3.3 Other subjects' hour distribution

| assume that the reader might me asking himself what happens with the other
subjects. The answer is: nothing wrong. The fact is that, counting the school hours from
the first period - from September to December - and adding the ones from the last
period - from April to June - there are a total of approximately 500 school hours; 350

during the first term and 250 during the last one.
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If we add all the minimum hours from all the other subjects present in the 6"
grade curriculum - Maths, Science, Catalan, Spanish, Religion and Civil Rights - there is a

total of approximately 403 to be organized within 500 hours.

That means that, according to the school's needs, a part from having students
experiencing Intensive exposure to English language, there would be more 97 available
hours to be devoted to Maths, Languages, Science, Individualized Learning, Evaluations,
etc in 6" grade and, also, students would have time during the 3" term to prepare the

Basic Competencies Exam from the Catalan Government.
4.2.3.4 Human resources and Cycle 3 issues

Anyhow, even if this proposal is thought to be only applied in 6" grade, the best
scenario in which the experience would have success would have all teachers from Cycle
3-5"and 6" - working together in order to prepare a coherent and joint Cycle 3
program in which students would be prepared to advance contents during the first year
and to gradually develop the cross-curricular competencies. This way, the Intensive
English language experience would be appreciated as part of an integrated program in
which all the subjects - in special the ones which are tested in the Governmental exams -
would be deeply worked and developed assuring the students' comprehension and

competencies' acquisition.

Specifically, in 6" grade, the proposal would require the Physical Education
specialist's contribution to the program - by preparing and doing the classes in English -

and the collaboration of the English teacher assigned to teach the Art's classes.

During all this period, the coordination between the English teacher and the 6™
grade tutor is essential due to the fact that the first one is going to become children's

reference teacher during the second term.
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4.2.3.5 Students' evaluation

Obviously, having the 6™ grade contents compressed in two terms, evaluation
and mark lists would be a little bit different from the ordinary ones. The key point is to
bear in mind that during the second term, students would be assessed in means of
English language skills and competencies development rather than in terms of grammar
rules and vocabulary. Thus, the evaluation criteria would have to be discussed and
agreed among the Intensive English teacher and the tutor, in order to give parents an

image of how their children is going to be evaluated during those 10 weeks.

Furthermore, it is essential to present the evaluation tools to the parents and to
the students in order to facilitate their understanding of how the learning process is

going to be developed and conceived.

In this proposal | have not presented an evaluation criteria - due to the fact that
the viability study is in means of organization and hours distribution - and yet, once
introduced the essential purpose of the intensive exposure to English language and the
way in which the English program is conceived in Quebec, | think the reader might
imagine which would be the best evaluation notion to be proposed - which is a

competency based criteria -.

That would mean strengthening, observing and evaluating how students develop
the communicative competency - in all its dimensions -, the methodological competency
- testing, implementing and evaluating their learning strategies - and the individual and
social competency - when working in teams in their projects and tasks -. This would
require the establishment of clear, concrete and coherent evaluation items which would

define the progression of these competencies' acquisition by the students.

Even if the evaluation criteria is also a very interesting topic to be studied and
developed, it surpasses the main objective of this study - which is to corroborate the
hypothesis from where it departs -. Nevertheless, it is one of the subject matters in

which would be appealing to do further and deeply research.
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5. PROPOSAL'S VIABILITY

In this section | present the proposal's viability from three different points of
view; a personal; a practical and a more theoretical. The personal one is product of my
own critic analyse, taking into account all the research and study | have been doing so
far. The practical one is the result of exposing the proposal to the Foreign language
teachers' commission in the Elementary school where | have been doing my internship.
Finally, the more theoretical view has been obtained thanks to the collaboration of

professor and researcher Angels Llanes.

All three evaluations have been developed with the help of the analysing tool
called SWOT, presented in the third section of the document. Thus, instead of having
extensive written comments about the proposal, the reader finds three different
commented tables with specific and synthesized information regarding the proposal's

evaluation.
5.1. Viability according to my personal SWOT

The reason why | have decided to start this part with my personal SWOT is the
fact of giving to myself the opportunity to be critic and objective with my own work, to
compare my inexperienced and amateur point of view with a practical and theoretical

one and, consequently, to give richness to the proposal's analyse.

Kessels and Korthagen (2001) expose the importance of sharing thoughts and
ideas in order to start a reflective process in which the individual is able to contrast and
analyse his own ideas with the others and, thus, to be given the opportunity to rebuild,
rethink or bolster them. Therefore, my intention has been to conceive my ideas and
expose them before being influenced by the point of view from the teachers in the
school and the professor/researcher interviewed. Here there is the table-SWOT analyse

of the proposal elaborated by myself.
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WEAKNESSES

THREATS

Negative aspects of the proposal

- A lot of foreign language complementary
hours from the cycle are required to fulfil
the 250 minimum hours

- Cycle 3 reorganization demand

- Dependency on official annual school
hours distribution

Which facts or situations can complicate the
proposal's application.

- Lack of trained teachers and human
resources

- Families engagement with the project

- Deficient coordination between teachers
and tutors

- School board's lack of support

STRENGTHS

OPPORTUNITIES

Positive aspects of the proposal

- No interference in the official Basic
Competences evaluation

- The minimum hours from the other
subjects are not affected

- It takes advantage of the CLIL legality to
sum up English exposure hours

- Coincidence with a whole term - with an
established beginning and ending

- Intensive exposure to English language

Which facts/situations foster, support the proposal
and help it to happen.

- Oral and written competencies
development and improvement

- Enhance of motivation towards English
language learning

- It gives the English teacher an active and
central role in children's learning process

- Gain of autonomy and self-confidence
regarding the foreign language knowledge
- School board implication

- Families' conviction concerning the
proposal's benefits for students

Table 7: Personal SWOT about the Intensive English proposal

Before presenting the teachers' SWOT, | want to briefly comment some aspects

from my own analyse in order to clarify my thoughts to the reader.

Regarding the weaknesses, | have considered that even if the proposal does not
interference in the minimum hours from the other subjects (strength) it needs to use a
considerable amount of complementary hours belonging to the cycle (grades 5 and 6)
and also hours from the whole Elementary period. Thus, it would be necessary to
rebuild the organization of the cycle in order not to destabilise and to give coherence

grade 5 and 6 in means of English language classes and the other subjects' contents.
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Also, it exists the possibility that, depending on the festivities and general organization
settled by the Catalan government, schools have not entire terms to place the minimum
hours required. That would mean cutting the exposure during some days or starting and

finishing it in different terms.

Second, | have considered the families' lack of engagement a possible threat to
consider. Even if the school wills to apply the proposal, if families are not explained and
contended the positive benefits of the intensive exposure to language in means of
further skills' development, they can be reluctant to have their children "testing" or
"experimenting" with a new proposal. Not everybody considers chances positive actions
and some parents - mostly the ones with children with learning difficulties - could feel
concerned about students' implication and learning process. That is why is essential to
convince the families (opportunity) and professionally expose the reasons that the
School holds to apply such an organization. If parents feel comfortable with the proposal
and confident about the process that their children are supposed to experience,
teachers could be able to have their support in order to carry on activities and foster

children's motivation.

Finally, all the strengths and opportunities that | have exposed above are related
either to the organization itself or the further benefits that the proposal could give
(based on the studies previously presented) to the students in means of second
language proficiency. | want to clarify that the fact that this proposal is placed during
the second term allows the teachers to motivate students during the first term, to
inform the families before starting and to give the experience an ending which coincides
with the ending of the semester. This last fact is important because it allows teachers to
supervise and assess the progress of students during the third term. Also, from the
students' point of view, having an specific beginning and ending is the synonym of
having a frame which separates different learning processes and permits children to

completely focus on the experience they are being part of.
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5.2. Viability according to Joc de la Bola school's English Commission's SWOT

After having exposed my own SWOT, which is mostly based on my theoretical
framework, | present the reader a SWOT which is the product of the analyse and opinion
from five English teachers who constitute the Foreign languages commission in Joc de la

Bola school in Lleida. After having a meeting, this is the result of their comments.

The importance of the relation between theory and practice has been broadly
studied in different fields of knowledge such as education, anthropology, epistemology,
etc (Kessels and Korthagen, 2001). Even, since the beginning of the 20st century, the
word practitioner-researcher (Van de Ven, 2016 and Arcus, 2000) has been being used
to refer to the individuals who carry out professional theoretical studies without

forgetting the practical and functional consideration of them.

Personally, as part of the innovative Elementary teacher training degree from the
University of Lleida, which concurrently alternates the presence of the students in the
University and in real Elementary schools, integrating and complementing theory and
practice has been fundamental to progress towards and achieve my degree's goals. This
is the reason why it is not strange or unusual for me to take into account the schools'

reality when developing pedagogic or didactic theoretical reflections and proposals.

Having this said, here there is the summary of all the opinions and comments

done by the Foreign languages teachers' commission from Joc de la Bola school.

WEAKNESSES THREATS
Negative aspects of the proposal Which facts or situations can complicate the proposal's
application.

- Conceived only for urban schools | - A school having two classes of the same grade

- Difficulty in maintaining the - Families' lack of support
English exposure during the - Few or insufficient material
playground hours - Human resources and teachers' training
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STRENGTHS OPPORTUNITIES

Positive aspects of the proposal Which facts/situations foster, support the proposal and

. . help it to happen.
- Foster of professionals P

implication - Enrichment of students' learning process
- Powerful school project - Motivating proposal

Table 8: Intensive English proposal's SWOT according to English teachers from Joc de la Bola school

These are the comments that the teachers made about the proposal. They also
mentioned the great need of coordination between teachers to carry on a proposal like
this one and the necessity to have one extra English teacher - by law - in order to cover
the hours in the rest of the grades while the Intensive English teacher is doing the
classes in grade 6 or in both grade 6 if the school has got two groups. This is because,
the most of the times, Elementary schools have two or three English teachers to cover
all the English language hours from 1st to 6th level. Having one grade with intensive
exposure would mean "loosing" one teacher during almost three months and

reorganizing all the schedules.

On the other hand, | would like to highlight two points made by two of the
teachers concerning the clientele who might benefit from this proposal and the hours
devoted. It is true that this organizational proposal is neither viable nor reasonable for
rural schools - which, however, are very common in my territory - due to the fact that
students from different ages share the same classroom or carry out multilevel projects.
If such an experience is wanted to be carried out in rural schools, it would be necessary
to think about how to integrate the intensive exposure in the classroom without

compromising the other children's learning process.

Then, regarding the hours summed to fulfil the minimum required, one of the
teachers said that counting the playground hours would be the ideal but not exactly the
reality. She mentioned one experience that was undertaken some years ago in which a
native English speaker attended the school during the leisure hours like the playground
in the morning or midday. "However, children need to rest and when they play, they do

not use the English language."
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This remark invited me to think about how these leisure hours could be well
invested regarding the use of English language and | came up with some ideas such as
organizing English games with the students, play theatre plays, translate games' rules
into English, etc. Obviously, children would speak Catalan or Spanish even in the
classroom. Nevertheless, if during three months they are aware of the peculiarity of the
experience they are living, | do not consider a problem that the teacher speaks English
during the playground hours and that the students are asked to talk to the teacher in

English.

Moreover, as the reader can see, there are some points in which both SWOTs
(mine and teachers') agree. The first ones are found in the threats and they are related
to families' support, the lack of trained teachers and human resources. Besides, other
convergent points are found either in the strengths and the opportunities. These ideas
are related to the positive characteristics of the proposal in means of learning and
motivation. Also, | find curious and significant that teachers have mentioned the
material issue - which is one of the handicaps that Quebecer intensive English teachers

have to face up to.

Finally, there are two points which | have not had considered because they are
very close to school's reality. The first is the professional implication that the proposal
fosters - which has been considered a strength by teachers - and the second is the
positive impact and impression that the proposal can give to a school's Educational

Program.
5.3. Viability according to professor Angel Llanes' SWOT

In this last subsection, | present to the reader the SWOT analyse of a professor
from la Universitat de Lleida who has been studying and doing research in the second
language domain. She has been co-working with the authors of the main information
sources of this document (Nina Spada and Patsy Lightbow) and investigating the
importance and consequences of a high exposure to second language when learning it.
Moreover, she has published an article exposing the consequences of an increase of
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second language exposure in Elementary students by using the content and language

integrated learning (Tragant, Marsol, Mufioz and Llanes, 2015).

That is why | have considered to be highly interesting to have a third critic and
objective point of view; more tilted towards the theoretical nature of the proposal and
with a lot of experience in the research field. It has to be said that this is the original
chart filled with Angels' own words. | have decided not to modify any of her comments

to give the section more authenticity.

WEAKNESSES THREATS
Negative aspects of the Which facts/situations can complicate proposal's application.
proposal

- Concentrating the teaching of English might threaten
- It might be negative | oy acurricular activities; first, during the trimesters when
to just be taught
English and PE for the

other subjects because

English is not taught, children might not want to engage in
extracurricular English classes, and when English is taught

maybe it isn't necessary for them to engage in extracurricular

there'd be too long a | (|3sses. Consequently, it can affect parents' necessities,

gap between the 1st| ochacially if these parents work.

trimester and the last

one. - If a school is planning to offer science classes in English, for

example, that wouldn't be possible.

STRENGTHS OPPORTUNITIES

Positive aspects of the proposal Which facts/situations can foster the proposal and
help it to happen.

- Massive/intensive exposure has been
found to have a positive impact on the
development of the second/foreign
language, so that'd be great to improve
the children's L2. on that subject.

- It's more practical to concentrate a
subject because it involves less
coordination and the students are focused

Table 9: Intensive English proposal's SWOT according to professor Angels Llanes

Angels Llanes' SWOT gives more information about the opportunities and
strengths that this proposal has. A part from confirming that the intensive exposure to
language has been studied and found to be beneficial when learning and acquiring a

language, it gives another perspective about concentrating the time. Curiously, contrary
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to the school teachers' opinion, Angels states that accumulating the time facilitates
coordination and gets children focused on the language. The first point of view is quite
opposite the teachers' opinions about coordination and English teachers disposal. It is
really interesting to corroborate that, sometimes, the theoretical and practical part have
not got the same perspective of the same issue. However, the observation of the
positive repercussion on students' attention and concentration in English language is a
point that | have not considered and which is important to take into account when
defending this type of organization. Also, it is really encouraging to confirm that this
proposal could possibly offer a powerful language improvement opportunity for schools

and children.

Having this said, there are other comments that are not devoted to the positive
aspects but to some negative or trouble issues. This last SWOT discovers new threats
that | had not considered like how this proposal would affect families' organization and

children's extra scholar life.

Regarding the weaknesses, Angels Llanes highlights the "gap" between the first
term and the last one in which the other subjects (except PE and Arts) would be taught.
Sincerely, being aware of this fact, | have not had considered it a threat due to the
positive effect that exposing children to English during the second semester would have

in contrast to the possible effects of the "gap" on other contents' development.

Finally, it is really interesting to take into account how the proposal would affect
families' extra scholar life. | do not consider the organization proposed to be
incompatible with extracurricular activities as long as the parents are aware of the
implications of the project in means of language learning, practice and acquisition and
the necessities their children may have in regards of reinforcing, improving or advancing

their foreign language skills.
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6. CONCLUSIONS
6.1. General conclusions

To be honest, | find difficult to sum up in a few pages all that is explained and
exposed in this document. Nevertheless, there are some points which | consider to be
the most relevant and interesting of this research. After this, the reader can find a

critical reflection upon the result of this research.

First, concerning the theoretical framework, the reader has to bear in mind that
the inspiration to develop the intensive organizational proposal comes from a political
and linguistic context which is not the same as ours although it has quite similarities.
Quebec and Catalonia are two special regions in which language and education are

fundamental bases of their culture and history.

However, their educational programs are not similar and, concerning foreign
languages, their standpoints differ. That is why whereas in Catalonia there is an
integrated program for languages - Catalan, Spanish and the foreign ones -, in Quebec
there is a special program for English as Second Language which is characterised by

having its own competencies, contents and goals.

In the same way, even if both regions consider English as a second language, the
willing to increase English language presence in daily life and school is different. In this
document | expose why the Quebec region has been reluctant to increase English
language teaching in Elementary schools, whereas in Catalonia the presence of English

language has not been such a concern.

Following the section, the reader discovers that, due to a society's necessity and
pressure, the Quebecer government decides to act by increasing the presence of English
language instruction in Elementary school. During this last decade, the region has been
following and studying the effects of the changes made and it has positively reported

the benefits for children and new generations in means of English language acquisition.
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Nevertheless, in order to improve oral communication in English and getting
inspiration from the intensive exposure to French language experiences carried out in
some Montrealer schools, the Quebecer government decides to allow the schools'
commissions to organize the 6" grade scholar year in order to expose children to English
language during an intensive period of time. Several studies are carried out (Anstett,
Sauvain and others, 2014; CEPEP, 2014; German, Lightbow and others, 2004; Mufoz,
2012; Spada and Lightbow, 1989 and 1994) to demonstrate the efficacy and the benefits

of this method.

Currently, this organizational model is being implemented in many Quebecer
schools but there is still a lot of research to do in order to better design the Intensive
English programs to develop in the schools and to better prepare and instruct the future

English teachers.

However, fruit of my own experience in the Quebec region and the discovery of
this type of ESL organizational model, | decide to investigate if it would be possible to
adjust the IESL organizational model to the Catalan curriculum. This is why the Catalan

context and curriculum are analysed and compared to the Quebecer ones.

The result of this study is positive. It is possible to adjust the IESL organizational
program to the Catalan curriculum. In fact, in the Methodology part - section 4 - |
expose and explain how it is possible and | clarify some practical and conceptual aspects
of the proposal. Finally, in order to verify the proposal's viability in an objective way and
to expose to the reader the positive and negative points of the design, | ask for two
different critic points of view which come from the more practical educational sphere -
the school - and the more theoretical one - the professional research field -. This
information is organized and exposed by an analytical tool called SWOT. This verification
methodology gives authentic grounds to the proposal for both positive and negative

aspects of it.

Having this said, what is left to expose is a brief critical reflection about the
proposal made and its potentialities.
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| honestly acknowledge the proposal made in this document a way to be granted
consideration in order to improve and foster motivation towards learning and improving
foreign languages in children. After having received the comments and evaluations from
professionals in the educational and research spheres, the feeling | have is that it could
be possible to implement it in Elementary schools if Government's support is present in

means of human and material resources.

Besides, the issues treated in this research are still being studied and currently
taken into consideration when planning new strategies to improve foreign languages
learning. Catalonia is a region that is concerned about education research. Its many
"evaluation notebooks" regarding different aspects of the Catalan educational system
show the Government's concern. Specifically, there is one of this notebooks which is
entirely devoted to the study and reflection upon the knowledge of languages in
Catalonia (CSASE, 2006). This document explicitly states the necessity to keep on doing
research on the organizational and methodological field in order to improve English
language acquisition and skills' development. The document reports the need to
reinforce written and oral expression in Elementary students (CSASE, 2006: 37) and to
look for more effective ways to guarantee that children are exposed to a beneficial and

positive language learning process.

All in all, even if this document only presents a timid attempt to reconsider how
the Elementary 5th year can be otherwise organized, in order to try to improve English
language learning, | personally believe that this idea can have a positive further
implication when redesigning the Catalan elementary programs - if it happens in the
future - and it can also expand horizons in the Catalan educational system in favour of

foreign languages' learning improvement.

As | have stated at the beginning of this study, my intention is to look for the best
way to get children engaged in learning English, French or any language and,
consequently, to contribute to the Catalan educational system's quality improvement

and, thus, our society's life prosperity. This is another first step towards this aim.
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6.2. Personal upcoming and further research issues

This last section is fruit of various dilemmas, obstacles or ideas that | have had to
face or put apart during the development of this research. | would like to expose to the

reader the most relevant ones, each of whom is related to a further research issue.

The first one is related to the reality that | met when | was in Quebec. As |
mention at the beginning of this research, | had an erroneous previous idea of the
region's linguistic reality. Coming across with the fact that, due to the political linguistic
contexts of Catalonia and Quebec, English language was differently considered and
regarded, | found myself concerned about the importance of analysing the real political
and linguistic context to better understand the presence and role of languages and the

educational system.

The next point is a reflection that has been settling inside of my professional and
personal point of view about teaching languages. This is that the main goal of the
teachers is to gain and maintain children's motivation towards second language
learning. This is the key factor which fosters language learning and acquisition.
Consequently, it would be really interesting to keep on doing research on the best
methodologies to implement the intensive exposure experiences in order to get the

students engaged in the activities and in their learning process.

The third conclusion is an obstacle and a reality that is hindering the
implementation of Intensive English experiences in Quebec and that would certainly be
a problem when trying to implement the adjustment's proposal. This is the lack of
prepared and specialised teachers to cope with the experience's demands and to take
on responsibility for the students' second language learning and improvement process.
Consequently, more research should be done on how to instruct future teachers to
efficiently deal with society's demands and IESL [intensive English second language]

experiences.
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Finally, developing this research has reasserted me some personal and
professional conceptions related to Education and Second language teaching. These can
be summarized in the idea that the development, learning and research processes need
to be evaluated in order to improve and guide the individuals to accomplish their goals.
In my personal case, | have tried to apply this idea in this study, expounded it to be

assessed, analysed and commented by professional external points of view.

Nevertheless, | have realised that, regarding the intensive English experiences in
Primary Education, there is still a long way to go over in means of research on
evaluation models, activities and methods in coherence with the competency based

educational model.

To conclude, all that is left is for me to say that | consider this research to be
realistic and inspiring. | wish | will have the opportunity to keep on doing research on
one or some of the aspects exposed above. In any case, | can proudly state that the
proposal designed in this document has been consciously thought and it is meant to be

a reality in the Catalan schools someday.
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ANNEX

1. Quebec's English Program. Cycle 2 and 3

Introduction

For most young Quebelary, lsarming Englah provides an
PPNy 10 (DTIURKAN Wit Deople Of an0ther lan-
guage and Culture 1t i #lso & necessity given Quibecs
geographical location, the presence of an English com-
munity and the accessibiny of Englah media and cultur-
ol prodects W eaming & second lenguage. Students
beoaden thewr horizons and gan & new appreciation for
™e nchness of warng nguages.

The lementary English a3 o Second Language E5L) pro-
gram loiows in the footuteps of the previoes program n
terms. of the priocity given % communication. in fact, onl
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strictore of the target language, the speed at which they
Secome shiled communcatons & greatly scoslemated The
€50 progeam wies ths add toasl refnement of the com-
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The three competencies are developed in synergy, they
are worked on in an integrated manner to allow students
to acquire the most meaningful learning possible To
interact orally in English is at the heart of ESL leaming
and is present when developing the other two compe-
tencies When students reinvest understanding of oral
and written texts, they explore various types of texts and
perform tasks by making use of the other two compe-
tencies. When students write texts, they express them-
selves for an intended audience and deliver a personal-
ized product. Learning To reinvest understanding of oral
and written texts, and To write texts leads to numerous
opportunities for oral interaction,

1. TO INTERACT
ORALLY IN ENGLISH
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Key Features of the Competency Evaluation Criteria
— Use of functiona! language e 0
The student takes the initiative to Sansmit - Useof strategees L
The student reacts to T esgnt SV S - Participation in exchanges e e
messages using trategies I ®0
TO INTERACT ORALLY Legend” - @ Cycle Two © Cycle Three
IN ENGLISH “W:-uﬁ:_hmonww-
The student maintains
oral interaction using
strategies
End-of-Cycle Outcomes
Cvas Two the cycle autonomously and apply some leaming strat-  sportaneous or initiated by the teachee Students make

By the end of Cycle Two, students use the functional lan-
guage they have acquired in order 1o participate in
exchanges with peers and the teacher (reacting 1 mes-
S30%4, initiating messages, maintaining interaction). The
exchanges stem from any classroom situation They are
short in duration and may be spontaneous or initiated by
the t=acher Students are able 10 correctly use the func-
tional language frequently employed in class, and their
pronunciation can be understood by an Engiish speaier
Students apply the compensatory strategies targeted for

egies with the teacher’s assistance With heip from peers
and the teachey they mate effective use of the wsual
support and ingustic resources provided

Crae Tunex

By the end of Cycle Three, students show confidence and
autonomy. they interact more spontaneously and effec-
tively (reacting 10 messages, Intiating messages, main
taining interaction). The exchanges stem from any class-
room situation and are more sustained. They may be

creative use of 3 wide range of functional anguage and
communicate personal messages more easiy They cor-
rectly use the functional language frequently employed in
class, with a pronunciation that can be understood by an
Englsh speaier They frequently use appropriate compen-
satory and learning strategies. They seek heip from peers
and not as often from the teacher They select and maske
wse of available visual support and linguistic resources

English as a Second Language E



Domaine

COMPETENCY 2 * TO REINVEST UNDERSTANDING OF ORAL AND WRITTEN TEXTS

Focus of the Competency
‘Mum(o&mncv

This competency enables elementary students to
approach, explore and make use of various types of texts
{populac, literary, information-based) in a dynamic way.
They develop appropriate strategies for effective kstening
and reading; they leam how 1o derive meaning from oral
and written texts (interaction of learner and text), and
they show their understanding in meaningful tasks (mini-
book, bookmark, sketch, poste etc ). This competency s
a valuable means for students to discover English-lan-
guage culture as they familianze themselves with a
variety of cultural products. In doing so, students make
use of various media (books brochures magazines,
videos, educational TV shows, audiocassettes, CO-ROMs,
software, Internet sites, etc) as sources of information,
entertanment and pleasure

zr).nucmms-_toT Cross-CurmicutAn CompeTENGES |

To reinvest understanding of oral and written texts, sty
dents need to identify key elements and to distinguish
between relevant and inrelevant information, thus draw-
ng upon the crosscurricular competency 7o use infor -
mation. As students reinvest their understanding in tasks,
they need to plan the steps that will lead to the fulfill.
ment of tasks, thus contributing to the development of

the cross<urricular competency To use effective work

methods Depending on the task to be performed, stu-
dents may use ICTs, thus leading to the cross-curricular
competency To use information and Communications

Technologies

autruumm

The leaming contexts for this competency require:

- various types of texts containing redundant elements:

- simple and extensively illustrated (Cycle Two)

-of appropriate complexity and illustrated (Cycle
Three)

~ themes that are familiar and interesting

- themes that meet the students’ need for information
and entertainment (Cycle Three)

- opportunities to develop appropriate compensatory
and learning strategies through use

- opportunities to interact with peers and the teacher
~ availability of resources (visual, knguistic and media)
~ help from the teacher and peers

English as a Second Language E

&mmhonu

To develop this competency students prepare to listen to
and read texts using strategies, demonstrate understand-
ing of oral and written texts using strategies, and carry
out meaningful tasks using strategies This process calls
on their Creativity, initiative and active participation. At
first, students are closely guided by the teacher When
they prepare 10 listen 10 and read texts, students use their
prior knowledge, contextual cues (title, subtitles, illustra
tions, table of contents, synopsis, etc.) and make predic-
tions about the content of texts To demonstrate under-
standing of oral and written texts, students identify key
elements, show their understanding of the overall mean-
ing, compare reality presented in texts with their own
reality, and express their appreciation of texts When stu-
dents carry out tasks in which they reinvest their under-
standing, they plan how to do it and use texts as sources
of ideas and information. As they progress through the
cycles, the level of complexity of the text 5 adjusted
according to the cognitive and knguistic development of
the leamnet. Students become more autonomous, they
seek help from their peers and not as often from the
teacher.
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Key Features of the Competency Evaluation Criteria
~ Use of strategies e e
R ~ Demonstration of understanding of key
ot elements and overall meaving ee
1. The student prepares
b b TO REINVEST
UNDERSTANDING OF ORAL
AND WRITTEN TEXTS
3. The student carries out
meaningful tasks using
strategies
End-of-Cycle Outcomes
Cras Two Cras Thnes

By the end of Cyde Two, students demonstrate thewr
understanding of various types of texts Using functional
language and words drawn from texts, they identily and
briefly describe certain key elements and demonstrate
understanding of the owverall meaning. They sometimes
use contextual cues autonomously They ako apply some
leaming strategies with the help of peers and the teacher
Students reinvest their understanding by carrying out
tasks: they use texts and avadable resources as sources of
deas and information, compare raality presented i texts

with thesr own and deliver a personalized product.

By the end of Cycle Three, students demonstrate their
understanding of varicus types of texts. They frequently
use contextual cues and appropriate strategies
autonomously Using functional language and words
drawn from texts they identify and briefly describe key
elements and demonstrate understanding of the overall
meaning. Students remvest their understanding and plan
how to carry out tasks They select, organie and summa-
rize information, develop ideas and expand their range of
words and expressions using texts and awilable
resources, and express appreciation of the reality pre-
sented in texts They defiver & personalized product.

English as a Second Language E
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CoMPETENCY 3 * To WRITE TEXTS
Focus of the Competency

MeANING OF THE COMPETENCY

This competency enables elementary students to write
for purposes that are significant to them (greeting cards,
comic strips, class yearbook, Web page, e-mail, etc.).
Using models as guides and sources of inspiration, they
start expressing themselves in written English while pay-
ing attention to the quality of their writing. The aim is not
1o have students systematically leam language conven-
tions, but to apply them to the composition of texts while
having access to a variety of resources To do so, students
are Initiated to writing as a process and benefit from
teamwork and teacher assistance throughout the
process.

Goonmons 10 Cross-CurricULAR COMPETENCIES

To wnite texts, students draw upon the cross-curncular
competencies o use effective work methods, To use
information and To communicate appropriately. As stu-
dents carry out a writing task, they make effective use of
software such as visual and thematic dictionaries word
processors, and desktop publishing programs, thereby
contributing to the development of the cross-curnicular
competency o use Information and Communication

Technologies (ICT).

Domaine des langues

&mm FOR LEARNING

The learning contexts for this competency require:

- meaningful situations (purpose and intended audi-
ence)

- opportunities to develop compensatory and learning
strategies through use

~ availability of resources (explicit modeis Cycle Two,
open-ended models Cycle Three, checklists, word
banks, posters, visual and thematic dictionaries, self-
correction gnids, etc.)

~ opportunities to interact with peers and the teacher

~ help from the teacher and peers

- use of ICT

English as a Second Language E

ﬁwxomnw ProFILE

To develop this competency, students prepare to write
texts using strategies, compose texts using strategies and
revise their texts using strategies. At first, they are close-
ly guided by the teachet When they prepare to write, stu-
dents follow instructions, note ideas and organize them.
To compose a first draft, they use explicit models, func-
tional language, words, expressions and ideas drawn
from provided resources. They ask for help when experi-
encing difficulty, take risks in expressing ideas in English
and persevere in producing this first draft. To revise, they
check the task instructions and the language conventions
targeted, submit the text to peer editing, reformulate
ideas, make corrections, and produce a clean, well-pre-
sented text that takes the intended audience into
account. As they progress through the cycles, students
develop an awareness of strategies for effective writing.
They make use of open-ended models and make person-
al and appropriate use of functional language, words,
expressions and ideas found in available resources. They
become more autonomous, seeking help from their peers
and not as often from the teacher and deliver a person-
alized text taking the intended audience into account.
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Key Features of the Competency Evaluation Criteria

~ Use of strategies e e

~ Compliance with instructions (O

1. The student prepares to write ~ Language conventions targeted for tasks @ ©
g L ~ Characteristics of final product X

3. The student revises his or her texts
using strategies
End-of-Cycle Outcomes
Creie Two Cyoie Tunee

By the end of Cycle Two, students write short, well-struc
tured texts to fulfill meaninghul goals They use some
compensatory and learning strategies supported by peers
and the teacher. Students follow an explicit model and
make use of resources provided, They produce a text that
1s pertinent to the instructions given and apply the lan
guage conventions targeted for the task, Although the
writing closely resembles the explicit model, students
deliver a personalized final product to the intended
audience.

Domaine des kimgues

By the end of Cycle Three, students write a variety of well-
structured texts to fulfill meaningful goals. Supported by
poers and the teachet students make greater and more
confident use of compensatory and learning strategies.
They produce a text that is pertinent 1o the instructions
given and apply the language conventions targeted for
the task. From an open-ended model and available
resources, students deliver a personalized final product
that shows Imagination and creativity, and takes the
Intended audience into account

English as a Second Language m



,' Domaine des langues

Essential Knowledge

The study program is centred on students and their construction of knowledge, and

draws upon the following categories
FUNCTIONAL LANGUAGE

* USEFUL EXPRESSIONS

— Instructions and classroom routines (e.g. Open your binder. Let's
write the date)

~ Delay speaking (e.g. Wait a minute. I'm not ready. I'm not sure, Let's
see now. Let me think about it. Well, . . .)

~ Asking for help or clarification (e.g. Can you help me? | need some
help. | have a problem. | don't understand. Can you repeat? How
do you say . . .7 What do you mean? What's. . .7)

~ Circumiocution {e.g. Give me the big object. You know, that
red thing.)

— Identification (e.g. What's this? Thisis. ., It's. .., My nameis. . .,
Whoisit? lam/I'm . . ., There is/There's. . )

~ Capabilities (e.g. fcan. .. Ican’t.., I'mgoodat. .., I'm not good
at...Canyou...7)

— Requests for information (e. g. Where .. .? Who . . .7 What . . .7
Do you have . . .7)

— Agreement, disagreement, opinions (e.g. That's right Maybe!
Do you agree? | think . . .)

~ Permission (e.g. May /go ... ? Canihave...7?)

~ Offers of assistance, needs (e.g. Can / help you? May | . . .
Cani...?Ineed... Canyou...7)

— Warnings (e.g. Carefull Look out! Watch out! Stop!)

~ Feelings, interests, tastes, preferences (e.g. I'm happy. I'm sad. I'm
excited. | like. , ., I fove . . ., Do you like ., .? What's your
favourite . . .7 | like . . .the best. | prefer. . )

— Expressions of courtesy, social conventions and gestures: greetings,
intraducing, leave-taking, thanking, apologizing (e.g. Hi! Good
moming! So long!)

®
®
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~ Suggestions, invitations (e.g. Do you want to be my partner? Let’s. . ,
Come to my party. Do you want to work with me?)

— Expressions to make rejoinders (e.g. /t's your turn. What about you?
What do you think? Repeat what you said.)

— Expressions promoting harmonious exchanges and teamwark
(e.g. That's a good idea! You're a good partner! Well done! Wow!
Smart! You're a genjus! Way to go, team! Let’s go, gang! Great
teamwork! Not too loud! There are five minutes left. Do we have
our pencils?)

English as a Second Language

®
®

* VOCABULARY

~ Vocabulary related to action words frequentiy used in class

~ Vocabulary related to the immediate environment {e.g. classroom,
premises, school staff, identification and description of self and others)

— Theme-related vocabulary (e.g. sports, recreation, pastimes, food,
animals, clothing, special events)

~ Personal pronouns

~ Alphabet

~ Cardinal numbers

— Ordinal numbers: first to thirty-first, last

— Colours and shapes

— Prepositions and location words (e.g. feft, right, in, on, under,
behind, in front of, beside, between)

~ Expressions of time (e.g. years, months, weeks, days of the week,
number of minutes, hours, seasons)

~ Question words (e.g. who, what, when, where, why, how many)

— Yesino questions (e.g. Do you have . ..? Do you want . . .?
Do you like . . .?)

®©® ©© © OOCOO® © ©
®@ @ © O0OOOCQOO0OO® © ©
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STRATEGIES

* COMPENSATORY

~ Delay speaking (buying time to think out a response)

~ Asking for help or clarification (requesting assistance, repetition
or precision )

~ Circumlocution (making up for the lack of a precise word or
expression)

~ Self-monitoring (questianing the pronunciation of new words
read or heard, using and selecting the appropriate strategses, checiing
and adjusting one's ongoing performance)

~ Self-evaluation (reflection on what has been learned)

~ Manning (asking oneself: What am | supposed to do7 In what order?
What resources do | need? What could | listen to or read? What should
| say or write? Mow will | say it or write it?)

- Attention (paying attention and concentrating on the right things)

~ Use of prior knowledge (drawing on one’s background knowledge
as a source of information)

~ Predicting (foretelling based on prior knowledge, topic, task at hand,
tithe, pictures, glancing through & text)

~ Infering (making intelligent guesses based on all avalable cues such
& context, cognates, known words and expressions, visual chees,
contextual cues, intonation, patterns)

— Practice (repeating, rehearsing, regrouping, integrating and
assimilating key functional language expressions)

~ Resourcing (making use of human and material resources: word
and expression banks, graphic organizers, posters, checklists, quick
references, books, thematic and visual dicbonanes, information
technology)

~ Note-taking (writing down relevant information)

— Skimming (reading through a text quickly to get an overview of it}

~ Scanning (looking for specific information in a text)

~ Cooperation (working togethes, learming togethe helping each other)

~ Risk-taking (daring 1o speak Englsh only, experimenting with known
fanguage, attempting to integrate new language)

~ Accepting not being able to understand everything listened
to orread

LANGUAGE CONVENTIONS

* (GRAMMAR, PHONOLOGY, PUNCTUATION AND SPELLING)

~ Word order.
- simple sentence
- position of adjective (&g red book)

- Regular plurals (e g book—books)

— Articles

- Verb tenses (g imperative, present progressive, present indicative,
past, future)

— Intonation and pronunciation for the functonal language frequently
wsed in class

- Punctuation: capital letter at the beginning of a sentence, period at the
end of a sentence, question mark, commas between items in an
enumaration

~ Spellings:
- found in explicit models and resources targeted for carrying
out tasks
- found in open-ended mode’s and resources targeted for carrying
out tasks

English as a Second Language m

72



TEXT COMPONENTS

~ Connecting words (e.g once upon a time, first, next, finally, and they
lived happily ever after, two years later, on my way home, and, but, if)

- Contextual cues: titles, subtitles, synopsis, key sentences, illustrations,
table of contents

- Overall meaning
- Key elements:

- person, character, animal, object, place, setting
« facts, plot, storyline, sequence of events

CULTURAL PRODUCTS

~ Texts, media, games (e.g. nursery rhymes, stories, songs, books, biographical

sketches, films, games, magazines, poems, CD-ROMs, educational TV,
Internet sites)

~ Famous people {e.g. authors, actors, astronauts, singers, athletes, visual
artists, heroes, inventors, scientists, historical characters)

~ Origin of names (e.g. family names, businesses)

- Landmarks (e.g. buildings, bridges, statues, businesses, streets, villages,
towns and cities)

~ Traditions related to celebrations and special events (e.g. birthdays,
Halloween, Christmas, Earth Day, Thanksgiving, St. Patrick’s Day)

~ Idiomatic expressions (e.g. He's on cloud nine. It's raining cats and dogs,
Break a leg. The cat’s got her tongue. That rings a bell)

Domame des langues E"qﬁ* as a Second m m

Use of Information and
Communications Technologies

The following ICT can be used with:

Competency 1, 7o interact orally in English

- Use of computer with one or more partners to carry out various activities

- Use of interactive CD-ROMs, software and Internet sites to practise spoken English
- Use of a digital video camera 10 film interviews, sketches and other activities

~ Correspondence by voice e-mail

Competency 2, 7o reinvest understanding of oral and written texts

~ Use of interactive stories, encyclopedias and visual dictionaries on CD-ROMs and
DVDs

- Use of entertaining Internet sites: stories, songs, news about famous people, etc.

- Use of Internet sites for consultation, data-gathering and documentary research

~ Following instructions and procedures on the computer to carry out activities

- Production of videos

- Use of CD-ROMs, interactive software and Internet sites to consolidate and enrich
learning

Competency 3, 7o write fexts

- Use of word-processing, drawing and publishing software

- Use of reference tools on CD-ROMSs, DVDs and Internet

- Publication of information on Web pages

- Participation in discussion forums

- Correspondence by e-mail

73



2. Catalan languages program Cycle 2 - First foreign language

Primera llengua estrangera
' DIMENSIO COMUNICATIVA

Parlar | conversar

+ Partiopaco acova en ebs infercanvis arals: formulaoo de pregunies, simulacions | dilegs, en & con.
feat ge Faula | prooms 3 Faumnet,

+ Reproduccid | memantzaoo de festos breus orals com cangons, posmes | nimes, amb acompaya-
ment 'desments no verbals que ajudin 2 b comprensio de La lliengua.

+ Fartiopaoo actva en les interaccions orals emprant (2 pronunciacio, Nentonaoo, risme | expressions
orals habltuals d'us a 'auks | viorst | respectant les nommes gue regeteen [ comunicacio (foms de
parauty, 0 oe veu, gest adecuat | rols).

« Producdo de missaiges breus orals que permetin parfas sobre & vich quotidiana al centre 0 en ebs
entormes més propers de 'aksmeat tant en activitars Sdividuals com en grup,

+ Us de les estruchures propies oe & llengua estrangera en les producdons orals.

Escoltar i comprendre
« Comprensio dinstruccions (rutines, ordres, etc) simples | encacdenades d'actuacio a 'aula.

» Comprensio de missalges quotidians d'intercanvi social: saludar, acomiadar-se...; missatges dus
frequent a aula; 1z data, & lemps (aimosfric | Fhora), 'assistencia; informacions personals sobre
gustos, habilitats, sentiments, caracteristiques fisiques, rutines, entre alires.

= Isentidcacio del Riic bésic g'un tema espacilic ami ajul d'#kusirations o sense.

« Auticio | comprensia global o textos orals de tipologla diversa, en diferents suports | formass (dia-
ieq, redat, descripaa) | amd un grau de dificutial adequat a3l nivell

« Us guiat d'estratégies de comprensio: anticipacio del contingut, formulacio d'hipotesis, verificaca,
identificaci de parautes clau.

« Comprensio de texios de ipologia diversa procedents de miltjans diversos | en diferents formals per
accedir a una determinaca informacio | aprendre.

» Respacte | estorg gatenclo, comprensid | valorackd per ks Intervencions arals dels altres.

Uegir i comprendre

= Comprensio o2 texios senzills en suport paper | digital | oe tematica vareda per copsar el sentit gene-
ral | estreure’n infarmacid per a la reditzacio de tasguess conoretes o com a gaudiment oe & leciura.

= LMilitzaclo de tecniques de kectura apreses en les llengues d aprenentatge del centre que apusn a la
comprensio del teat | que permetin 3 seduccld del significat dels mats | expressions (pradiccio,
SUpOSKio).

» Utiiezacio de diccionaris Busirats en format paper § digital per comprendre el significat oel lxic nou.

= Interss per 13 kectura de textos com & font ¢'nfomacio | de plaer.

« Us dels recursos de ia biblioteca d'aula | escola com a tont d'informacio § de plaer



Escriure
» Producchd oe mitssatnes brews relacionass amb skuacions de la vida quotidiana, @ partir dels modess
redallals a laula.

« Esoriptura oe textos breus seguint madedss treballats a I'auta amb una finalital comunicativa, utilit-
Zant, quan calgul, s recursos que ofereleen les TIC o d'altres llenguatges.

» Produccio de testas a partir de models | incorporant expressions | frases senziles coneguaes | fre-
ballades oralment per iransmetre informacions reflevants relacionades amb eis temes de tredall.

* Aprofitament de kes IBcniques | recursos o8 produccio escrita apreses o les altres Bengoes del cen-
fre per 2 |a produccio de festos.

« Us de ks estruciures propess de 1a llengua esirangens en les producclons escrites.

* Interes per |3 bona presentacio | edichd dels textos prooults.

Coneixements del funcionament de [a llengua i del seu aprenentatge

« Reconeberment 1 Qs de Bic, formes | estructures basigues propies de la llengua estrangera, prévia-
ment Wilitzaces,

« Associacio oe grafia, pronunciacio | significal a partl de models esores | expressions orals. Us intul-
1lu de la descodificacid.

« Us chabilitals | estratégies per aprendre nou iic, espressions | esructures (repelicio, memoritzackd,
associaco, utllitzaclo ce suparts muktimedia) de forma individusl, perd tambe en grup.

« Us de recursos TIC amb suports multimeia per al treball de vocabulan basic | d'amphacio i d'es-
fructures Binguistiques de la llengus estrangera.

» Us 0e recursos que ajudin a Faprenentate de la Bengua (memaoritzacio, redtacio, assocada de mots)
I reflexsd sobre & peopl aprenentalge, especialment per captar efs petils avengos que S'assokelen.

= Valorackd | confianca en la propia capacilat per aprenare una llengua estrangera com a instrument
per a la realitzaclo de tasques, com a elna d'aprenentalge | & acoés al conslxament | com a llengua

de comunicacio dins | fora de 'aula.



DIMENSIO PLURILINGUE I INTERCULTURAL

Llengua catalana, castellana | primera llengua estrangera
= Valorackd de Iz Hengua com a instrument de comunicacid, d'aprenentatge | o'aproddmacio a d'altres
culiures | obertura a la aversitat de llengaes | cultures oel mon.

= Valoracid oe la llengua | cultura catalanes, & partir del coneteement | valoracio dalires llengues i cul
iures presents a l'aula.

« Valoracio de conelxer alires Bengues gue |2 propla per poder comunicar-s2 amb més gent, buscar
informacio a internel, leglr textos.

= Valoraclo de la propla identitat Bnguistica | de ka riguesa que representa poder parlar més d'una
Bengua.

« Actitud positiva d'interss | de conflanga davant e & diversitat de Bengues | cullures,

= Acceptacid positiva oe Ialire, del diferent, de 13 diversizat linguistica | cultural | actitud receptiva cap
a persones que parken alires llengues | tenen alires cultures diferents | interés a comgrendre-les.

= Actitug critica davant estereolins linguisiics | audiavisuals que reflecielien prejudicis racistes, clas-
sistes 0 sadsies.

« Us d'un llerguatge no discriminator | respectuds amd les diferéncies.
» Consclencia que hi ha families al si de les quals es parlen diverses llengues.

» Consciencia positiva | conelsement de ka varietat inguistica (Bengues diferents o varketal 'una mateha
Sengua) exislent en & context sockat | escolar, a partir de persones coneguades, anuncs, Cangons.
ldentiicacio de semblances | diferancles.

« Conelxement a'algunes llengues 'Espanya | valorackd positiva de la riquesa que suposa aquesia
diversitat.

» Consfvement cel fet que al mon hi ha Bengues molt diverses | gue cads fengua 1€ diferents regles.
» Congdxament que hi ha escripiures diferents | que un malelx afabet pot servir per a 'escripiura de
diterents Bengues.

* Interes | motivacio ps conebrement ol funcicnament de distintes llengues | comparardes per obser-
var semblances | diferancies.

* Recerca, percepcia | andisi de la reditat muntilingie | pluricultural de les families | 'entam de Falum-

nat (3 partir e persones conegquoes, anuncis, Cangons, abjectes, documents, rétols d'establiments)
identificant semblances i diferéncies.
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« jdenlificacid en produccions de diferents llengues romaniques (o d'altres Benguss) de paraules
que s'assemblen, amiscant-se a trobar el significat usant estratégees de comprensio (hipotesis,
infesencies).

» Corefxement dalgunes semblances | diferéncies en els costums quotidians | os de ks formes Dasi-
ques de redacio soclal als pasos on s parla la lliengua estrangera i 3l nosire.

= joentifcacio de paraules de llengles dferents que s'assemdlen | de la relacio amb e seu significat,

« Percepcid de ks dificullats de comunicacio amibl persones que paren altres bengues | plantejament
de possibles solucions verbals | no verbals per resoldre fes sltuacions.

* ltentfcacio dels comportaments | rituals (sobrefol soctals, com les salutacions | els comiats) que
SON caraciensiics de la liengua estrangera.

» Us de 1a llengua estrangera per expressar | mandiestar sentiments | acclons en situacions daula.

« Valaracio positiva de i2s aiferents activitats culiurals | Inguistioues o centre en gue s'utilitza la Ben-
Qua estrangera | participacsd activa en aguestes.

= Valorackd de kes produccions iradiclonals i actuals (rimes, cancons, contes, lextos breus) oe ia Ben-
Qua estrangera.

« Actitud pasitiva ginterds | de confianca davant de I'aprenentalge de Rengues esirangeres per conik
xer alires Bengues | culiures.

Primera llengua estrangera
= Captar el missatge globad | especilic de es produccions | interaccions orals mes habituals gue es
produeicen & l'asta
= Captar e sentit global de missalges orals | esarits sobre temes familiars, coneguts | d'interss,
= Emprar 12 llengua esrangera en situacions propies o'aula.
= Produir textos orals saguint un model | atenent a la pronunciach, ritme, entonacio per explicar fels.

| conteples redacionals ami ell mateis, el mon que l'envolla o per transmelre informacio d'altres -
&rees oumculars,

-mwmmwsmsammlmwmmm_

= Escriure frases | lexios curts significatius en situacions guotidianss | escolars a partir e models amb
una finalieal determinaca | amb un format establert, tant en suport paper com dagital.

= Usar algunes esiralégies per aprendre a aprendre, com demanar acariments, comunicar amb ges-
1068, wilitzar dicclonaris IHUsSIrats | idensificar alguns aspectes persaonals que gudin a aprenare millorn.

= Mosirar un cert graa d'autonomia a I'ora de resokdre les stuacions d'aprenentatge.

= Consiver § valorar 1a diversiial inguistica (entre llengles tiferents o dintre d'une maleixa Bengua) i
asiural ge l'encorn, amb actitud o respecia Gap a kes persones que parien altres lengles i tlanir inte-
rés a comgrendreses,

= \Valorar 3 llengua estrangera com & Instrument ge comunicacio | participar amb interés en les actl-
witals en que s'usa 3 Bengua estrangera.

= Compearar prosuccions de diferents llengues per trabar-hi semblances | diferéncies.

= Tenir una actitud arilica cap ais estereotips linguistics que reflecteixan prejudicis racistes, classistes
O sexlstes,
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3. Catalan languages program Cycle 3 - First foreign language

Primera llengua estrangera
DIMENSIO COMUNICATIVA
Parlar i conversar
« Interaccio oral a I'aula en situacions reals o simulacions amb progressiva aulonomia i eficacia.

+ Produccio drinstruccions de treball | d'actuacio a l'aula

+ Formulacio de preguntes | resposies a missatges quotidians dintercanvi social i relacionats amb o
contingul lematic que es Ireballa, presiant atencio a I'entonadio i 13 pronundacio adequades.

« Participacio activa en les interaccions orals a I'aula emprant [a pronunciacio, I'entonacio, el ritme i
les estructures orals Ireballades i respeciant les normes basiques de comunicacio (torm de paraula,
lo de veu).

+ Reproduccio | produccio de texdos orals com cangons, poemes, rimes, Narmacions | 1exios treus rela-
cionats amb continguls curriculars d'altres arees 0 amb [a propia area, emprant  llenguatge verbal
I no verbal.

« Us de les estructures propies de |a llengua estrangera en ks produccions orals,

+ Exposicio oral individual o en grup de temes trebaliats | utilitzant tots els suports visuals i informa-
tics disponibies.

* Interaccio en conversss breus ja treballades en situacions de similitud a 1a realitat o relacionades
amb la realitat escolar.

= Valoracio de les produccions orals com a expressio del propi aprenentalge,

« Disposicid per superar kes dificulials que poden sorgir en una inleraccio tot utilitzant estrategies que
facilitin la comunicacio (repeticio, utilitzaco dexemples, gest, imatges).
Escoltar i comprendre

+ Comprensio d'insiruccions de treball | dactuacio a Faua.

« Comprensia de missalges quolidians dintercany social (saludar, acomiadar-se, felicitar, disculpar-se,
demanar permis, donar les gracies, comentar fesies | sortides, adonar-se de les novetals a l'aufa) i de
missatges relacionats amb el contingut tematic, procedencia geografica, professions, adreces, sugge-
riments.

+ [dentificacio del lexic | expressions biasiques d'un tema especilic.

« Comprensio giobal i especifica de textos de tipologia i contingut divers i en diferents suporis i for-
mals | extraccio dinformacio per a la realilzacio d'una lasca concrela o com a reforg/ampliacio dels
coneixements.

« Audicio | comprensio de texdos orals | audiovisuals (didlegs, narracions, descripdions, instruccions de
jocs, receptes) adequat al nivell i a 'edat, que facilitin la interaccia entre Falumnat.

« Distincio per I'entonacio enltre una pregunta, una exclamacio i una instruccio o una frase.

« Interes i esforg a comprendre les productions orals a l'aula,



Uegir | comprendre
» Lectura de textos de tipologia diversa, n suport paper i digital, per copsar el sentit general | extreu-
re'n informacio per a la realitzacio d'una tasca concrata o com a reforg/ampdiacio dels consixements
ja treballats.

» Comprensio dinformacions refacionades amb continguts de diferents arees ausriculars | presentades
en diferents suports.

= Utilitzacio de tecniques de lectura apreses de les altres llengues del centre gue ajudin a la compren-
sio del text | que permetin la deduccio del significat dels mots | expressions (prediocid, suposicio).

» Utilitzacio de diccionaris en format paper i digital per comprendre el significat del #xic nou.

- Gaudiment de |a lectura de textos reafs | adaptats adequats a 'edat.

» Us dels recursos de la biblioteca d'aula i esoola com a font d'informacia i plaer.

» Us de les TIC per a la recerca quiada de la informacio en la realitzacio de tasques especifiques.

Escriure

* Produccio de paraules, expressions i textos relacionats amb situadions de Ia vida quotidiana.

» Produccio de textos (descripcions, dialegs, narracions, poemes) d'extensio controlada sequint
models freballats a I'aula amb una finalitat comunicativa, utilitzant, quan calgul, els recursos que
ofereixen les TIC o d-alires llenguatges.

» Us dels recursos TIC per establir contactes amb d'altres persones i comunicar-se en la llengua
estrangera | per a la presentacio, edicio i publicacio de fextos.

* Reconeixement de les estratégies basiques (transferides de les llengues escolars) gque son necessa-
ries per a la produccio de textos escrits segons 1 tipologia treballada.

» Us de les estructures propies de Iz llengua estrangera en les produccions escrites.

» Interes per 13 presentacio acurada dals textos escrits.

Coneixements del funcionament de la llengua i del seu aprenentatge

» Reconeement | us de les similitucs § irregularitats basiques i formes gramaticals propies de & llen-
gua estrangera des d'una visio comunicativa | d'us.,

» Reconaivernent | us de les estrudures basiques propies de la lengua estrangera presiament utilitzades.

» Reflexio i aprofitament de les técniques | recursos de produccio escrita dalires llengues per a la pro-
duccio de textos esails propis.

» Recerca de diferents fonts | models per ajudar-se a la composicio de textos propis.

» Saleccio de models molt estructurats que parmetin accedir a la produccio propia de texlos.

» Utilitzacio de racursos que ajudin a 'aprenentatge de la Bengua, com la memoritzacio, la recitacio,
I'associacio de mots, &l reconeiement d'estructures basigues.

» Progressiva autonomia en I'aprenentatge: reflexio sotwe el proces, organitzacio i planificacio del tre-
ball, acceptacio de Ferror, autocomreccio | autoavaluacio de tot el proces d'apremantatge propi.

* Reconetxement | us de la llengua estrangera com a eina d'aprenentatge, d'accés | organitzacio d'in-
formacio i transmissio de conelxements.

« Confianca en la propia capacitat per aprendre una lengua estrangera i valoracio del freball cooperatiu.

79



Primera llengua estrangera

- Captar el missatge global i especific de produccions i interaccions orals variades procedents de dife-
rents contextos relacionats amb els alumnes i el Sseu entorn més proper.

- Expressar-se amb certa fluidesa davant les produccions i interaccions orals més habituals en I'ambit
escolar i personal.

- Participar amb naturalitat en les interaccions orals (fer preguntes, demanar aclariments o disculpes,
donar les gracies) i mostrar interés en les produccions orals propies i respecte per les produccions
orals dels altres.

- Emprar la llengua estrangera amb correccio tenint en compte I'entonacio, el ritme i les estructures
propies per transmetre informacions diverses d'acord amb una finalitat comunicativa i emprant els
recursos disponibles.

- Fer petites exposicions orals individuals o en grup de temes relacionats amb les diferents arees del
coneixement.

- Comprendre el sentit global i informacio especifica de textos escrits de tipologia diversa i en dife-
rents suports i formats.

- Elaborar textos escrits senzills tant en suport paper com digital segons un model i tenint en comp-
te el destinatari/aria, el tipus de text i la finalitat comunicativa.

- Tenir cura i interés per les produccions escrites aixi com pels elements que en son propis (correc-
ci6, planificacio, contextualitzacio, revisio).

- Valorar i recongixer les diferents estratégies que ajuden a prendre consciéncia del propi aprenentat-
ge i mostrar un cert grau d'autonomia a I'hora de resoldre situacions d‘aprenentatge.

- Actitud de respecte cap a les persones que parlen altres llengues i interés a comprendre-les.

- Valorar la llengua estrangera com a instrument de comunicacio amb altres persones i cultures, inte-
ressant-se per les produccions tradicionals i actuals en llengua estrangera.

- Saber comparar produccions de diferents llengues per trobar-hi semblances i diferéncies i canviar el
punt de vista personal per poder comprendre altres maneres de veure el mon.

- Tenir interés a solucionar els problemes de comprensio | comunicacio que es produeixen en contex-
tos multilingues, sabent adaptar els missatges.

« Usar un llenguatge no discriminatori i respectuds amb els altres i ser critic amb els prejudicis racis-
tes, sexistes i classistes.
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- PREFACE

As the populanity of Intensive models increases across the province and in light of the
Reform in Education, the need to provide guidelines for integrating elements of the
new curriculum has become necessary. A Mini-guide for Intensive ESL is intended for
teachers taking their first steps in the Intensive classroom.

This guide offers i variety of paths that will allow teachers to discover or rediscover the
Intensive ESL classroom. The pedagogical intent of all intensive ESL instruction must
heighten the relevance of the educational project of a school by integrating the values
it promotes. Within the guide, you will find the contributions of experienced teachers
which include their most successful planning and teaching strategies. classroom set-
tings, and more, The ideas and activities presented are flexible and applicable to all
models of Intensive. Teachers can adapt them to their individual situations and tailor
the 1eaching/Tearning content to their students” needs and 1o the model chosen.

The first section provides information about the onentations of the Quebec Education
Program. The second deals with ennching the environment for optinsal language leam-
ing. Important elements for getting the students involved are presented in the third
section, while teaching, learming and evaluating are dealt with in section four. What
guide would be complete without an inventory of the tools of the trade? They are found
in section five. We thought it was necessary to include a last section on other considera-
tons relevant to the Intensive ESL classroom. As this is by no means an exhaustive
exploration of what goes on in Intensive, 1t is our hope that you come away enriched
and ready to add your own style 1o our suggestions.

Flory Corcos, C, s. Marie-Victorin

Carolyn Faust, C, s, des Samares
Voula Plagakis, C. s. de la Seigneurie-des-Milles-fies
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.;f-- AN INTRODUCTION TO INTENSIVE ESL

The Quebec Education Program for English as a sec-
ond language is the basis for all intensive instruction
in Quebec. Intensive ESL at the elementary level pro-
vides a unique expenence through which the students
acquire a solid foundation for the development of their
competencies in English, and the ability 1o see and
interpret the world in a different way.

The three characteristics that define Intensive ESL are:

« the increased amount of time allotted to the teach-
ing of English (40% o more of the 1otal teaching
time)

* the concentration of the teaching time

« the enrichment of the MEQ elementary ESL pro-
gram

(The New Implementation Gaide, p. 9)

The joy of teaching Intensive ESL may be tempered
by the apprehension generated when the teacher starts
thinking about the teaching time to cover. The flow of
questions begins: What am | going t0..7 Is there a
peogram? Do you know someone who...? Are there
any books that...? After all these questions, one real-

1zes that it all comes down 1o planning and finding
resources.

The reality is that ESL specialists become Intensive
ESL homeroom teachers and this requires some ad-
Justment. Certainly the planning of learmng situations
takes on a new scope as the luxury of more class time
is now provided 1o achieve the goals of language leamn-
ing. The specific “goal of an Intensive English instruc-
tion model is 10 make students functional in the sec-
ond language i everyday life situstions. . . the increase
and concentration of time will allow students 1o
achieve a higher level of competency in the second

language™ (The New Implementation Guide, p. 9).

We believe that Intensive ESL is an exciting and suc-
cessful model for the efficient leaming of English. The
Intensive ESL classroom 18 an environment rich in
opportunities 1o being the world to the learner's door-
step. This mini-guide is offered in the hope that it will
promote a smooth start in a new ESL adventure, and
10 encourage teachers to share the exciting discovers
ies made through classroom experiences.

A Mini-guide * First Steps in Intensive ESL
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. ;- ORIENTATIONS OF THE ESL PROGRAM

The Quebec Education Program (QEP) is defined by
its competency-based approach. [t is meant to promote
the development of cross-curricular and subject-spe-
afic competencies in authentic leaming situations foe
which the broad areas of leaming provide a context.
The QEP emphasizes the development of communi-
cative competencies beyoand the sole acquisition of
vocabulary and structures: students are therefore peo-
pelled 1o use their growing knowledge and skills to
find an appropriate answer 1o a question or the solu-
noa 1o 2 problem. This new approach demonstrates
the change of focus in the reaching/leaming continuum
which places the students at the centre of their own
learning.

A Mini-guide « First Steps in Imensive ESL

Reading the introductory chapters of the Quebec Edu-
cation Program and understanding its fundamental
aspects wall facilitate the pragmatic exploatation of the
ESL curniculum. It will provide insight on the em-
phasis placed on integrated leaming “in order 1o help
students perceive the coanections between their van-
ous leamings®™ (QEP, p.3)

The increased timeframe in the Intensive classroom
enriches the teaching and leaming. What a great op-
portunity to show students how their learnings are in-
tegrated under the roof of ESL! The mtroduction of
two-year cycles along with the collaboration of same-
cycle teachers will help to fulfil the different needs of
the students.
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- ENRICHING THE ENVIRONMENT

Even experienced teachers get the first-day jitters, so
imagine how the students feel when they enter the In-
tensive classroom. [t is important to establish English
a5 the language of commumication from the very start;
the students expect it and deserve it, It's as if the stu-
dents were travelling to an English-speaking location,
whete they would be faced with the reality of listen-
ing 1o and trying to speak a language they are not com-
pletely familiar with

Overcoming the difficalties of language learning is
part of the learning process. It makes the students
more adept learners and prepares them for the chal-
lenges to come. Therefore, language leaming strate-
wies presented in the ESL program must be explicitly
taught to enable stdents 1o develop the tools they need
10 discover the English-speaking wortld around them.

Developing the unique characteristics of the Intensive
classroom is vital for increasing the level of language
communscation. The students should see and feel that
this classroom is different from other classrooms. The
following section includes some practical ways in
which ennching the environment can enhance learn-
ing and contribute to the unique character of the In-
tensive classroom.

A special place
“... ESL learning requires a rich and
stimulating linguistic and cultural envi-
ronment where English is the language
of communication.”
(Programene de formation de |*école guébecoise,
English as a Second Langusge, p. 98).

Students are about 10 embark on an exciting leaming
Journey. It is the teacher’s responsibility to make it as
pleasant and engaging as possible by creating an en-
vironment where learners can function successfully.
A teacher’s personal approach to teaching and leam-
ing has a significant impact on building class spinit.
Sumple things like a joke, a smile, a personal slice of
life, an enthusiastic attitude will be fruitful and reward-

ing. Students will feel more secure in class if they are
given encouragement. This can be done briefly with-
out interrupting the flow of the class activity.

When entering the classroom, the students should see
signs of the language they will be practising. Posters
and illustrations with captions in English, everyday
expressions, leaming strategies, illustrations of team
work will certainly arouse their curiosity and interest
and provide support for leaming. Changing the dis-
play of posters or moving them around from time to
time 18 also recommended to maintain an on-going
relevance to the class activities.

ical arrangement
PT:Iheysphysical arrangement of the classroom also helps
1o create an atmosphere conducive 1o the use of Eng-
lish at all times. The Imensive ESL classroom should
offer an ideal environment for students’ interactive and
cooperative work.

Some elements of the English culure musy be displayed
around the room to show the students the similarities
and differences with their own culture. Video store
posters of current movies, ads from newspapers. maga-
zines, comic books, boardgames are just a few exam-
ples of the parapbernalia that can enbance the class-
rooem atmosphere. An area should be left for students
to display their own work.

In order to promote oral interaction, the classroom
setting should allow for different groupings of students.
For example, the diagram below illustrates how the
groupings can facilitate pair woek or group work with
aminimum of movement. The desks are placed in two
sets of two along each side of the room. [n all, there
are four sets of four desks on each side of the room
with the teacher's desk to one side. In the middle is a
large rectangular space used foe small or large group
activities. This particular setting 18 ideal for less au-
tonomous students who may be off-task when the
desks are placed in islands of four. In tum, this setting
accommodates the shy students in that they have the

A Mini-guide * First Steps in Intensive ESL
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option to work in their pair or a5 a group.
Classroom Setting Example

come sign in English can be posted on the dassroom
door or a “magic line™ may be drawn or taped on the
ﬂmof(hccbom*aylom&eaclaxsmmmmﬁbe
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teachers is to limit the spontaneous
utterances in French. One way is to
have the students ask: “May | speak
French, please™ before doing so.
However, the teacher, being the lan-
guage model in the classroom, should
be speaking English at all times with

English-only zone

The Intensive English classroom should be considered
an English-only zone from the very start. All school
personnel should be informed of this fact since they
will be greeted by “Hello, come on in™ when they
knock on the door. If the person is willing to try speak-
ing English, this will surely encourage the students.
In the case where someone is unable 1o get the mes-
sage across in English or feels more comfortable in
French, the teacher and stundents must be understand-
ing because tolerance is an important value to teach.

Concerning the English-only rule, we found some
teachers who speak only English from the very start,
others who speak French only in the moming of the
first day and sull others who use mostly English but
explain the school rules in French. Students have ac-
quired some functional language in their previous ESL
classes, although perhaps not enough to get them
through a whole day in English. For this reason, it is
quite natural for the students to express themselves in
their mother tongue and they can be given some lati-
tude during the first week.

In order for the students to believe that English can be
spoken in the classroom from day one, all actvities
must be presented in such a way that the language
necessary 1o accomplish the tasks is given 1o them
(displayed on the board oc posters, modelled by the
teacher, practised several times as a whole group, etc).
This empowers the students 1o use English, and there
15 Jess of a need for them 1o revert 1o French. A wel-

few exceptions. For example, if an
urgent need arises (o address a student
or students tn French, this should be done i a neutral
zone or by using “time-outs”, One teacher devised a
technique to facilitate quick interventions by placing
a hula-hoop on the flooe and designating it a French-
speaking space within the English-speaking classroom.
Others draw a semi~circle around the door and reduce
s size gradually. Care should be taken w prevent an
overuse of these tricks as students develop their oral
competency in English.

Comfort zone

Although we insist on creating an English-speaking
environment, every effort should be made to reduce
the anxiety the students may experience at the start.
For this reason, a comfort 2one can be created by in-
corporating the weas previously mentioned, and by
including a time to reflect, in Freach, on bow the stu-
dents feel about this new challenge. Their feelings need
to be acknowledged as they push themselves to use
English. The fears of those who think they are not
doing a5 well as others need to be calmed as well,
This reflection will enable sudents to renew their come
mutment, 1o push back their own personal limits and
to curb thewr desire to compare themselves 1o others
around them. A suggested tme for this type of reflec-
tion, 18 every second day or so, the first week and then
at the end of the next two weeks.

One teacher suggested an idea 1o ease frustrations m
the first weeks: each student has an envelope in his or
her name in which other students can deposit mes-

sages of encouragement in French. A specific tme is

A Mini-guide * First Steps in Intensive ESL
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set aside to hand out the messages. This can be done
at the beginning and can be continued later as a fun
activity except that the messages are in English. By
the end of the first month, the students are more at
ease and less frustrated while communicating in Eng-
lish only.

Risk-taking as a language-learning strategy 18
extremely beneficial 1o second language learners. As
stndents are encouraged and taught to take risks, they
learn 10 accept errors as part of the Jearning process.
Slowly but steadily, students will push thear lmits fur-
ther and communicate in English even though they
risk making mistakes. As this happens, students rap-
idly gain ownership of the language.

To encourage students 1o take nsks, 1o speak English
at all times, some teachers develop a reward system.
Regardless of the method chosen, setting class goals
and discussing the challenges of communicating in
English, during time-outs, will help create a sense of
community where students support each other while
they gain in confidence.,

Frequent reminders from the teacher may be neces-
sary at the beginning. Before long, most students will
start to recognize the benefits of the successful strate-

wes they are using.

Remember also, that the more active the students are
in the learmng process, the more exposure to the tar-

get language they get, the more likely they are 1o take
risks and interact in English.

A Mini-guide * First Steps in Intensive ESL
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- ESTABLISHING A COMMUNITY OF LEARNERS

Class rules, chores and routines are a coastant in every
class. They are collective as well as individual and
serve as a means of establishing a sense of belonging.
Below are some examples for the smooth functioning
of the Intensave ESL class.

Class rules and agreements

By the tume the students get o the intensive class-
room, they are already familiar with codes of conduct
and classroom rules. Establishing class rules from the
very start is essential, but teachers may wish to add
class agreements that reflect the values we want 1o
instil in our students. They may be expressed in state-
ments such as: We agree 1o show respect, we agree to
be responsible, we agree to show appreciation, we
agree to participate etc.. Action words with illustra-
tions will facilitate comprehension of each value.
Requiring stixlents (o sign the class agreements poster
will encourage personal involvement especially if the
concrete actions or behaviours associated with these
values are discussed and perhaps reflected upon.

The rules and agreements can be decided upon jountly
and may change as the need arises but they should
always be displayed in clear view of everyone and a
copy should be given to each student. Creating the
class rules with the students is a good opportunity to
foster ownership and belonging. Remember, it is bet-
ter to have few rules and adhere to them rather than
have many and not be able to apply them.

Classroom goals

A common classroom goal is one way for the group to
collectively take control of their learning. The teacher
may suggest a general goal for the whole session and
the class may choose weekly goals. A general goal
could be: We are here 1o learn as much English ax
possible; We communicate in English at all times; We
encourage each other and share our ideas, etc..

The weekly goals can range from: / will encosrage a

classmuate 1o take risks, I will be proud to share my
suecesses with my classmates; { will try to speak or

A Mini-guide « Firss Steps in Intensive ESL

listen 1o English at home, etc.. Don't forget to display
the goals in a vistble area and refer 1o them regularly
to ensure that the class is on the right track. You could
even create a chant, a rhyme or a cheer and have eve-
ryone say it as a reminder and for encouragement.

Personal goals

In conjunction with the classroom goals, students
should work on personal goals which may be written
in their agendas or in a self-evaluation section of their
personal portfolios at the beginning of every week.
These goals may range from: [/ will remember to call
my partner on time; { will stop comparing my English
abilities to others around me, I will check what I write
more carcfully; I will ask for kelp when 1 doa t unders
stand; { will be patient with myself when I make mis-
takes, etc.. These personal goals are important as they
give the teacher insaght into the problem areas and
belp create differentiated leaming situations accord-
ing to Jearner needs. The teacher circulates and checks
the goals perhaps putting a sticker beside it to provide
encouragement and to indicate that he or she has read
the goal. This s a2 wonderful opportunity for one-on-
one praise and words of guidance from the teacher
and a great way 1o start the week. Students are en-
couraged 10 voice their satisfaction with the progress
they are making and their resolve 1o improve in spite
of sethacks.

I will try harder
this week,
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Classroom routines

Establishing a community of learners implies finding
a place for everyone within the classroom. Classroom
routines are actions that the students perform on a daily
basis. The nature of the routines may vary: for exam-
ple, filling out the daily calendar, being in charge of
the portfolios, cleaning the board, collecting and dis-
ributing matenals taking atendance, taking lunch or-
ders (for schools with a cafeteria), watering the plants,
recycling, writing the homework on the blackboard,
etc. These are chores or tasks that the students may
take wms accomplishing while using some related
language.

Ocher routines are more language-centred i.e. involve
a broader use of English: for example, question pe-
rod, journal writing, show and tell, the moming
weather report, correction of homework, TV show re-
port, events in the news, stlent reading period, work-
ing on an assignment individually or with a partner,
changing cooperative team roles. etc.

Homework

The amount and the frequency of homework depend
on the intensive maodel selected in the school. If the
model chosen is § months/S months, most teachers
recommend giving homework every day of the week
except Friday, An average of 1.5 hours a night s ap-
peopriate. Another option 15 a weekly schedule of
homework from Wednesday 1o Wednesday thus allow-
ing students 1o catch up or get ahead during the week-
end. Other models will require consultation with the
homeroom teacher to schedule homework jointly.

Here is an example of a daily homework schedule
three assignments):
« watching TV and/or reading
«  working on & project andfor calling a telephone
partner®
«  reviewing andl/or studying

* Please keep in mind that you will need parental ap-
proval for a telephone chain

Homework does not have to be the same for every-

one. It could be a task that needs improvement or com-
pletion. Some students may require mare time 10 ac-

10

complish tasks while others need to be given more
challenging activities.

It is strongly advised 1o avoid giving monctonous and
mechanical exercises or drills for homework. Instead,
we recommend long and short-term assignments such
as research for a project, reading for a book report, a
TV show report, jourmnal writing, etc. Another exam-
ple may be to set up a student telephone cham. The
teacher starts the chain by giving a message 10 a stu-
dent who must call another student and repeat the
message. This student calls another student, and so
on. The following day, the last student 10 receive the
message (the chain may have been broken) repeats it
1o the class. Another example may be to warcha TV
program or the weather forecast for discussion time
the next day.

Homework should be part of the learmng situations
and contribute to the development of cross-curricular
and subject-specific competencies. Here are a few
golden rules to keep in mind for an effective use of
homework:

« mstructions for the assignment are easy 1o under-
stand

*  homework has a purpose and is interesting to do

« time allotted is appropnate

« teacher andfor peers give feedback

Homework should be as authentic as possible. It should
not be something new or something that can frustrate
the students. Some parents will comment they are un-
able to help their child with their homework because
they do not speak English. Remind them that the best
help a parent can offer 1§ encouragement. The child
can even teach a parent how to say or wrile some-
thing. By doing this, the child's leaming is reinforced,
the parent feels involved in the peocess and the teacher
does not end up with woek done by the parents.

If a student brings back an assignment that appears 1o
have been written by a parent, it may be necessary to
call or send a note (in French) to the parent explaining
the purpose of homework.

A Mini-guide * First Steps in Intensive ESL
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- TEACHING / LEARNING / EVALUATING

Lesson planning and evaluation

Planning for the Intensive classroom takes on a new
meaning for teachers accustiomed to one or tWo peri-
ods of ESL a week. At last you have the luxury of
time for the in-depth development of the competen-

Qes.

Teachers often begin their planning outside the class-
room by gathering ideas while shopping in the gro-
cery store or reading an article in a magazine. These
ideas float around until teachers sit down and fit the
preces together 1o create complex leaming situations.
The students are then called upon, & a community of
learners, 1o find appropriate answers 10 questions, 1o
solve problems or 1o attain goals. Whether teachers
are inspired by the surprise toy found in a cereal box
or a song on the radio, their inspiration must be an-
chored in the broad areas of leaming,

Lessoa planning is essential to efficient and effective
learning and teaching. When planning the learming
situation, keep in mind that teaching, leaming and
evaluating are an integral part of the leaming process.
Evaluation does not take a back seat to the other as-
pects of the learning situation. [ts role is 10 supporet
the leaming so that students may adjust their strate-
gies while they are leaming, and not only at the end.
It is essential that students be made aware of how and
when they will be evaluated. They may even be
brought w discover the evaluation critenia on their own.
Beyond evaluation and observation done by the
teacher, integrated evaluation must allow students 1o
be agents of their own progress through self-reflec-
tion, peer and self-evaluation.

The following outline summarizes some imporiant
poants to consider when planning a leamning and evalu-
ation situation.

Planning a Learning and Evaluation Situation

Choose learning situation
* Title
« Description
* Duration
Consider:

Are the students solving a problem, answering a question, or attaining a goal that is
complex and promotes the development of competencies?

Is this learning vituation realistic?
Is it hased on students’ interest?
Are there cultural references/products?
Decide on the pedagegical intentions
» Broad areas of leaming
« Choose broad area of leaming
« Choose focus of development
« Cross-curricular competencies

« Choose cross-curncular competency/competencies

* Choose evaluation critena
« ESL competencies

* Choose ESL competencies
* Choose evaluation criteria

« Choose essential knowledge (functional language, strategies, language conventions)

11
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Evaluation

» Choose how and when evaluation will take place

Consider:
Are the criteria known 1o the students?
How will the criteria be presented?

Are the chosen criteria adapted 1o the pedagogical imtention?
Are the criteria adapted to the students (level, cyele)

Are the tools appropriate?

Is the evaluwation ongoing and imteractive?
Classroom activity

* Preparing the tasks

Consider:

Organization

Activation of prior knowledge

Relevance of wasks to problem, question or goal

* Carrying out the tasks
Consider:
Construction of new knowledge

Modelling/yuided practice/autonomons practice

Pedagoygical approaches (different rates and stvies of learning)

Guiding students through process

Explicitly showing how strategies help compiete task

Ongoing evaluation/adjustment
Personalized outcomes

» Assimulation/transfer of leaming
Caonsider:

Reflecting on the learning (students and teacher)

Reinvestmentfransfer of new learning o similar and different contexts

At the end of the day and of the learning situation,
take time 1o reflect on what the students have learned,
the adjustments that are needed, and what an appro-
peiate follow-up would be. As a consequence of this
reflection, homework assignments may be plamned
based on individual or collective needs. This type of
reflection also permuts the planning of future leaming
and evaluation situations.

The Framework for the Evaluation of Learning at the
Preschool and Elementary Levels provides details and
examples on the itegrated role of evaluation as well
as guidelines for formal and informsal communication
10 parents.  This document should be consulted for
further information on this topic.

12

Portfolios

A portfolio is a purposeful collection of student work
that exhibits processes, strategies, progress, and
achievement over an extended period of time. Each
entry in the poetfolio includes a student self-assess-
mentreflection that is based on specific criteria. In
other words, students are collecting, selecting and re-
flecting on what is included.

There are three bassc types of portfolios:

*  The working portfolio helps the stadents collect
and comment on their woek; it contains numerous
preces of individual or group work related 1o the
development of the ESL and the cross-curncular
competencies.

A Mini-guide * First Steps in Intensive ESL
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«  The presentation portfolio requires the students to
choose their best work to present to their parents
and eventually to keep for high school. In s0 do-
ing, the students exercise thear entical judgement
as they discuss the reasons for their selections at
the same time as they assess their leaming proc-
ess and progress. The teacher may bave nput in
some of the portfolio entries.

*  The evaluation portfolio is somewhat similar to
the presentation portfolio i the choice of pieces
10 include. However, the focus is more on the stu-
dent's achievement and performance. This is ulti-
mately used by the teacher for pedagogical pus-
poses (remediation) and communication to the
parents.

Students should be able o examine their woek, ex-
plain their choices, generate criteria for good work,
and establish their own guidelines for furure assign-
ments or tasks. In all cases, the portfolios should re-
flect the students’ sctual day-to-day learning activi-
tes,

“By examining the students’ portfolios, teachers can
evaluate students’ strengths and weaknesses. This ena-
bles the reacher to talk regularly 1o the students about
the competencies they are developing, their mterests,
and thetr attitude toward activities...These meetings
are essential because, with the help of the teacher, stu-

A Mini-guide « Firss Steps in Intensive ESL

dents can assess the level they have reached. As pan
of preparing for promotion to the next cycle, students
could be asked o choose pieces documenting their
level of competency™ (Evaluation of Leaming at the Pre-
school and Elementury Levels, A Framework, MEQ, 2002 p 31y
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The following table shows the relationship between
various aspects of evaluation and the characteristics
of the portfolio.
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Evaluation and the Portfolio

PURPOSE Evaluation The Portfolic
Is integrated into the dynamics of student | Involves sudents i their leaming (as a ol
leamning for reflection)
Must encourage students to play an active | Allows students to increase their ability to
role in their evaluation activities and thus | self-evaluate
increase their accountability
Teaches students 1o make choices
Allows students to reflect on thesr proce-
dures, strategies and accomplishments so
they can become better leamers
@ Must be carried out in a way that respects | Promotes feedback duning the leaming
3 diversity and difference and must seek ways | process, particularly during individual con-
§ to ensure the success of all students ferences
3
3 Encourages students o understand them-
- selves better and to reflect on their
t strengths, needs, errors, interests, chal-
g lenges, objectives, etc.
0

Involves the collaboration of all interested
parties, while taking into account their re-
spective legal responsibilities

Encourages interactive processes among
students, teachers and parents

Constitutes a process that involves making
a judgment about the development of com-

Shows students’ progress because it tracks
performance over lime

Is used to assass competencies developed
by students

Adapted from: Usliseton du portolio o prissaire, 17 cyole, sous-comisé régional de la Momérégie, June 2001 (Evaluation of
Leaming 2t the Preschool and Elememary Levels, MEQ, 2002, p.32)
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J
. EXPLORING THE TOOLS OF THE TRADE

Now that we have discussed enriching the environ-
ment, establishing a sense of belonging and lesson
planning and evaluation, it is time to explore some
tried and true activities and teaching/leaming tech-
niques for the Intensive classroom. Some of these will
find meaning within the daily routines of the class,
others, within the context of a learning situation.

Learning centres

Students should always be encouraged to further their
learning through reading and writing. The physical
arrangement of the classroom should allow for areas
where both activities can be performed with case, ei-
ther individually or in small teams. The establishment
of reading and writing centres will facilitate the use of
reading and writing strategies and processes.

Leaming centres can also promote interaction and
project work by providing areas for shared reading of
stocies, listening to tapes or CDs, watching videos,
discussing the topic of the day in pairs or small groups.
They may also include computer stations, resource
centres, or art centres, elc.

Journals

A journal is usually a notebook where stidents write
freely on a topic of their choice or on a topic initiated
by the teacher.

Having the students keep a journal has been suggested
as a possible solution for two peoblems encountered
by Intensive ESL teachers. One problem is the inclu-
sioa of students who are quite fluent in English, an-
other is the lack of time to interact on a personal level
with all the students. When they enter the classroom,
students are usually eager 1o talk about their personal
lives oc an experience they had with English, etc. The
joumnal channels this desire for communication and
makes writing meaningful. Keeping a journal is also a
good way 10 encourage writing for pleasure and may
lead 1o creating a habit for life.

Here are some points 1o keep in mind before introduc-
ing the joumal to your class:

»  Students must be informed of the purpose of jour-
nal writing.

*  They must be shown how to manage it (date, time,
layout, etc.).

«  Ther first steps into journal wriling may require
some direction Le. ideas.

* The nme and length of the writing should be lim-
ited at first.

»  Itis pecessary 1o give them explicit models of jour-
nal emtries.

Dialogue joumals and peer-response journals are two
types that are frequently used. These joumals allow
the students o express their wdeas, feelings and opinions
while providing insight into their writing abilities.

* In the dialogue journal, the written exchange s
between the teacher and the student. It becomes a
vehicle for a two-way response. The teacher does
not coerect the writing but simply replies 1o what
18 written. If the student indicates a destre 10 have
hivher work corrected, it should be made clear 1o
the teacher.

* In peer-response journals, students become class-

room pen pals exchanging comments of a personal
nature or other communications.

Reader’'s Theatre

Resder's Theatre 1s a strategy for turning texts such as
stories, fables, or poems into dramatic performances.
This strategy enables readers 1o explore the * voices *
within the text. Readers always have thetr text in hand;
in other words, they do not memorize it. Also, unlike
plays where pans are scripted m advance, readers in
Reader's Theatre must break up the text into appro-
priate roles by themselves. These roles include both
characters and narrators and they are assigned accord-
ing to the abilities of the individuals participating. The
text is never modified in Reader's Theatre,

15
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Because there is no memornization, Reader's Theatre
makes it easier 1o mtroduce elements of drama into
the classroom. The richest source of material is found
in Iierature. Following are some of the characters-
tacs to Jook for in prose and poetry:

Prose

«  lots of dialogue
*  strong characters
* action-orented

Poetry

«  pood rthyme and thythm
« short lines {easy to say)
« topics kids can relate to

Prose and poetry

«  potential for sound effects

« language appropriate for students (for lower lev-
els, short lines and repetitive elements are help-
ful)

Scripting: adapting texts

Scripting takes Reader s Theatre a step further. When
students work on adapting a passage, pans can be de-
leted as long as the meaning is maintained, but you
can never add sentences to an author’s wnting. In
scripting students choose a piece of wriling or & scene
that has a good balance of dialogue and narration. In-
dividual readers choose their roles and highlight their
parts.

Practicing

Omce the roles have been assigred, teams must prac-
tice in order 1o work on expression and gain fluency,
Although practice can first be done sitting down, oace
some fluency is attained the group should rehearse
standing up. When giving feedback (o students on pro-
than the individual. Props should be kept to a mini-
mum as Reader’s Theatre relies much moce on imagi-
nation than the typical play. At this point, sound ef-
fects, gestures, mime should be given more attention.

16

For students at lower levels of proficiency, we sug-
gest choosing a very simple text and doing the read-
ing i small groups so that the students become more
familiar with this technique, As they gain confidence,
they may be called upon to perform in front of the
class. Make sure students have a good understanding
of the text before getting them to perform. More diffi-
cult texts may be chosen as the students” level of com-

petency increases.

At the start of the performance, the narrator gives the
name of the text, mtroduces the characters and the
context of the action. Throughout the performance,
narrators and characters face the audience.

Suggestion

Videotaping students duning rebearsal could be done
10 improve their delivery. Videotaped performances
could be shown to other classes or parents. Students
tend to make a greater effort knowing that their per-
formance will receive public viewing,

Reading logs

A reading log is a record of the books or stories the
students are reading individually. Students write the
title and the author's name and, afier each reading ses-
sion, they spend a few minutes writing the page num-
bers and their personal reactions to the reading pas-
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sage. The purpose of this activity 18 10 have sudents
write their thoughts, feelings, and questions about the
reading.

Here are some pointers for a better response 10 the
reading: students may write about what they like or
dislike, what they think maght happen next, the memo-
nes it triggers, what they do not understand, words or
phrases they want to remember. If the book is non-
fiction, they may write about something that they have
learned or they may want to share their insights with
another student. The teacher can create a respoase sheet
in the form of a chart 1o include some of the above
guidelines. Finally, from time to time, the teacher as-
sesses what is written in the log.

Shared reading

In shared reading, two students sit facing each other
and take tms reading aloud from the same book. In
this activity, students are honing their reading skills in
a less intimidating environment. They can explain dif-
ficult words 10 each other because they are aware of
the context and feel more confident asking for help
and offering it as well. They can reflect on the story
they are reading. Teachers should peovide guidelines
for discussion, for example: “Who was your favourite
character and why? If you could change the ending
what would you change? ete. The teacher should set
the time limit and may provide assistance while cir-
culating.

Storytelling

Storytelling is a powerful technique for the develop-
ment of listening and speaking skills, as the storyteller
is able 1o captivate the andience’s attention by using
facial expressions, gestures and voice 1o convey mean-
myg and feelings. The students get involved in the story
becawse the action 15 dramartized right before them. [n
some cases, students may contribute o the dialogue
by repeating in chorus recurring words or phrases
throughout the text. Based on their experiences with
stoeytelling, some teacherss have made the following
recommendations for the successful rendition of a

story:

«  Tell stones you like and feel comfortable acting
out.

*  Look for stories that bave a simple plot, a lot of
action, few characters, a clear climax, a satisfying
ending and repetitive pattems.

*  Be well prepared and well rehearsed.

*  Analyze the story to determine the action, conflict
and climax.

«  Keep eve contact with the students.

»  Consider the gestures, facial expressions, and in-
tonaton that will best create the mood beforehand.

*  Outline the story for better understanding.

»  Use props to spark and maintain interest,

«  Pay attention to the students’ reactions and adjust
your delivery accordingly.

* Encourage predictions of subsequent events.

*  Avoid systematic question-and-answer sessions,
instead, teach bow to retell a stoey using mime and
props.

» Follow up on story-telling by kaving the students
prepare and present a story 1o younger students;
involve the whole class in preparing it

Show and Tell

Students are always eager 10 share an stem that is sig-
nificant to them. Show and Tell and the variations
presented below are enjoyable ways for students o
share their personal interests. In Show and Tell, stu-
dents are asked to find an object they would like to
present 1o the class. It may be a personal collection, a
sports-related item (rophy, skateboard), an invention,
a favounite photograph, a music-related object (CDs,
posters), souvenirs, etc. At the beginning of the se-
mester the teacher can ask the students to prepare
minimum of 4 sentences that describe their object.

Examples of sentences are:
This is my baseball cap.
It is small,
It goes on my head.
It is dark blue and with yellow.
1 love my cap.

As some students are nervous about their first show
and tell, their presentations should be short and sim-
ple (K.LS.S. Keep It Short and Simple). Some stu-
dents may bave difficulty expressing themselves and
understanding others. In order to minimize the nega-
tive impact on self-esteem and motivation, 10 estab-
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lish and build peer support and to facilitate classroom
management, presentations can be done m small
groups of 3 or 4 students. The roles you assign for

cooperative leaming can be reprised for this activity.

Once the presentanion is over, the other students in the
group ask questions. The teacher should model and
display sample questions such as: Who gave it to you?
How much does it cost? What is it made of? When did
you get it? At the beginning, expect students 1o have
difficulty understanding and answering; they should
be encouraged to voice their lack of understanding and
use communicative strategies 10 compensate.

Show and Tell can be made progressively more diffi-
cult by increasing the number of sentences and by
excluding certain types of sentences (colour, favour-
ite, etc). Also, the presenter 18 encouraged 10 give
longer responses, for example, “Yes, it is my favour-
ite becawse. . " and encouraged to anticipate the gues-
tions so they may think of their responses beforehand.

As soon as the students become profictent enough,
the practice of writing sentences and questions in ad-
vance should be abandoned in favour of more authen-
tic and spontaneous communication. At this point
teachers may want o form larger groups for the pres-
entations, and one or two students selected, by the
group, invited to present in front of the class,

Improvised Show and Tell

The students are asked 1o bring in & mystery object
placed in a paper bag and stashed in thear desk. This
mystery object should be something not usually found
in a classroom. They must not show their object 1o
anyone. Some examples are a nutcracker, a stud finder,
an ashtray from a car, ete. Divide the students in small
groups and have them exchange bags. In tum, each
student takes out the object, names it and describes its
function. If the object is unfamiliae, the student in-
vents a name and attempes 10 guess its use. Then, be
or she is given one minute to expand on the impor-
1ance it plays in our daily lives. If, for example, the
mystery object is an ashtray, the student gives his or
her opinion about smoking. If there is much hesita-
tion, the teammates can help the student. A guestion
peniod follows and it s also improvised.

18

Show and explain

In this varation, the students are given two minutes
1o teach their group how to do something. It can be
how to make a simple recipe or a friendship bracelet,
a magic trick or a sport. They must research their topic
and look for visual support. They can have notes o
help them but they must maintain eye contact with
their andience most of the time. Once again these are
best done in small groups but if you decide to have
some of the students present o the whole class, the
presentations must be very short and can be staggered
over aone to two-month period towards the end of the
Intensive session. Be aware that numerous discipline
and management problems can occur when the ma-
Jority of your students is not actively involved.

Sharing table

The idea behind the sharing table s w show special
objects and is similar to a museum display. The st-
dents and teacher are encouraged 1o being in a special
object 1o be placed on a table or desk (just a few ata
time). Students must first get their parents® permas-
s30n beforehand. and write their own names on or be-
side the object on a slip of paper. They should write a
short explanation of what their object is and why it is
special 1o them. Students may visit the sharing dis-
play and ask questions to the owner of an object. This
can be done during sharing time or at a specific time
of the day or week. This 15 an opportunity for you and
the students 1o get 1o know each other better. The op-
portunities to expand on this sharing table are end-
less. A monitor can be named 10 set up the table and
extreme care taken 1o protect the items. They shoald
only be displayed for the duration of the activity and
the objects stored in a secure place until they are re-
tumed to their owner at the end of class.

Telephone pals
Telepbone pals is a way 1o 7
develop the oral interaction m
competency outside the p W
classroom in an authentic (9(

o

. ' ))
situation. Telephone pals re- \/; )
quires the students to call 7
their pal at home as part of \

their homework. 1118 best 1o ‘
start this type of bomework
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once the students have acquired a semi-functional level
of language.

This activity requires parental approval 1.e. a letter
retumed with a signature.

At the begmning of the week, students will draw names
at random and these students will be their telephone
partners for the week. It may be necessary to explain
why partners are selected at random. The students will
have the opportunity 1o change partners every week.
Once the selection has been made, the partners meet
in order to exchange telephone numbers, 1o decide on
who will call first (they can alternate nights) and 10
choose an appropriate time 1o call (taking into consid-
eration each other's evening schedule). All this infoe-
mation should be clearly noted in the agenda (tel-
ephone number, time of the call, who calls first),

Decide on the frequency of the phone calls. [t may be
twice a week or more but we suggest establishing it as
part of their daily homework with the exception of
Friday. The students must talk for $ 10 10 nunutes and
in English only. If they decide o 1alk longer they must
have their parent’s permission and they must continue
to speak m English otherwise they should end the con-
versation and call back later.

To avoid problems, bere is a suggested last of rules o
give to the students:

* Find a quiet place 1o talk

«  No time-outs allowed during telephone pals

* Do not ask your parents for help during the con-
versation

= If you cannot call at the appointed time, call your
pal ahead of time 10 reschedule; leave a message
on the answering machine if necessary

« If your pal has not called at the appointed time,
wait § to 10 minutes and then call him or her

* If you forgot your agenda, consult the telephone
directory o attempt 1o contact another friend who
may have your pal's number

*  Develop a strategy 1o remember o telephone your
pal; ask your parents 10 remind you, set the timer
on the oven or the alarm on your watch, etc

*  Your parents should write a note if, for soeme rea-
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son, you are not allowed 1o phone on that day

To help the students stay on task, consider giving them
the following suggestions to guide their conversations:

*  Read each other a different story (S manutes or Jess)
and report on it in the reading log.

«  Give each of them a Find the Differences sheet;
students discuss the differences

*  Practice jokes, riddles and tongue twisters (a list
can be provided)

* lnvent a short dialogue or skit 10 teach the other
pair in thelr group

»  Play a game of 20 Questions: think about a stu-
dent in the class while the partner asks questions
10 guess who he or she is

19

99



- OTHER CONSIDERATIONS

The considerations contained in this section were se-
lected among the numerous ones mentioned in the
questionnaire. Cenam situations may not apply de-
pending on the model of Intensive in the school.

Changing schools

This applies to the § month/S month model. In cases
where there is only one group of Intensive, the school
is usually twinned with another offering Intensive
English. The teacher must therefore change schools
in order to complete the year with another group. Thas
transition requires careful planning and is difficult for
all involved: the students, specialist and homeroom
teacher. It is, in essence, like having September twice
in the same school year, in that both teachers and stu-
dents are expected 1o have fresh energy and renewed
commitment to learning. One suggestion 1o mmimize
the stress of transition and conserve energy is to stop
giving homework during the last week of the session.
This means that all evaluations are completed, and
there is time 1o analyze results and complete report
cards.

Al times, students become very attached to the teacher
with whom they started the school year and the bond
may be 50 strong that the “replacement™ is often faced
with uncooperative artitudes during the first few weeks.
The students may feel that in order to remain loyal 1o
their first teacher, they must reject or make life diffi-
cult for the second teacher.

Lettng go 13 an imponant step in easing the transi-
tion. This takes time and patience, as the students will
naturally go through a period of testing limidts as they
did in September. As we mentioned in the section on
planning, leaming sinsations that require active par-
ticipation, that motivate, develop self-esteem and lead
1o a personalized product, will go a long way towards
helping students with the transition. Rest assured that
new links will soon be made and a return to normalcy
will follow.
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Advice to give parents
The following considerations should be discussed at
the first parent-teacher meeting:

First, parents have 1o be made aware that they have a
role 1 play in this Intensive model of teaching. In many
cases, it is the first time their child is placed in a learn-
ing situation they are not accustomed 1o, The follow-
ing are things parents can do or let therr child do 10
encourage the use of English outside the classroom:

« Listen 10 the radio .

»  Watch a television program or movie.

*  Visit Enghish-speaking friends or family.
» Speak to the child in English if possible.
* Play a boardgame or a card game.

«  Subscnbe 10 a children’s magazine.

Then, parents need 10 know that there are natural highs
and lows in the acquisition of a language. It is diffi-
cult and tiring for a child who is not accustomed 1o it,
10 be in an all-English environment for most of the
day especially during the first few weeks. Parents need
10 be especially supportive during the more difficult
times and respond in an encouraging way, without
pushing oo hard. Teachers also need 10 be sensitive
to this and allow for breaks and a change of pace when
fatigoe sets in. Students appreciate this sensitivity and
respond 1o it well,

Finally, subscribing to a magazine can be proposed 1o
parents early in the session as a tool for creating own-
ership of the language during and after the [ntensive
English session. This magazine provides cultural -
sight into the English media and gives ideas 10 ex-
plote in the classroom. Parents can encourage their
children to submit drawings and riddles to the maga-
Zine or enter contests, as many offer these opportuni-
tes. There are several Canadian magazines, educa-
tional Web sites and software to choose from.
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Many parents want their children to leam English foe
the opportunities it offers in the job market. Unfortu-
nately, thar reality is 100 far away to keep students
motivated for long. They have to see and feel that
English is useful to them here and now and can be fun
1o learn.

Intensive ESL and cycle organization
Unfortunately, in the past, the Intensive English class
was often isolated from the rest of the academic expe-
nence. Today, as a member of the cycle weam, the in-
tensive ESL teacher is called upon to collaborate with
other teachers 1o ensure the integration of Intensive in
the educational project of the school.

All teachers may decide 1o work on an interdiscipli-
nary project that includes the Intensive class. ESL
shares a common bond with all the other subjects
through the cross-curricular competencies and the
broad areas of leaming. This coberence will facilnate
the work of everyone on the team.

Intensive teachers are often asked: “l know you teach
English, but what do you do in English all day loag?”
As most people are accustomed 1o different subjects
being taught throughout the day and week, this ques-
tion i$ not without merit.

The simple answer 15 that we teach English. Yer, the
complex learning situations in the Intensive model lead
us to integrate knowledge from other subject areas.
Students need to use math while processing the re-
sults of a class survey or history and geography for a
project on the different provinces. All paths cross st
some point or another and the Intensive teacher must
help the students make the links through the use of
English. Howeves, the ESL teacher never evaluates
other subject-specific competencies.
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- CONCLUSION

One of the greatest joys of teaching Intensive ESL is the opportunity to witness the frunts of
our labour in a short period of time. The students experience the taste of success which
leaves them with the incentive 10 pursue the leaming of English on their terms and in their
OWn Ways,

Taking your first steps in Intensive ESL and integrating elements of the curriculum reform
are challenges that require a posative amitude and much patience. We now invite you 10 add
your own colour to the Intensive classroom experience.



" ANNEX I

Planning a Learning and Evaluation Situation

Choose learning situation
« Tule
« Description
* Duration
Consider:
Are the students solving a problem, answering a question, or altaining a goal that is
complex amd promotes the development of compeltencies?
Is this lecrning situation realistic?
Is it based on students” interest?
Are there cultural re ces/products?
Declde on the pedago?u urte:mons
of

. Choose broad area of laming

« Choose focus of development

« Cross-curricular competencies

« Choose cross-curncular competency/competencies

* Choose evaluation critenia

« ESL competencies

* Choose ESL competencies

« Choose evaluation critena

« Choose essential knowledge (functional language, strategies, language conventions)
Evaluation

* Choose how and when evaluation will take place

Consider:

Are the criteria known to the students?

How will the criteria be presented?

Are the chosen criteria adapted to the pedagogical intention?

Are the criteria adaple‘d to the students (level, cyele)

Are the tools ?

Is the evaluation ongoing and interactive?
Classroom activity

« Prepanng the tasks

Consider:

Organization

Activation of prior knowledge

Relevance of tasks to problem, question or goal

« Carrying out the tasks

Consider:

Construction of new knowledye

Modelling/ouided praclicefautonomous praclice

Pedagogical approaches (different rates and styles of learming)

Guiding students through process

Explicitly showing how strategies help complete task

Ongoing evaluation/adjustment

Personalized outcomes

« Assimilation/transfer of leaming

Consider:

Reflecting on the learning (students and teacher)

Reimvestmentitransfer of new learning to similar and different contexts
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