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S eBSTRACT < 0oL

. Enrichinq an ESL Core Curriculums
A Duebec Case Study

Anne Hetheringtoﬁ’

+

+

In'Quebec, a new ESL program for primarylaﬁd
.secondary schools: has recantiy been implemented. ;Thi-
core program specifies the minimum program for studentl
in French~lanquage schoolg in GQuebec. Certain school
boards, howaver, ﬁave siu&engs yhoorequire ;ﬁ enriched
ESL proérﬁm. For those'who are not profiqie$t‘;nouqh in
English to follow an Enqlish mother~toﬁ§ue p%ogram, the
Hxnistry of Educatton permits the implement%tinn of a
pr-ogramme Locgl, providing that it rg;pects{the
orientatxon of the core program and that it;does nat
follqw an “immersion” format; that is, stu?enté Qayinot.
‘ ,recejve subject-matter instruction throughjEnqlish.

‘ In t?is thesis, program adaptations {or enrichmen; '
are explored. Although the princxples discussed apply tov
afl three parts of the new program, the thesgs focusses
‘oh the program for cycle one of secondary/school. The
'care program is analyzed for speciftc éontents a;@hell an
. for the language-learning concepts, gradxng principles..

and practica! cunsiderations‘qnder}ying it. Five

Q¢ssib1e options for program adaptation are discussed:



. RN ' - W L L.
writing a more challenging version of the core program;

iching-an ixpliéit'¥o¢pi‘on gramﬁa;ical accuracyj

fpro&iding a~compi¢t-ly different type of program;
- tn&roasing the Qmphasisﬁén“prgducfion; and, using the:
"cgcle-two program in cycle one¥” The possible advantggés"
and dis#Qv;ﬁtagc¢>o¥ each are discussed aﬁd examplés oé
hou each miqht be ;mplemented are given,

/In conclusion, & combination of three of the options
is rbcommehded.» These recommendations are based on‘

" rocent findinqs 1n communxcatxve lanquage~teaching

€

prngrams as well as current thinkinq in the ¥1eld of’

- ‘ v

Lnnqu;qe atquisitibn.' . C -"_.".

1 . . . o ;L ‘ . 3
: 'y - : N v
.o .
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CHAPTER 13 INTRQDUCTION

GENERAL_BACKGROUND |

In the late 1970"s, the n1n{gtry of Edication of
Quebec (MEQ) decided to revise all the curricula for th;
primary and secondary ;Ehuoli of the provincg. (1 In
order to implement such a major revision, a
subjcct—by—subjcct analysis ofhphc existlnp,situation.hqd
to be undertaken aqd‘qeu programs drawn‘uﬁ. It is within
bthis framework that ﬁﬁiﬂheu'program in English as a '
Second Lanquagé (EQL) for students in.thc French—laanaq.

.

schools of the province must be situated.
. The investigation undertaken by those responsible
for the ESL program revision (hereafter referred to as
“"the authors”) included studies of the program and
materials in usa‘;nd the conditions under which ESL was
being taughé (Géorqeault and Danan 1977), an analysis of
the studénts’ proficiency in English (Lussier 1978) and a
‘analysis of bofhiprimary and 5¢cpndary school students®
neads for English (MEQ documents 16-2204-02 and
‘;b—3224—09).3 There were two ml;Br findings from these
studies. First of al{, al though there w;s a
“progf;mﬁeicadne" for ESL, and an accompanyiné breakdown
of grammatical items to be covered (MEQ qocum-nts'16-3222
and 16-3202), th;ltcaching.nf ESL -varied greatly across '
the provihco. Socond}y, al though students indicnt.d an

interest in learning English and an apprhci#tion’fdr ite

»
3

- RN



usefulness, @anly\'o;f them had difﬂculty‘applying thl)‘ K ' ¢
'Ylkilli and knowicdqu acquired at school in situaticms
outside thl: classroom. (MEQ docun\ent 16»—1251, p.S)
\ With thxs information, the authors set out ta design,
a program to be used across the p_ravxnce. It{: was
anticipated that this new program would ‘prnvilde an | o . 3
integrated and cc.:mtinuous approach from the ’pri;n&ary |
grades through to the end bf the secon‘dary school. It
:&as to be realized in 3 distlnct partsa the first for the |
. second cycle of the priavary school (PC2), grades 4 |
through 43 the second for the secondary school, cyél‘e 1

(SC1Y, mecondary 1 and 2 (51 and 52); and the third for

the second cycle of the secondary school (SC2), secondary -

~

3,4 and 5 (83, S4 and S§5).

“

Although the principles and issues diécussed

throughout this thesifs apply to alt three parts of the

.

new program, the thesxs itself is concerned principally

vn'.th the SC1 program. Therefore, unless otherwise
"ol ; : A U
- - stated, all future references to the new ESL program will

be to the SCt portion of the p}'ogram.

The program as defined by the Ministry was to -

e

provide a minimum core program tp bé followed by all the
school boardn in the provincc. It was anticipated,

,hawcvcr, that there wauld bn school boards and individual

o

S o schpols in which students would be able to go beyond®ne

ntnimuu and 'FDI low an "enriched" pr'o_gram. As such

-t

» programs would have to suit the partieular needs of spall

. -
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| g;oups of students, th¢'HSD di§'30€ define what an
enriched program or “pFDQflﬁmex;o;qi" would bil‘,Th;y
did, however, set do“n’guidniian iér'drawing up such a
program. The two basic guidulines were that the program

was tao follow the spirit of the new cd?é program and that

. it was to be submitted to the MEQ for approval.  Today, &

number Qf school boards in Quebec find*thit they have ‘

substantial group of studqnts~dho require such an

enriched program. It is the aim of this thesis to

explore the various types of ﬁrogram enrichment which
those responsible for drawing up such a programme local -

might wish to adopt. In order to do this, however, it is

first necessary to understand in detail the core program,

A Q - -
both its basic philosophy and its actual content,.’

2

In this first chapter, therefore, 1 will outline the

.bgsic constraints and conditions under which the'neﬁ core .

ESL program was drawn up. I will then analyze in depth

f 23

general principles by which ESL material may be graded

and examine how these principles have been applied to the

MEQ program. Such an analysis is essential to the third
and fourth chapters of tﬁe thesis. In the third chapter,
I outline the present problem facing some school boards
in the province: how to enrich the present program whilé
still respecting the guidelines sef out by the MEG. 'In'

the fourth chapter, the vnrious.option! for enrichment

are presented and discussed in light of the principles of

the present program, the ﬂEa‘guidelines, and new insights

3

-
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into second landuag. acquigitidn {SLA) research and

language teaching methodology which have come about

"recently. .In the final chnpter; I will make

Ay I

recomsmendations concérﬁﬁﬂg.th- enrichment options.

P

THE_NEW_PRUGRAML_DESIGN. GUIDELINES | —e

The new program was designed to be uyniform (so that -
_evaluation could be cbnsistent‘thtouqhout'the province),
fpasible (able to be ﬁsqd given ;cfuplitéachinq QW e
situations), aﬁd effective in preparing students to use . - ’
sveryday English outsidg the classroom. In tﬁis éectiuﬁ, ‘ 4f

1 will describe the conditions under which the new
program had to 6perate, and the routes taken to achieve
ﬁniformit¥~end effectiveness. .

1. A _Unjform Etgg;gm 2 ’ g =

p—2 %

<

The need for uniformity was not unique totihg ESL
péogrnm and was met in a similar way by all departments
within the MEQ. In keeping with prevailing thought in
éducational circiel at the time (e.é. Mager 1975, Gaqné
and Bfiggs 1974), it was decided that teaching goals
would be defined in terms of behavioural or performance '
objectives. These objectives are intanded to define or
describe, according to observable behaviour, the activity
of the students. These descriptions serve as the basis
for final objectives which can be broken down into
intermediate objectives so that teaching can proceed in

3 —a—

an orderly manner. This method allows for flexibility
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within the actual teaching situation. and for uniform ‘and

fair evaluation, since the intnnd!d studont buhavinurs

(2]

.~ are clearly established at the outset.

&

A_Feasible Program

In order to dran up a realxstxc proqr;m, the authnrs

1

hhd to tak. into account the teachers and. students who T,
% .
nould be usinq the proqram, and ‘the' physlcal and

socio-cultural conditions under which ih\uould be

LI

implemenfed. - w ‘ T
Tns stugeasa it : , L -~
Students in S1 gnd S2 are; generally, between 12 and

- 14 years ald. They have received some EQL instruction. : 7
£ - . -
* about 2 hours a. week, for the final 2 or 3 ysars of

primary school. Thero are w{de 1ndxvidual and rcgibnal ’ . .~

di fferences .in the amount of ‘contact whgch they have had

*

with Enqlish ouxsxde the school.

’"\.}/{\

‘Igasnzug chggnagl

Fpr the most part, ESL teachers in the public schonl

-

system-are not native speakers (NSs) of ‘English. In _” T
. . fact, many are not proficient speakers of English.

Furthérdbre, because few new teachers are being hired and

-

because some teachers of other discipliﬁes are being

¢
‘e

asked to teach ESL, -the present\gbpulation of ESUL - 2
teachers either race}ved'tréining in second language

teaching sose time ago or has received no ESL training at

all. Although some teachers have kept up-to-date with

.

cq?rent trends {n'languagq teaching, many hav; not.

“a i o

3 -
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JTieg Allotesnt - - n . ‘ « ’
Btudnnts receive 100 hours of ESL 1nstructi°n in

o

qtéh of their two years in 8Ci. This initruction ic
usually givtn in S0-minute p.riodt of time distributed

thgnughout the week.

- Clasa. Bize . . ¢ B

Liko classos in othor “sub jects, ESL classes usually

have bctuc.n 25 and 30 students. Dip.ndxng an the size

v
of the school and the tinta\bling aonstumts of the

other Iubjictl,&ltud.ntl aay or msay not be ‘streamed

~according to their proficiency in English,

foace ,

ESL classes are usually Qold within a rnduiar
clalsroonrtn‘th- sccondary school. Although ; spoéial\ e
‘classroom may be set aside for alllor nost of the Enqlish
clatscs, this room ts useddby. many different groups of
students and ongoing prajecty would need to bp
c&ordinat-d in such a way thit“a‘nﬁnborzof ﬁrouﬁs‘céuldQ

’ - -
. LN

use the same spacc. C o

B:nmkm.m.cwrn-gm;m -
lerMQhCC, the language of tducatiOn is French aqﬂ }1

4

Onlqunglish nggggqg may be taught 'throuqh English“ in
‘the Frnnch langutq- schools (Law 101, Province of
Oughoc). This means that school boards are not permitted
to offer courl;s iuch as Biology or Mathematics in
English to irancophonc :tudonts. An English imnersinn

program, the counterpart of French immersion in schcols k

‘- )

! .
* . i - 4
- -
"'/ N - - N 3 . N .t . bad
4 D o - .
s ke .
\ o .
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1n other partc of Cnnada, is not pornigtcd. .

Enalish_ Ln.sb!_guzlcgnaguz “
“1In nlnost all parts of the pggvince and in the
majority o¢.i homes, Fredthwspnakinqhstqnoats have iccolu
s . . “'

to the English media, principally through television, .

radio and bdv!:&. “Thhy may or may not have access to thi_'

printed media such as newspapers and magazines. Within

the schocl itselé, it is unlikely that thefi‘ui1i‘b- a
signifﬁéaht numbor of library books available in English.

Honuv.r, this uould obviously depend ‘on the individual

-

school. "

e 7

enhgiigssivg Ecgncgm

In ordor to’ n-et the qlobal ob,cctiv- of the

S

proqram, that "lt th- end of the secondary llvcl,

’ -tud-nts will get along. in English in ¢:oryday

r 1 N ' '
situations” (MEQ - docuuunt 16—3251, p.18), thc authors

"bqsed the ESL proqran on- currcnt theories and’ rttear:h

tlachinq in particular.

o

both in nducation 1n gonoral and 1n language leurninq and

General _pedagogical ecinciples

* Principles eéstablished in educational psycholoqy .
influbnctd the revision of all the MEQ curricula. These
prinéiples put an emphasis on the indiiiduil,icarntr and

»

recognized the 1-portsnc. of motivation and -ttigud-.;22~‘
§

,This stud.nt-ccntrcd npproach stresses the activ-

involvnnnnt of the learner in the loarntnq task and tlk.ll

as itshpoint of doparturq th- stud.nts’)nnod for %farntnd‘



& given subjnct.ﬂ The iuthors,’th.rcforc.‘hcndcd to’

i

‘conutd'r the 1ntcr.:ts, nhcd: and cognttivo davalopncnt

b

of 8C1 -tudcnts uhqn d-veloping Objlttiv.'., ln order to

o 1d-nt1fy thcs- nnnas and establish a suitable fran&udrk

for both thc turninal and 1nt¢rq-diatn objectivb:, a

nccds analysiu CHEO docuu.nt 16~3224-09) was carrttd aut.

"Lensunnt.as*e-mzaulbgt gganunxsnslan

‘In thn 41-ld af appliad’linguistics, rccent uorks‘

'had'onphasiz.d-a vi.w-o# languaq.-as a means of

l'Europc (n.g. VAn Ek 1975) in :poci;ying langusqc

L

'co-nunication rath.r than as a fornal code (d.q.'
\"Wtddousan 1978).~ Thi: lod rasnarchcr! to con:tder unit: :

. other than qraanntical structurc: as catqgorie: for

analyztng 1anquagc. The uark done by the Council of.

: functiunl and nations is an important cxampl. of the

application of thc principlcs of thfs novemcnt. Thnst

cntngoridl of#-r an altornativ- type of languaq¢ an-lysis
to graunatical structur!s uhilc strus:inq the 1mportance

- of languaqn for communication (as lanquaqo is annlyzod

into tho functipn! for uhich it i: us-d) and thu nnphasis

.. on meaning (th. notions or units- of neantnq which are

o uspd to carry ‘out th-s- functions). Th. new program was.

ttronqu influnnccd by this auvnment as 1s roflected in

'”thl spoclfication of fun:tiont and notions at all laveis’
© . of thc obj-ctivus.' ‘

,ﬁtsnnd.Laununn:.o;nuiuisLnn-iﬁgal.c:t!nc:n

ﬂany chano-s in our understanding of how lanquagcs

[

'

s . v Lo -
PRI . , L 7 o 0
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\
are laarned t ook plac. in the ynars bhetween the writinq
of the g;ggrgggg«ggggg (HED document 16-3202) and thn new
prngrnm.; These changes gccount for many of the basic
differences between the old and«neg,prngrans. Qléﬂdrdtr
to understand the theoretical basis of the new program, a
brief overview of these hypotheses and theories is

NEeCessary., ‘ ‘
anésiéuﬁAagggguagigua,&gecninn_acggsasgs Much recent

- writing and thinking in BLA h;snccntrcé on the
digginction Setween subconscious and conscious processes
of learning or "acquisition” and “"learning® (3). While
in ﬁﬁe past, the conscious learninq~of the for@ml.
’proparties;of language was stressed, current SLA theories
consider that the greater part of the language we learn’
“is‘actﬁnlly acquired through subconscious proéesses.-
The_creative-construction hypothesis Nork'in’firQi ‘
language dcquisition (FLA) (e.g. Brown 1973, de Villiers
% de Villiars 1973) and SLA (e.qg. Dulay, and Burt 1977)

l

indxcates that, not only is'languaqe adquircd through ‘j'j‘

subconscious processes, but that learnefs seem to foelnn

4

similar sequences of developmental stag-s (A) Thasa
findings support two conclusions which have_;qmn frgm;'
wurkoﬁn error analysis. First of all, it app;ars tgat
" learners construct their knoél.dqefof L2 thraugh ac%lv@
iearninq proc;ssés. Secon&ly, lcarﬁeré are inclined to

do .this Fccordinq to a natural "built-in or internal

syl1abus” (Corder 1967). That is, the order or

-



acquisitibn ;& theicccoﬁd lanquad-'ii not pucessaril9 ﬁhé )
same as thn ordcr pi 1nstruction. | (
ing_gglg gi_ggmgggbgnglon Studil: in both FLR and
natural SLA. have also put new cmphnsis on the impuqﬁance '
nf comprehensian skil!s in the lanquage learnihg process.
~First of all, it has ‘been recognized that lcarners musg
receivc comprehensible 1nput (utterances‘uhxch are
cmbedded in ennugh context that the learner can figura
oyt:their meaning) i+ lanquaue’learning is to tage plqce'_
. (Bchachter 1993:180); KEashen‘(l?Bl)wh;s taken this idea |
‘one step #Qrthtrinnd claims that comprehensible input is
gﬁg ;echagism by which language is aéqu}red. fhrodgh the
'provisién of.cémpreh;nsibla inpdt at a level of
difficulty somewhat higher than the learners’ present
proficiency lgvnl, learners will progress to the ntxt
develgpméétal‘Stage.

', Btudies also showed that the learner’s'compr-hnn;ioﬁ‘“
of l:nquage exceeded his/hnr.pruduetidh.‘ Psyéhologistﬁy:
such as Ashar (1977) and Postovsky (1974) made two
ﬁidagogical lqué&tions based on these findings. Firﬁt
of all, they squested that‘ﬁﬁqiqner; might need an
initial silent period of comprehension before beiﬁq
required to produce language. Bgyoﬁd the basic Bedinnefj
stage, they suggested that productioﬁ should not be
forced but should occur when the_students indicafad»iheir

readiness. Althouqh such psychnloqists expected students :

to produc- mOre as thny praqrnssnd in thair languago



"“development thay predxtted thnt :onprthnnsion uould

\”axceed productxan throughout the language learning

O

‘process.

N

in .t.r_:usuoua!.._g pproach

- The "influence of thesq theories and movements in

'applled linguistiCS is evident in tha principlcs of &hn.

‘new program and the approach to instruction outlin-d in,
the: ggigg_ggggggg;ggg © (MEB document‘16~3251—01) which

accampanies it.

Thg_gmgbggig_gg_ﬁlugggx Unlike the structural approach

. to laﬁguage learning which stressed the importance of

accuracy, the neu proqram emphaszz!s the duvclopmunt of

, fluency in all *our language skills. This shift of

.emphasis relates dxrectly to the global objective of the -

.ptqgkam: to érepare students to get along in English in

everyday situatiogé. it is also a clear response to_thé”'

: concerns raised by the sfudies of students in the old

structural program. The 4pvelopmént of fluency is
ehcduraged in a number of ways.'

P_favourable_learning_ environment In keeping @with the

—-—o—--———.-ﬁ —— — ———— >

. general pedaqogical principles mentioned abov.. the

authars have stre;sed the need to have activities and
1earning situations built around the intarests and nund:

of the students 'in SCl The sample units 1n &l_w

lg_igg_ggdggogigge (e q. rock ntaro p. 70-73) . and the fact
(that the ob,ectives are situatod in thc 1mmedict- home”

,and schuol onvironment of tha studpnts are nvidnncc 04



" this.

, \ [ . 5 K
B_cich linguistic sovironment The authors emphasize the

importance of providing students with'a rich linguistic

mnvironment in which the focus is on communication and = °

getting one’s meaniﬁq;acrnss (HED qucumaht 16-3231~-011s

' 12~-13). This is to be dane by ereating realjstic,

-

meaningful and, as far as bossible; actual situations and

activities for language use. This attitude reflects the -

- theoretical emphaéis on lanquage;for‘communicatian

mentioned earlier and is ihspired by various writi'ngs an
communicativé-methodoloqy (e.g. Krashen 198135 Harmur
1982; Brumfit 1984) on how to simulate, within the

- f . b
classroom, conditions which resemble those of informal

" learning situations.

In order to cope with this rich linguistic
environment, the authors emphasize that stqdenfs must

learn to take risks (MEQ document 16-3251-013 15-17).

They must have practice in using in English communication -

sgrategiés which they already have in Frenpch.. Throﬁqh' 
copprohension strategies such as prediction, and
production sirategies such as gestures, paraphrase and
substitution, students can cope with situations for which
their knowledge of language is inadequate and can
compensate for the gaps in their knowledge.
Qg;i;ugg_gg*ggﬁgc The new emphasis on subconscious .

processes and developmental stages and the push to "get

one’s message across”® has meaht & major shift in the

(% ’ . . 12

[
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'atfifdde to urror and-orrur éorr:ction 1n thd'cliisrodm.f

Y

Errort are’ ‘Ao lonqer s-en as Jvidcncg of bad habits (as

had ‘been the case in the audio*lingual apprnach) but as

"evidence of ldarnars devnloping languag-. Ax in.

expected and toleratod as lanq,as they do not 1nterf|r-
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| CHAPTER 21 ANALYSIS OF THE_SC1_PROGROM
-~ GENERAL_FORMAT
The program consists of fourteen terminal objébtivas
(see Appendix A). The;c are grouped around the poles of
comprehension and production, and are kubscﬁucntly’v
divided into oral and writtgnvmodés. These terminal
b abjnctiQes are.broken4dnwn'inta‘intermediate.abjectiv-s,’
uﬁich are classified ugder text types and accompénytné
notions. The taxé type specifies the cunéaxt in which :
th.ilaﬁguage iS-preéented and may vary in scope from a
rqlativ:ly limit;d fext like a weather bulletin to a much
broader texéﬂTike a story (see Appendix B). The notions
relevant to these texts are also specified. The number
and type of notions varies somewhat between the two grade
levels, S1 and S2, but the basic text types remain o

“ >

- constant.

The linguistic and other characteristics of the text
types are also spe;ifind. Linguistic characteristics
involve such factors as the number of adjectives per
noun, sentence complexity and length, and vocabul}ry

— radundancy or familiarity. Other characteristics
genqrglly concern speaead of a recofded message, length of
a passage and extra-textual support. These
cha}acteristics are prescriptive in nature and are

.« intended to limit the complexity and dif#iculty'bfaihc

W ' texts. They are not intended to act as an inventory of.

14




it

to démonsgrata partial,, substantial or total

drammatigdi points to be taqu; and mastered. For each
text type, one or more sample texts is éivcn, in_ order ior’
illustrate the authors;‘intantion:. |

Each objective is also givén 4 code numb;r
(ndic;ting the degree of mastery which students are
expected to demonstrate (seg Appendix C). There :ru

three levels of mastery for comprehension objectives.

According to the level prescribed, students are é@xpected

tﬁmpréheﬁsiqn of a text. There are five levels of
mastery for productian‘objecttvas. At the lowest lnv:li
students are required to communicate a message in spit‘
of errors. in syntax gﬁd pronunciation or spelling and'nay
receive help throughput the cbmmunication. At the
highest level, the student communicates without help and

]

without formal errors. (See Appendix D for a sample
objective as laid out in the program.).

In the guide pédagogique, tha.authors nxpiain How
these objectives are to be realized in the,tefsping

materials. They are not to be taught in a sequential .

" manner; rather, a "communicative approach® is ta be
’ A .

adopted. Materials writersiare required to ;rganizo o
teach{ng unitscaround learning situations through which
the students will encounter the various n;tions and
functions specified in thg abjectives. Thus, although
the actual layout of the program is given in what Allen
'(1983) wou}d>cgll functionaifanalytic terms, €h§ apprqlch

i

1.



- which is t& be followed in tsaching is more SF what he
. ~3 rd
H .

calls an qprriintial approach since functions are not

analyzed overtly in the texts. (&)

.ﬁaepmg.gﬁ_gggggi.t_!gg o :

/#  In order to define the intermediate objectives of
4 [ // ’
. the new program, one of the first steps was the selection

: : , \ ¢
of text types and notions. In order to do this, the .

authors consul ted teach?ri. conseillers pedagogigues,
parents and;othcr intnrested persons, as wall as the
needs, analygis which h;d bqen‘conducted (MEG document
16—3224~095; When the selection had been campleted, it
nas‘then,pecessary ié decide on criteria or guidelines
which would ensure that the material to be used to
‘reglizn the ob jectives, was at an appropriate level of
‘ difficu1ty for SC1 students. There are a nqusr of
different ways in which they coul& have procgé;ed at this
:'pdint.

The,hethod chosen by the authors was. to divide into
ithngrogps. Two members of the team wrote what tﬁ‘y
‘ppngfdered to be suitable sample texts. Independently,
the twé other membars of the team drew up sets of
linguistic gﬁd other charac;;ristics which they -
considered rapresnotea tcxts.at the appropriate level of
dﬁff}cul;y. The two groups thén(conpared their work and
came up yitb the characteristics which are presently ¢

"

outlinid in the progran.

16
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. Thig~ Ippru&ch”gb stlnction lnd qrading of natoriall

ljdiffcrs signxflcantly frum the approach followed in

traditxonalpstructurgl:prdgrqms. 'Although it im B
obviously a thorough and considered approaéﬁwto gr@ding,
in'iﬁc resulting program it is not alhays clear why the
authors have defined linquis{ic and'athpr"charactiéintics
as they have. In ordef to clariiy the priﬁciplcs on
which the text characteristics are based, 1 wii},xintthi;
section, outline a number of qener;l priﬁc{plcs to be

considered when grading language teaching material.

Thase prxnciples have been drawn from a numb:r of

d14ferent sources, including both iirst and s-cond

language laarninq and can be appllad to -all four lanQUag-

skills. As noted aqug, these princxples arn not

explicitly stated in the program, as tht authors chose a

somewhat different route for the definition of text
characteristics. The authors did, houéver,)discuss these

principles and kept them in mind when defining the

. specifics of this program (J.Munro Jones, perqpnal

communication, 198&6). (7)
I will show how these grading principleé, which  §

have grouped under the headings of information, language

- , . .

and task, are supported in the literature. I will then -

1

shaow how the authors of the SC1 program have applied
these principles, Such an anilysis isiﬁicfuf for
understanding the pre;cnt program nnd QSS‘ﬂtin to & .

comprehensive approach to adapt;ng and nnrichinq thct
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Ecsdinn ei-lntgrmzsign
"Eamilisrity of ¢_Information : fﬁ )

The first crttcrion to bo considered in assessing

. the difficulty of information i's the extent to which

students 1¢ already familiar with the sub ect matter.
~Acc5rdinq.to the psycholinguistic model of reading.

iGdeman ?67,\ 8mith 1970), comprehension of written

- . o ‘ -
L . texts is an interactive process which involves texts and )
learners. In order to derive meaning from language the-

w !
itud&nt’épst be able to provide semantic input from his
: ,pruviaus*oxperian &, interests, backgrdund krowl edge, ]
- ietc. Althouqh fornmulated to descrxbc the r!ading ;ﬂ . : ;k”
-'prDtcss.vit is apprapriate to extend this model to cover
, llist.niqg comprehens:on as well (Brown and Yule 1984,
- . . hurphy feEs). . | - :

By

which tbcy‘percaiva as meaningful, program planners can

&hoo-ing sub jects which interest the students and -

1ncr¢as§ student motivation and maximize student inpué.
In addi;toni the choice of topics which are familiar. to
students ensures that the student has the appfbp(iatp 4
backoround knowledge to cope with the camprehension task.
v/ Studins by Hudson (1982) and P.dohnson (1982) have )
./ C .confirnod the impor:ancc of background khowledge as a ‘
"facilit@tinq 4actor'in thevreadinq proc;ss. Richards
(1983) stresses the importance of this factor in ’
' : o 'liqtchinq taskg}’and Brown and Yule (1984) point out that

4 . ' A
'] A

18% | .
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terms. . . . .o

‘content and the learner, th!: principln can’ also bu

v

bacquounﬁ khouladni,bccoéts cipccially important when
listcninq to spontaneous spoken lanquagc. In this
s:éuation speakars tend to .use very gnn-ral, non-sp-cxfic
vocahul ary (e.g._“snmathing y "somehow", "like this",
Psdft of" ,“a bit") and if the }1st¢nnr is not faailiar'
with the cuntext of the situition, slhe will have qro;tnr’
difficulty interpreting the meaning of such general

» . ) ) ¢

~'rBecnu§e of the'intimit-‘connictian h-tuccn the

applied ta productinn tasks. 14 stud-nt- are familiar ’ ¥

»with a tupic and intergsted in 1t, they will bhave lcss

dx#ficulty decidinq What to _Bay br uhat to nritc abc)ut.~ .

‘f We, can, thc efore, formulate a first principll of ' ‘ "%m

assussing Atcnt difficulty: )

1.1t is ea icr to understand. and to produce tnxts about |
familiar subjects which learners perceive as
meaningful and interesting and which draw on tholr
‘background knowledge than texts about unfamiliar
and/nr uninteresting topics. .

- Ecingigkggl-_ﬁgg,ggggggg The sub jects dealt with are M
) S A

“close to home* :Eggiiuediately relevant to the students.
Indeed, the first “fundamental principle” outlined in the
program is that materials must be aﬁpropriatn taathd

{nterests and activities of this age group of students.

o

“

Concrete/Abgtract Information — .
Infbrnatdon can also be assessed on a continuubh of

relative abstractness,  from very concrit; to very

8

- ‘.



>

" ‘atistract topics. 'Concr-tcisubjcctl. ;hos- dealing with

o

matters which are tangible, accessible through the senses

or able to be. visualized (c.q; facts and sventws) are

%

easier to understand and express than abstract feelings
like jealousy or concepts like liburgy«’ The ' ;

concrete/abstract continuum is one way of measuring how

,coqn;tiyciy demanding a task is. Cummins (1983) points

a

out that too often the cognitive dgmaﬁds.of a task are
not considered when assessing the proficiency of second’

language learners. We can then formul ate a'iecond

v

e

principle:
-»

2. It is easier to understand and produce texts about '
concrete subjects than texts about abstract subjects.

Principle 23 New Progras " The subjmct matter is ?primri ly
~ > Y

of a concrete nature, using such texts as catalogues,

4

timetables, -&nQ:, etc. Although students are expcctéq
to understand and express feelings and attitudes
iobjncti§u 7), the notions‘giv;n are at a fairly basic
level (-.q.mlik;s/dislikcs, pr;f-r-nccq, ccrtain(y;
Jagrn-cntydisagrtcgcnt) which can often be realized with

{ ormul ae or patterns. Furth.rabrc, these attitudes and

» ggclinbt are expressed in relation to fairly concrete

k4

sub ject matter such as movies, rock stars, etc.

BN . ,
‘ﬁg Quantity of Information ‘
- Another way of lggkinq at the information load is in
]

: » o N
- ’ terms of the amount and diversity of information in a

. )
text.  This can be sesasured roughly in terms of text
\ 3 ‘ .
a ~ i ) s
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i-nbih._-For comprehension skills, thil is osp-cialiy“

trun i€ studcﬂt actxviti.s with a tnxt are ﬂonn gi;gc the

entir- text has bonn read or h-ard. In tho case of .

1istcning texts in particular, long tnxts may‘strain ' «

audigory,mgnory. Faor pgraduction activxéius, lunqth 4:

probably dn'-ven more idportant measure of dxfficulty.'

'Short spelkinq turns and short written respons-s can

cften be accomplished with' rclativ.ly simple lanQuage,
formulce on rcpagxtion/copyinq’of‘given 1qformati;n. T n”'
Bustaiﬁed spé;kgng turng add written texﬁb mike grgatéé"‘
demands on the«speaker/writer.

For comprchnnsion skills, another 4b;ggr~must be

. kept in minda Al though shorter texts are usually easier,

’

the important criterion is- not number of uorﬁs but amount

of,gnfornation. 1€ ”haturally—accurrtng“ texts are used

. and natural redundancy of :n%ormation is aaxntainedl

_ﬁhértér texts will be easier ta comprehend. However, it

is unfortunately tob often the cas¢~that authors

,sinplify materials by deleting redundant 1n¢ormation, a

s/

‘process uhich may produce.tegts dengely’packeﬁ with

. information and, therefore, more difficult than the

original longer version (Honeyfield 1977). A third -

v

'principlo can be stated:

3.. lt is casicr to produce short tcﬁts than long texts. .

It is alsa ‘wasier to understand shodg texts, providing
that the natural redundancy of information is not. ' -
altcrcd.‘ b

Etinsinlt.§1.ﬂzu.8:29rae-&e’ Comprehension Partly-.

because ‘reading comprehension is being introduced as ah""
. K e % ' , .

21 . o
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' objcctivc for tcy iir:t tin- in SCI, there are more

' stringnnt limititinns on tnxt lnnqth for roading trxts
than for liptoninq tcxts. Thp §orm¢r are restricted to a
axinum of’ 100 uords in 51 (e. g. Db,ﬂctive B 1), whil¢
listening texts may be as lonq as 15 minutes tn 81 (a.g.
objective 4, l). ?hq limxts on text Jnngth,‘houcver, N!r!
d.teruiﬂcd largely as a refl!ction of the actual texts to 1

‘ ]
' uhich stud-ntu uould be exposed outside the classrnoﬁ.

'NJTh-ruforn,’unst of the uritten t!xt typcs $ound in the f

‘program are short (-.g. natcs, announcsments, nrdar ‘

' - forms) . On the athcr hand probably the qreatcst

»

' nxposuru which many frantophnne studentu hava to Enql1;h 'l
.is through tplevision.' Thereforu.-the ‘1S5, or 20 minuto
yrlist-ning text (supported by vi;ual utimuli),rn¥lects the
lnngth of ‘the actual ﬁtDry ‘time on a half~hour Tv |
progran. ; : 4 -"‘ VHQ ,; \ ff-‘“"
‘31b) e;gdggsign Productxon texts are sxmilarly limit-d.i ,
Sp:akipg objfcgiyg§ all ;oncern canvcrsational |
{nteraction with short turns taken by bath participants. :
‘Although each inthloEutor,m;y be required tqlprndﬁcc"
 ’foqr or figc %re:gﬁggééﬁ; eaqgfrusﬁdnse is only one‘or:
tﬁq “ientenccp“ in lqnqth: :In ingtbn productién.’thi
ifmgogt t;cxt;s are 50 Qoﬂdg‘(ob.,jict.:t_vlcsi'?.ﬂ and 11.4).
‘ Others are 10, és‘or 30 words or 3 nf 4 séntcnccs iﬁ
lltnqth. Again, these lnnqths rdflnct the actunl 1enqth
‘” nf thn text typ:ﬁ uhich are requir&d in the prqgram,

It iw 1nportaqtlin assessing qu;nt;ty of tnfornat;on '

7
’
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that thgvéohcébf of measurement not be restricted to.a
uofd count;. It is a:tually more inportlnt to cnnnid:r
the quantzty of inforﬁation. such as thc numbnr of people
involv-d in an event or the number pf dif#nrent sqﬁtinqs
Cin & utory, apd how Qasily distinquishable these persons
ar settings are from one another. " Brown and Yule (1984)
giv. tho examplc of a story involving three participants:
a man, a woman and a doq. Becaus- these participanta are
easily distinquishqd from each oth.r (thrce -di fferent .
prpnouns_can be used, far examplt): it is easier to

understand and tell this story than a similar ane .°

‘involving three men. This leads to a corollary to the

" khird principles

3a. The more elements, properties, relationships,
characters or factors which may be difficult to .
distinguish from each other, the more difficult the’
informatxOn in a text. , -

- E;Lnglglg_§gL ugg_ggggrgm This principle has not. been

‘overtly addressed by ‘the program planners for’ three of:

the four skills. However, the length restfic;jups placed

+

on the reading, writing and speékinq texts serve to limit
the complexity.of the material. In short texts, there ig
simply not enough time for multiqlé characters, settings,

¢

etc. In the one mode which allows for long texts, -
lis;unxng, thxs principle is explicitly used to
d:#ferentxate(?etweun the difficulty levels of Sl and 82.

For ®xample, weather reports ‘(abjective 1.1) are limitod :

.to one rggion,nnd~tuo-day forecasts 1n S1, while the sann

’

é-xt.tyﬁe in S2 may compare 2 or 3 regions and’cbvcr

“
1w
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‘Qtﬂznizetlen.gf-ln mation -

‘ lnvoral dayn. For rv titUdtinn cunndins lnd th!—like, it

say b- a;iuucd that th-~familiarity a# thc characters and'

l‘littiﬂﬂl uould help to lessen the burden’ of

4

‘distinguishinq butuecn diffarnnt persons and‘tettxngs.
,churthclcss,fas is ind:cated 1n "the masterv levels, onlyl

lpartih) comprahension of: such listaninq t-xt: is

)

cxpuctcd.

Another factor which must,be considered.

'purticularly &or longer texts, is the organization of thﬂ .
iinforuation. Compnahension texts in uhich the author’s
‘plan and the dcvclupmnnt of the information are clear are

‘!asiur to undcrstand than those in uhich ‘facts may be out

™

- of order or in uhich irrqlevant 1nfcrmation is included.

~For qxampln, tnxts are easior ta understand 1f they have

id-ntifiabln topic suhtcnces or 1ntroductions. Research

.has showh that topic sentences which exprgss .

' iupprord#nateféoncnpts help students to chunk information

and. anticipate what will follow (Rickards 1977). Titles

[}

 hqq_subtftlus also may fili this fqnction; '0n5thu ather
"uhnﬁd, on. factor which contributes to the difftculty of
imany nuwspap-r reports or uaqazine articlas is tho

_lprncti:n of attrnctinq the rnader/listener’s attention by

opening uith a catchy anecdote or detqil. This co

L]

information may not buri-pbrtantuto the development of

.

. .the story, and is qua;l§ presented ou§'o¥ éﬁ}onological.

I
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Organ1zational factors apply very much to production
S

objectives. Even if the information is easy according to

’

pr{nciples 1, 2 and 3a above, when studants are rnquirud

tc produce longer texts, orqanizinq the information into
3y

a coherent text may cause problems. 1f a text has a

prc—determined or built-in structure (éithgr:imposéd by a

task or by the nature of the text), however, the
speaker/writer is not required to impose an £
organizational framework on it. Tempor&l»sthdhtqring.ii

one example of tﬁis:‘uhen narrating a past event,~oﬁe

‘usually follows a chronological ordering of evedts..

Also, when giving directions on how to get to a certain
place, one begins at the Séginging. Such taéks may be

contrasted with chers in, whlch the speaver/writer argues

4

" a point or, on a more concrste level, explqgns rules and

rpqulat1ons. There are several different waysvxn which a *

point or poxnts could be classified, categorized and

saquencod. Speakinq or writing tasks whxch hava buxlt-in

Y

-formats are easier than ones in which a varx-ty of

organizational ‘formats is possible. The faurth

pri%ciple,,therefore, iss

4. It is wasier to understand texts which are clearlyr-"
organized according to an obvious plan and which ‘
contain only relevant information. Similarly,. itdis
easier to produce texts which have a pre-determined

and/or built-in organizational format than ones wh-ro ,

a variety of formats is possible.:

‘gginggglg_ﬂl Ngg,ﬁrggrgu This principle is‘not

explicitly nontioncd in any of the objectives. Hownv-r,

1l

//\&"’ ’ i 2% S
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3

the short length of written teﬁfi means that érganiiaticn
of such texts is unlikely to preseﬁt a probléﬁ: For
longer lianning texéi, the Barrative form of TV programs
and stories may be considered to provide a built—in form
of organization. As teachers move on to loﬁger written
texts and :on-narraéivé listening texts, this principle

is an important one to keep in mind.

N
)

For production activities, there is little problem."

o

As sustained speaking turns are not required, students
cannot ﬁian in aﬁvance the presentation of a body of
iﬁ#ormation, butf%i&l have to react to input from their .
interlocutor and modify.thei? praoduction a§ the exchange

~

déyelops. Although written production objectives are

3

short, it might be argued that organizational decisions .

'.

must be mado. However, standard conventions dxctate the

apprupriat- format for the kind of business letters - -

r!quircd and also, to a certain extent, for shart

friendly letters and postcards.

\

‘Context _of the Information

Another impcrtant characteriﬁ%ﬁ; which affects’ the-

fa

‘difficulty of the information in comprehension texts is

thc availability of thrq—textual support. Such support

- serves as a form of redundancy. “Congext-embédded" texts

‘“context-reduced” (Faerch et al 1984, Cummins 1783).

are easier to understand than those uhi;p are

o

S
AltRough texts which make use of students’ backgraund

¥
v
.
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knowledge may be considered to be conte?ct—omblddcd,
lﬁdport may also take a number of other forms such as
pictures, graphs, titles, background noises, and abjects
which can be manipulated. This principle apblies equally

\

to the comprehension and the production of written texts.

. Often, even in our first language, we supplement a

: €
written note with diagrams, charts, etc. .to clarify our

message. For the aural-oral skills, the presence of me

speaker makes paralinguistic signals such as gestures,
Yy = .
facial expressions and opportunities for feedback in the

oo

- form of cl‘ar'-i?ication requests and confirmation checks

7

‘available to the interlocutors. . This leads to a fifth

principler oo - o ¥
5. 1t ‘ié easier to understand contex‘t"—-\emb‘edde’q'texts than
context-reduced texts. Similarly, it ig easier to

produce a text if it is possible to supplement the

linguistic text with extra--or paralinguistic support.’

‘Pripciple_5: New Program The texts in. the MEQ. program

are definitely context-embedded. As students arn‘ -

principally dealing with familiar themes in school and "
the community, support is readi’ly évai lable.

) < ) . 1 I > {
Furthermore, the concrete nature of the subject matter |

lends i'tself p;ifti'cularly wéll to the use of
“ axtra-textual aids, Nh«ic;;l aré ‘sﬁelc"ifically called ‘foriinﬂ
m.any of the objectives (e.g. | I.S‘ar.\d:v 7. 1).0‘ Thé wri ttpn‘
. production activities‘ are often ‘drima on a prepared , .

questionnaire or form (e.g. ijectix_és‘h F.1 and 10.1) and

7

;pe‘a}dnq objectives all concern conversational oxchan,q'os.
e
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PENELA

'

< . where p-gotiatioﬁ of meaning fnq,paraiinguf:ﬁic'ggsiureq .

- -
. -

- are available. . ' .
. .

- . 2. Grading_of Language | .
' Vocabulary S - -

.

TR ' . Perhaps the most obv}ous linguistic:factar tOHaéécss o

“and the one which. many consxder the most important 4actnr
contributinq to language diff!culty is vocabulary loadd‘:
‘As a general rule of thumb: technical, specgalized,‘
,i, - ﬂ;' _ ;nf;HQH!ﬂt vﬁcabulary items arﬁ more‘éiffiguif;té

undefstand than general, frequent terms (Brown and Yule

1 1964:94)L , ‘ ' L

Thnre are two medxatxng influences which muﬁt not be

4

o ov.rlookad, huwevar. First of all, if taken to the.‘-

« 4L K
T LI

‘ ixtrnme. non-specificity of vacabulary (e.q. frequent uée

_of “thing", “do"; etc.) €an actudlly make a passage more’

difficult beqause it is s0 qenernl (Broun ahd Yule 1984,

Roscnshin. 1969). Secondly, technical or specialized

ﬁords may havo cognatqs in the learner’s first Ianguage

. ”f;’ : thum ac:-stiblc to the L2 learnar who has been sen51txzed
Ve e e tn thuir usﬂfulness. Frequency and relative difficulty

S L of vocabulary items, therefore, may bast be ,udqed on an

intuit!va basis rqther than on the basis of 4requency

=%
%
3

lilts or litts of “previously l-arncd“ word:.te)

. Although some roscarchcrs (e.g. P. Johnson 1982) claiu

R “‘ ' ":7 (L1 ar may hava been borrowed intu that language, Making

that students can tolerate quite a high level of unknogn- -

L
)
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? . -

N lvncabulary; we can fqraﬁlatu a first principle of
"linguaqe difficulégt

5. Texts which contain many technical, specialized,

’ infrequent vocabulary items (which are not L1 cognates
or borrowings) are mors difficult to understand and
produce than texts containing frequently occurring,
more genaeral vocabulary.

Eg;ﬁglg;g_gl_ggg_gggg;gg There is no specific mention of

.-vocabulary load in this program.a However, the concrete,

 familiar natuf% of the sﬁéject matter imposes a kind of

o roabuiary cantrol éﬁythn texts so that it can be assumed

.that familiar, concrete and fairly general vocabulary

- .will be used in the comprehension texts and will be’

sufficient for the proéuétion objectives.
, ) \ [

e o v s

the second criterion to consider here is’cupplgxity,
of syntactic’structurns. The traditional grading for L2
&exts proceeds from preseﬁi iense through simple pa:tlanJv
future to more co&plex conditional -and compound tenses,
medtioning va;ious other strucfur:s s;ch“as prepositi onal
phrases, noun clgusus etc. alqnd.thc way. fﬁis system is
the. one used by man of the traditional structurally-
based seriex uﬁfga presented cartiiﬁ structures and then

. . “

wrote comprehension‘passabns wﬁich employed only those
structures which had been presented'and'supposldly
"iearned".lCQ) This system runs into difficulty because

grammar is msuch more complix than a list 6f‘t¢nl¢'.

Depending on which criteria are applied, the same
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‘4

' 's‘.n.tv:.cnco ‘may be 'Q;sy or. quitbl\&i‘ffiéij'l\t to undm;-s‘t;nnd.
(10) - ' | | | |

' - Annth-r approach is to nst-blish measurEs of

syntqctic camplnxity by assiqning weights to syntactic

:elqments based on lanquaga perfornancu tests, qrammatical

‘thec.w'y and/or intuitian. This ‘has been dane for L1

‘ learner: tBotel, Dawkins, Granowski 1973) and for L2 - -

""lu,.;lrnprs ANigalupta 1978). These studies have identified ‘

4eatures such as nominalizaf:im, modiﬂcr load, modals,

“ncgatives and assive voice as difficult to understand.
Thcre uen to be no strict guidelines by which to make S

‘ Judgements about syntactic cnmpiqxity but this is more a'

) comment on the complexity of the English grammatical

\

system than.a reFleétion of the importance of syntactic e
cornplexity in grading material. A very \gene_rél secand
’linguistic principle would, there-iore, be:r

7, Sone syntactic structures aru more difficult to
" understand than others.

Measures. of syntactic complexity are dxfhcult to : 8}7

' apply not only to textt used for cnmprehension, -but also °

to production qb‘_,e_c.,tives. The grading system used in a
structunal b'roqo;nn‘ specifins the 5yntactic structures to, . e
be produced., This would seem to" be the methud | o
‘ recommandcd by those authors - (..g. Brumfit) who ’sUQQest
:plralltng of 4unc:tinns around a qrammati:al core,
ﬁnothcr mathod nould b. to look at speciﬂc nuti ons, such

as time and aspect, uhiqh are usually qonvbyed by,usc of

syntactic sfrhctur‘.:. Although tnerrmayl be nothing

\
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_ rather than by verb t

intrinsically fore difficult about present time than past

-

time, if % text concerns only one time it would be easier

than one in hich it is necessary to- copvny a variety of
times, and thu to dxfferentiate betucen timns {Brawn -nd

Yule 1984). Although such di fercntiaﬁion could be -

/S

conveyed py,ihe use\ of pdyq?bg (@.9. tomorrow, yeitqr&qy)
se,.the task of différentiat{dn

still exists.: The syntactic complexity principle appliod

to production ob jectives might be statud ast,

7a. Texts which requxre dif+erent1atton between notionﬂ

which are usuidlly expressed usiﬁb syntact:c or -
morphoioq:cal features are more difficult to produce
than ones in which such differentiation is not
required,

e o n cot st s T e T -~

syntactic complexity of ‘the comprehension o?;ectives isv,
made'only regarding verb time and modifier load.‘y
Present, past and fdture time; may be used (é.q.‘“
objective 4.1) and the number of adjectives used to
mbdifyﬁnouns is limited (e.g:. 1 or 2 adjecti;egtéer'n;uns

Objective S.1). "

The question of the syntactic complexity of student

"production is explicitly dealt with mainly by Spaci¢ying
. the required degrees of formal qccuré&y. '(Thi? will be
‘”discﬁésed under the heading of task difficulty).

However, three points relatind to ﬁhip principle maQ.bn_

made. ‘ ¥

First of all, it may be argued that the fim!tnd

scope of the subject ‘matter means. that the g-n-ral idea

31
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A

1

of texts can be adequately conveyed without

dtffcr-ntintion'ﬁetﬁeeh times, -persons, etc. Likewise,

‘uit.may‘bc that concrete subject matter requires less

subtlety xban‘abctrdct issues and, ;hereforé, requires
less precisilon.-' o \ - @J N

'Segéndl&, notions arewgpeéified rather than tenses

‘rbr"bnkticular structures and there is often no need for

-

di!fﬁrent&ntion;ai'only.one element per objective is

rdquir-d tc.q. past time: ob,ective 11.3). In the case

=

of lott-rs and posttaads,,three txmes {past, preaent and

~4uture) are sp¢c1§xad, althouqh studentSJCUuld convey s~

these conccpts through.carrect use nf adverbs raﬁher than
by markinq verbs for tnnse. i

Thirdly, in both wrxtinq and speak;ng ob;ectxves,
mnny ideas are conveyed by patterns and formulaxc“
N)anqgaqc. Such expressions are treated as unanalytgd

o,

churiks and strugggsgl complexity is‘ndt;a factor. For

; qﬁampli,'ip(épeaking, students are (eduired ta be able to

“ask whether someone \knows somethihg{ithis'is usually -

)

',~itart.and.terminate‘a coﬁversation; this is usually done

using "gambits". They are ‘also required to be able to

‘accomplished with a pattern such &s "do you Know.....?" .

No great degree of :yhta;tic'complexity\ié called for.

SimiYarly, in written work, thosé.objectives which

“+

require a more formal tone and thus accuracy (e.g. asking

for information in a letter) use standard opening and

.32,
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however, someuhqi different.

£losing conventiors and patterns such as ?Cbuld you

AN

plﬂlse '.nd ne n.’-o-)-{-'o ‘ &

s
. &
.

Sentence Length |

A third li‘nquisticﬁ fact& o#'één'éontider.d as
important is sentence length. This critertm 1is t;;s-d on
the premxs: that snntence length is .an indicator 54 &
sentcnce Complexity,‘l premise which has been suppo?%cd
in the research on reading (Glazer 1974). The fdrnulac
.pplied by Botnl, Daukins and Granowski nnh Nigalupta

also identify embedding as a camplcxifying fnctnr for

reading. Although thcre are limitations to this approach

to reduction of syntactic complgx;ty (11), sentenco
length is valip as a r&ugh measure ‘of syntactic

di#iiculty for reading passages.’ Listuninq passages- are, .

»
-

. e - '
~ When assessing listening texts, it is neccssarﬁ’to ©

dintinquish between scripted and unscripted lanquage.

Thnre is a tendgncy to think af spokun languaqe !ither as

that variety heard an tapes Specif ically prepared”or use ;
in toachinq list&ning skills, or the kind of scrtptcd
material heard on news broadcasts. Because these'fexts.
are uritten and read, they tend to have th- same
characteristlcs.as written language. Thorufor-, the

fqr!qoindvcomments on reduction d?‘synta&lic compl-xity“'

are applicable. (In fact, “such rtstrictlans may be aven |

1)

. mor.e 1mportdht in thesc cases as scriptﬁd materials are-’

v

e o ——— . 1
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’ ‘ ° » » -
‘often cont-xt-rlduccd and have littlo or no rcdundancy of -

!nfarnntton.s
h Bpontannous spoken language is a different matter,
however . : Typical spoken language consists of
- unsuhord{ﬁnt-q phrases which are marked as Eelate& to
;Yryggﬁ other not su such by the !yntax‘as-by tﬁn“éay'thé >
*,sp.aknr 1Ays thems. Typically. scntoncos are incompleta.

fou adjictivcs are ‘used to modify nouns and tnformatinn

‘1' uuch less dnnsnly packld than iﬂ urittenwlanUch
(Brown,and Yule 198414-7). It is, therefore, - relntivcly

~ unimportant to consider‘syntacti: complnxity for this

“lanouag- variety, u- can foruulat- a third principle of

ol b

-

linguage difficulty: ' g )

8. Bqnt-nci length is a rough indicator of sentence
coaplcxity in uritton and scripted listening texts.

thn COn:id-ring production ob;ectivc;, lcngth of
‘ﬁtndivtdual utterances or: sent-nccs may vary -—- fram
| _ohe—word rcsponsos through tcltquphic speech/writing tu
'full sontqncos. This principle. applied to production.

Q
‘could, thrﬁorc, be stated:

‘Ba. Complete and/or complex sentences are more di(ficult
_to produce. than partial or telegraphic utterances.

’B:Lnglglg_QL_U!g_Ecgjtgg Three measures are used to’
ltnlt‘lcntonc..couplaxity,tn compr.honsion texts:
lllouublc ltnt.ncc typ-z are spcctfild (e.g. simple oOr
conpound smtcm:os mly for objective 1. 3); smtmcn
‘length is, linitod (e.g. to a naxinun of 7—10 words in

objcctlv' 4 l); and, -nbcddlng is liaited by r.ntricting



-

the: nunbur of uords nhich uay s-paratc the subjoct and
verb (e.g. O words. for all 61 au,pcuvu). S

wWith r.f.rnncg to prqducgion,‘tctngqaphic ﬁbﬁqg;qej'
11: iccuptab)e in boct ur}ttoh ob}¢ctj§qi‘and-f; o#tcﬁ, ?n7
fact, the norm (e.g. notusy 6b;tcti¢e‘9“ﬁi.. For all thc
speaking obletivcs, t-loqr&phic kp.-ch is a:c:ptaﬁlc.
:Thts is, of cour;c, only reasonabld as this 1s hou nativ.r

a

‘spnak-rs conversu.

R!.!’!Qil oo ' ‘ ‘ ’
.The fourth lanquaqe #actor to bc consid-rcd concerns
rrlationshtp: b-tn.:n parts of SCﬂtCHCRI and b-tncen .
:_sentcncd:. Clarity in thn impértant charactﬁrhttfc hnre(
Within the sentcncc, delettons (of: r-l.tiv- pronouns, for
!xanplo) incruas. difiiculty b-cau;n rulationbhlps must
_bc tniqrr:d. Likcw:se, ambtguous or vague rQ;;rcnts far
p!(sonal and rllativ' pronquns incrlaiq the 1nf¢rtncinq
;loa;. The principl. of clarity ;lso appl;is to  :-' ‘ -
 1n{§r-sentontia1 relationships.- Thn use of unanbsouou-"<’
pronoun referents and specific Ifhking nxpre:sions (@, q.gi
‘”thcrufore“ '”npreovgr ’ ”fine}ly ) help clarify

A

Lrplatipnships between sentences (Blau 1982). As

‘mentioned earlier, these principles apply parf?ﬁu;arly‘tp“ i::'

written and scripted listening texts rather than. ta
.spontan0005 speaking . turnu in which rnlatxonships ar.

uore of ten ttgnallnd by 1ntonltion and othcr

non-linguistic features. The 4aurth languaqo principln.

-



-therefore, ius
9. ctnarly markbd rnlationshtps botweun parta of

s.ntnncca and b-tu'cn sentences make t-xts easier to
understand. .

Princicle_2:_New Program -

Clcar rulationships within and bntwqin sentences are

-

f,\rQQutrnd (n.q. clnar links botw-un referents and thair ;

_antncodcnti:&objcctivu 1.2 advcrbs indicating the

swquence of actions: objective 2.1). : S

52:!9_9* Qsllvzcx Qi_Ligssnlnn_I:uS:

A final tpxt chnractari‘tic which must be cansidpr.d\
when .assessing listoning comprehension texts is ' the speed’
“o&-d.livory.. Tﬁtrn has been a growing recognition in = -

- recent writings on thc subject (e.g. Brown 1977, Ur 1984)

— ° v

that’ learners must be -xposud to normal or natural
speech; that_is, speech which contains redUCtton§.'
elisions, false starts, etc. and which preserves the
natural :tr;ss and tntoﬁation patterns‘of English. ' In -
'the past, thcrc wWas a ttndency for spoken teaching
materials to be dclivhr-d in an artificially articulatcd
mannar at a deliberately slou‘pacc. This is a disseryicu

to the learner.

. From the point of view of ypderstanding ordinary
spoken English the failure to move beyond the
basic slementary pronunciation of spoken Enolish
must be regarded as disastrous for any -tudcnt
who wants to be able to cops with a native
Enqllsh situation. If, over a number of years,
he has consistently been exposed to a form of
.spoken English in which the segments are
explicitly articulated and the contrast betwesen

- stressed and unstressed syllables thereby ,

P
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“partially obscured, the student aiil have learnt
to rely on acoustic signals which will be denied
:21&32‘;’2:&22?“’232:.;:}‘573?2;% Enatish of o
Writers of listening comprnhensinn texts must,
'thernforc, ensure that listnninq texts arc doliv.rcd in
such a way that the normal features of everyday speech
are retained. . However, they must also keep in ‘mind thatf'
there is a wide range in the tempo at which native
speakers delivor spcich. While studnnts must qradually .
becoma Accustom-d to coping uith native speakers who
fspeak vu(y quickly, it is probably wise to -xposn them
;1ﬁs§ to native speaker sgggch at a somewhat slower sbeed.
without distortion of intonatjon; st(ess,‘efc. A simple:
principle regarding speed of delivery qodld, theru*orc;
be: 1 | . : -,
10. Within the range of normal native speake; speech,

speakers who speak very quickly nill be more l

difficult to understand than those ‘who speak Qomlnhat}
more slowly.

pxplicitly dealt with in the new proqum. Thero are
specific references to the fact that hesitations, pauses,
repetitions and carrectiaons should characteriie listening
: . .
texts (e.g. objective 3.1). In.addition, the authors .
haverspecified the approximaic speed at théh texts‘
should be delivered (e.g. 35_@Qral/1515054h#!8’Obj.ﬁgiVI
2.6). These speeds were deierﬁlnodxén a‘téi;l and error
'basis and from long exggritncihin.n;kihﬁ 1tdt¢niﬁq:fagés
for exam purposes. ‘Tén,;uthork decided tht the given

37



. the issue is often.not overtly addressed at the lower -

‘speeds . represented the slowest speed gt uhich peech

authors’ intention here was to axpase ‘the studonts tn

-

!

retained its Aaturalness. These speeds arwe, in ‘fact,
. N [y n L

considerably sloucr‘than'thc speeds at which. many

recorded announcement; are delivereds for ?xamplu. news

~

and sports bullctin‘ rccordad from the CBC ranged from 40

to 58 uordslxs seconds <¢cc Appcndxx E). Ubviously, the

&

"

semi-authentic material as a necessary step toblistcnxnﬁ‘

to the genuine texts. AR

. Grading by Task . e
Eanligileenligik-lnfQteszign

It is very difficult to spucify-thn *actart
contributing to task difficulty ind-pcndently af thoso
already ncntionnd conc-rninq 1nforaat1 and language in

the text. It is po:sible, however, to isolate thrcn'

‘issuol, the fxr;t ot thqn\applini only to comprehension

tasks, 1f information Ls axplicltly stated in a text, it

is sasier for the Qtudent to "locate" it than if the

- information is implicit, in which case the student must

make inferences and draw conclusions. We are dealing

',hnrp not sa such with the nature of the information

itself as with what the student is expected to.do with
it. nlthbuqh advanced students are aoften given qucif!c

exercises in drawing conclusions and making inferences,

£l

.- overtly may mean that authors fail to recognize its

4
.-
7
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levels. Unfortunately, the failure to address this issue .
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iépnrtance. meorouS»anicdotes and mystery stories &1th‘
an unexpocteﬁ "twist“‘;é the end (both of which require
considerable inferéncinq) are sometimes used at the lower
levels in an effort to create mativation thrquqh
| suspense. Often the students’ reaction is one of .
frustration and’pon{usjon rather than increased interest.

A {irsg task principle wou{d be:
| 11. Tasks which requiré stu;ents to locate explicit

information are easier than those which require
students to make inferences and draw conclusions.

Pr;ngigle ;1__uggugg gram This principle is not -
specifically addressed in the MEQ program. ﬂéwevcr. as

. sk
"this program is at a fairly elementary or

'iow~intermediate level, this is not-surprising and its

authurS'havé perhaps assumed that all tasks will involve

explicit information. o o

— ot e ot e e S .

Expectancy Level

Another way o* varying task dx*fxculty is by

‘ altering axpectancy levels. For comprehensxon tasks,

such levels can be expressed in terms of the degrea oi
accuracy or detail required. If students arefonly
expected to understand a portion of a téxt, thu task is
easier than 1# they are requircd to understand all the
‘details. For pro@uctxon tasks,,errors in form, o Mé%

.pronunciation and spelling may buftalarated and s{udcntc

may be expected to communicate only the main points of'hl‘ ‘

mcssaqe rather than all the details. A second ta:k

-
- . - .

k;,.,. / -



- principle, therefore, is:

12, Difficulty of comprehension tasks will vary depending
on the level of comprehension (e.g., partial,
complete) which is required. Difficulty of

production tasks will vary according to the degree of -

accuracy of form, pronunciation, spelling and
information uhich is required.

g_r_;_g';_j_glg_;gj__ugg_gro am This principle is explicitly
\1néarporated into the program. Levels of mastery are,

. ! .
stated expdicitly for each .of the comprehension and
~ _production objectives (see Appendix C).

TEQQrs _Butenomy - - T
A éhird factor wh1ch must be considered is the«

-xdcgree of autonomy utth which students are expected to '

k accomplish a task. Thxs applies to both comprehensioﬂ

«

and production tqsks. For‘the former, task diff:culty 1:

,.altered if students aré'allowgq to work. in groups, or,to

consult a dictionary;:a‘téachef‘of fellow students. A
-

L comprehens!un task . carrled out in these cxrcumstances

uould be Qasier than one - in"hich the student is required'

to work cnmpletely alone, without notes or dictiénary aad’

‘without the pcssibility-of interacting uith an
interlocutor. - Far production tasks. the same
cons!derations n*’outside help also affect the degree of

i autonomy. Another factor here, houever, is the deqree to
‘ ~ ] f
- uhich a task is guidéd. An example can be taken from

tradi-tional approaches to wrttt.n'work. ,In the’ beg:nninq
T
uthns, students copy or transfer 1nfbrmatian from one

3

source to another. They then move on to more open-ended

40
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' evaluation purposes. In the production objectives, it is

tasks, such as "complete the sentence"‘and guidcd
compositian exercises. Finally, students be;am.
responsxble for uritlng a composition 1ndependent1y. A
third task principle can be stated as:

13. Task. d1f{xculty will vary with the deqree of, autonomy
‘ required of the learner.

Ecinsielg-l§=-N§§-8£Qgcem . The question of -utonomy
’durind comprehension is not addressed 1n_the»pnogram, but

one might stumg that  full huténpmy is required‘{of
- : ¢

PRy

‘cléér\tpﬁt‘there.is(a high degree of control on all

‘aspedts of student production.” It is not neccssary .

" called for.

' "j(although it lS possible) to innoVate. Many activitlcl ‘

VoA

- 1nvo1ve the transfer of’ 1nformatinn fram one medium to ’

another. Other ob,ectxves,leave room for more 1nnovation
N ~

(i.e. writing a letter to a penpal) but as the . .

informatxon is so +amiliar and concrete, and is

' restrlcted by the facts of the~situation (e.g. 1 havu twu

-brothers, We live in Lachine;), little‘creativlty i:'

L

,“The same’ comments apply tao aral production
' objectives. Students converse about familiar topics

(.e. makinglsuggestions about an activity), or give

, concrete information (é.g. directions) which is

controlled by external factors (a map, diagram, etc.) In

‘; terms of "what to say”, then, the student has little

.

choice. The fact that the subject matter is highly
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" " _controllaed means that ﬁhe.vocnbﬁiary is iéb'larQGiy‘v

.

I . pre-determined. Organization iS»EEntrolleq by éonéen(ioﬁ

' by the use of order forms, cha

s ..
: e of formulae, patterns, and conventional formal -
. ’ . LS . s . . .. . , LN ' ),, . ..
o .o © letters means that student production is, for the most
S part, guided rather thansautonomous. i
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”approved by the MEQ (document 14-0059-01).

.use English at a level of proficien#y closuftd that of _‘

CHAPTER_3:_AN_ENRICHED_ PROGRAM L g

- —

THE usen FOR_ENRICHMENT

At the txme that the new prag(\m was wrxttnn, thu

MEQ specifxed that it was to be a core Rrogram contatntnq

the minimum requirements for students at each level. It
was expected, however, thaf there would be students who

could go beyond the minimum. In such cases, the MEQ .

foresaw that individugl s¢hool'boards‘could design their

< ) . -

needs of these students. There were two requxrements/,
made regardxpg the content of such proqrims: they had.to

follow the general communicative orientation and o T e T

e

,pr:nciples of the core program and they had to be .. SRR

. There arey in -fact, a number of school boards which

feel thelneed ta implement such ;'chg;ggmg_nggL.‘ In

'sbmé’ciseé these school boards must meet the neeids of

‘groups of students whose mother tongue ias English, or Qho

'native speakers. . For such groups of students, it is

;pcésible‘to implement an English‘language arts pré%rqm.

such as that used fér students in the English-language -
schools 6f the'brovin;e. There are, hownver;.othir
siﬁdents for whom such a préqrad would be too difficult
but who are still considerably more advanced in their

knowl edge of Engliﬁh than the regular ESL group.

‘ ‘
. " s
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In the remainder of this thesis, I will consider the

possible options opsn to schboi boards ?or adapting and

. enriching the- existing :are ESL program td moet the nendst

of such qroups of students. 1 will begin with a

=
0

description of the nays in which the situation facxng

" authors of the original core program. ¢ wzll al so

these schaol boards differs irom that which <faced the

€

'brie41y descr:be recent research and th:nkinq in SLA and

in the area of communjcative teqchinq. Insights fram the

_refhinkibg of saome of the general principles on which(;hg'

experiences of other communicative pragrams, and

3

core program was written are important when considering

‘options for enrichment.

' preram, an enriched proqram is one uhich 15 written

| ENBICHMENT; DESIGN GUIDELINES - . .

1. Q;Lgsel_e__g:em_:- net_a Uniform Program

A — . 1t e vy o e, iy S . St

Unlike the situatxon facinq the authors of the core

"spe:i$tcally~far-a particular school board. There is,

\Vthe efpre, no requirement for uniformity across the

jprovince, the aim being rathqr to cater ta the needs of a

~5pecifiC~group., This is explicitly statad in the

:rDEQLQQ_Qogc_gﬂ_pcgnremmg_élaggsg-lgcalgmsn: which states

‘les personnes r-sponsabl-: (de 1’ @laboration d’un
programme local) devraient laisser une. ;large
‘place dans 1'@laboration du programme a la
participation ded @léves. Dans le cas ou la
chose n’est pas possible, il est recommand§ de
laisser une. marge de manceuvre afin de permettre

. aux Bléves et aux saitres de'1’adapter lors de sa
mise en ceuvre. (MEG document 16-0059-01: p. B

44
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2. ‘A_Feasible Program
lh many uays, the situation facing the authors of a

programme_local is the same as that which faced tha

'authors of the core proqram.,-There are, however.

important Qifferences. ’ .

o i S e Ao “

v

The students who require an enriched ESL prngram are

» -,

‘obviously more proficxent in English than those {n the

regular program. _Thislmay'be due to a number of

dif{erent ¥actors. First of all, th;re is an 1ncruasinq

n&mber 6f students in the French- lanquage schools. of the

prox:nce whn come from homES uhere English is spokon BOME
of tha t1me, e1ther by a bilingual parant or an

’

anglophone parent. For many xmmigrants tao Canada,

English rather than French is the second language 4aftef

Italiad or Portuguese,’for exa@pie). Secondly, in a.

number of schboi-boards in thé‘prbyince (e.q. Greenfic}ﬂ
Park, Mxlla—lles), cfzsses at qrade 5 or 6 ﬁava‘takeﬂ'”':
part‘nn intensxva ESL programs in wh;ch five months o{
the school year are spent stquinq only ESL.' Thirdly.

some children live in areas where they have many

‘dpportunities‘tu sﬁeak and use English ocutside of scﬁaor.

In areas such as £he West Island of Montreal, children
may participate in éﬁtra~currihular activities with
English~9peakinqrchiﬁdrnn.and Qay take ddv:qt%q-‘o*‘
oppartunities ts learn Eﬁglish‘“on the itreet', Y

opportunities not available to children in more uniforaly

4s
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'Fr.néh*ip-nkiﬁg arwas su&h as Lac éi; Jcan. Th.sa

factors nay bn unhanc'd by parnnts who are- particularly

1ntcrestad in having their. children learn English. In

e such Xamilies children may bn sent ta an Enqlish summer

camp, ar pirnnts may make extra opportunitiew to. axposc‘

their children to.the Enqlish mpuxa‘ﬂf tn Enqlish

- I

' ) - - A N - . . “ ~ N , -
frinnds. - f Vo S .. . ' @

5 T " »

Thn qenural charnctcristic of thc q??up is that thoy
h&y- recexvnd Iittle or no iornal schoulinq in Enqlxsh.

Those children wpo come 4rom angluphono hom-s, or who.
. ~
hgve attcnded ‘English-language schopls exthcr 1n Duebec

[

or clsewhnre arﬁhnat consxdered part af this group. 1t
/ i! possxble, of course, that such children, 1§ thdy are

;'¥éﬁ,in numﬁer. will 41nd themselves in an enrichqd ESL

proqram.; Huuever, fa? “the purposes nf this pro;ect, it

DY L

. 'uili be considered that the nesds o# such students wauld :

‘~-be net in an Engltsh muthcr—tonquo prqqrans- . <

Tesching gcsggnsl LR

v

Just as the student. population r-quirinq enrich-d

~

classes diffcra from. thc core gfoup, S0 daes the teaching )

personn.l availablu to teach such programs. In arsas
uhdre enriched programs arc likely to be 1nplemented.~'

A ]

t¢¢Ch¢rs ﬂrc generally_groficient in English.
E§L“n1_§-§;h991-§uhdn:t o e

., - - vl

“All the restrictions on space, class size, time

¢
, *allotu.nt and course content- nay-bn atsumed to applv

tqually to a core and an cnrtchud EBL proqra-." T

. o ‘. - .
. N .
N . -
! v , . : b
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\1 U

English_in_the r_\zi.rgnnsn: ) o

Enriched proqra-s would onfy be implemented in ar-a;
in which a significant numbpr“of students require thea. -
It is likely ihat such areas would be in more
cosmopofitan sections of Qu;b-c in uhtch there is norc
English in the environment, ‘that is, mostly in and around
Montredl, the Eastern Townships and Hull. In such;arcas .
there.are more opportunities %dr encountering English,
and for erploitinq th- elcctronic and priné%d madia, as
well as resource personé xn.the comaunity. There may
also be English library facilities in the neighbourhood
although it .is unlikely that extensive English library

facilities would be avaxlable in the school 1tself

The MEQl has spccified quite clearly that an enriched.

program is to follow the éime communicative Aricntatlon'
and principles as the core program. 'However, since that
p?bgram wa; written,‘tﬁere bave been a number of research
Qtudjes and’iheoretical’paperslpublished which have
relevaqce ta thg design of communicative programs. ° In
tgiﬁ section, I w{ll review current thinking in the areas
discussed in chapteq 2 (thoséhareas which“§nf1ucnc-d the

¥

authors of ‘that program) and will review in some d.ﬁth

tprea studies of communicative teaching programs which "2~

.are presently in progress. Insights from these pqu;‘.l.

and the current literature on comsunicative coqp.tcncd
may contribute to an understanding of ways in which the

€

A7

e
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'cori‘ESL program can be enriched.

»

"“cop-unicativq teaching", there have been several

' ) . [ R ] .
. _.communicative competence andd to examine just what happens

L!DﬂQ!ﬂ!_l!.!_D!lﬂl-ﬂigﬂﬂﬁﬁﬂniﬁ!Siﬂﬂ

As outlincd above, thc cord prQQran was inspired to

a large -xt-nt by’ the movement in appli-d linquisttcs

“away from. viewing lanquaqc nainly as a qrannatical sy-tca

to a view af languago nctnxy as con-qndcation.‘ Enphast:
nasg;a be put on lanquaqc in usc rather than on the rulcs'
OOr using language. . This trtnd has becn uidcly sqpportcd
in th-»litc;aturo. It hns afso been “appli-d' in many |
“communicative* classroaas._ In the uakc of a

proli#aration of "connunicativn classes”™ and

A} <
o

attempts to explore in depth just what (is meant by

iy

Jhcq students follow a communicative prodraﬂ.
One very interesting, and pot@htially very

disturbing study has been carried out by Higgs and
o -~ )

Clifford (1982). They have investigated the success of
! 4

students in the U.5. foreign service language training

-

prodra.s, students who are sxpected to reach a very high

»

’l-v;l-o4 language proficiency, equal to that of educated

" 'NSs. The study found that those students who began their

4

training in a communicative prd&ran, where the anhasis'

. . >
was on getting one’s message across rather than on formal a
accuracy, vcry often fossilized at a level "2" or *3" in

a {iv-—llvnl program. Even intensive languago -xposur.

" and practice for.these intelligent and highly-sotivated

4 \

-~

. .
* . ' 48 '



individual: u.rc unsuccpssful in q.tting students - palt

thxs point. ﬂiqqs and . Cli‘ford cun:ludc thtt-«c may be -

'condcnntng studontl to & lo-:—thnn—NS ltvnl of -

o .

~

-~

proficilncy by aoving ahbad 80 rapidly uith :oaquntc(tivb
programs. Furthqr rns-arch and invustiqation into uhat

/
Higgs and Clifford call éhc “torninal 2% ph-ﬂonnnon are /-

/
ncc-ssary to con(tra or dicccnfira thcir hypothosi-.i
However, for the 'oa.nt at lnast, thoir ¢1ndings'nrn ~1<"H
thqught—provoking and disturbino. | o

The study by Htgqs and CIi§4ord ovaluatos lanquago
compet-nc- in a number of diffcr-nt arnas and thi- l;/;'
trend in the ‘work of many appltad lxnguists and
rnsearch-rs.. In th- carly days of'“couuunicativ-“
laoquaqe clalscs, tho emnphasis was on iluency and g-ttinq
one’s m!ssago across. One was eansid:rod‘tn have b-cn_
successful 1f one’s xnttrlocﬁtor,uﬁdchtocd the aos;iqg

being conveyed. . Since those days, there -have been

various attempts to go&ineumoru'précL:oly just what.

‘r"communicative competence” is.' Canale and SwainJLIQBOI

Gave proposed four conboh!nts'fbr communicative

‘ Qh . I

" competence which have been acceptmd by many researchars

as a valid description of what our goals as language

. . teachers should bb:aqrammatlcal couputund.. discburs' ‘

2

ecoupetcnc¢¢ socxclinguistic conpctcncc and stratogic

competence. With thi-»brnakdnun. tcachdrs and prograa

authors should be in a better position to eviluate

L studentt',proiidtincy_and the adeguacy of ESL p(oqrauq."-~



'In a later section, 1 will aiscuss the finding: éf

',‘rcsoarch uith Fr-nch—luaorsion students which has used

,gh.sq'cntgqori-s inrq;nluntinq L2 pta{icinnty.

‘ The_Esehasis_on_Cosorshension “

’ As ‘outlined earlier, research in informal SLA and
FLA hls 1ndicat-d thut languaga learners uny qo through a

lsilnﬂt p-riod of comprehension before producing 1 anguage

. and that their comprehension almost_always excesds their

'~éroductivp‘skills, Thi; Bai led nlny.progfnn‘nuthors and

~

teachers to emphasize co-prehcnsion skills over.
produc€I;; skills which, it is :lainod. nill develop when
the student is rcady,to speak. -In the lit-rature on this
- approach to‘ianguago lcarﬁinq, however, authors such as
" Winitz (1981) and Asher §£97§) éonc.ntraté on th;
“bgginniﬁg’staqcs of 1language l-arning‘and_ﬁakq almost no
’innt;pn of what to do with ;tudmt;n' who have progressed
| pcyodajfh-se early stages. It is assumed that p}odu:tion
skills will'divofop:naturally. The role of production is
seen by at least énb author (Krashen x9ﬁ;)'ns secving '
only as a means of gcncratlnq coapruhcnstbl; 1nput.
HON.VQF, Brown and Yule (1984) in thﬁir book on
teaching the spoken langunqc would seem tO disaqrni.
. Th-y dlv?do sbok.n production into gnt-ractional languaq.
‘(!anguaﬁn for maintaining social fnlitionships) and
trunsactidngl ianguago (1l anguage for t;an:f-rrgng
information). They also note that the ability to

Ay

converse ‘in short turns (in either typ-'of'th-so 1 anguage

@
-

;8 . s
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vari-tins) does not nuc-ssnrily mean. thnt studlnts can,
spcak for -sustained p-riods o4 tiuc. Th-y point nut thnt
‘normal individuals in any cultur- qastly acqutr- th-
— abiltty to participate in intnracttonal llngung. nnd in
| \ :hort transactional spnaking tiurns but that NSs do not
aluays acquire the ability for sustained sp-aktnq.

~ The -bility to construct ... lonqﬂ¥urnl appears
- ' to vary with individuals, in part, no doubt, ’
N .. depengding on the opportunity they have had teo
.. produce long turas which other people bother to
listen to. The ability to prdduce long
trarisactional turns, in which clear- informsation .
is transferred, is, we claim, not an ability -

which is automatically CCQuir.d by all native : . (.

. speakers of a language. It is an ability uhich .
fw . appears to need adequate -odols. adnquatc L
practice and 4¢¢dback tp. 9

- Studies in Dntario with, scvural typcu af Fronch L2
iprograns, varyinq from core Frcnch to inacrsion classc;.
‘indicated that students in language clpll’§ rangly.havn
'“ ‘,/ o oppo}funtttdf %6 brdduco'susiaihid spesch (Allen,

‘.‘?' " Frohlich & Spada 1984).  This may be an important point,
thp-cialiy forf the cn;ich-d*claiii: bninq con:id-ri&‘ln
’tﬁis thbcis. As many Of  these ltUQQHtI hav- l-arntd

English thrcuqh th-,npdia, throuqh intensivn ESL cla;s.l,

or thoqgh tnformal contact with NS.,~tt is pnqsib[q,thlt
-th¢9 too have had few opportuhiii-s for puitaﬂn.d
ip-akinq and might benefit frnb(incrqmscd”6ppbrtunitiilf

5

in this area.

L3

m_ﬁuiﬁmmgi.cmcmmuhlumu
7 s Schachter (1983) has polnt.d nut, tt il th-
\ conmensus inong thosa involved in thp:iqnguaqg tqacb169 
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and lcarning~pro¥usttons that- co-pr-hcnutbl. 1nput 1:

noccwsary for languaq¢ learning to takn pl-co. There

ar., however, nuny who would challqnq- the suffictency of

qa.proﬁnnliblq input as, the mechanism for lanquadn

‘-AEqu151tion (Krashen’s position). Some linéuists argue
' that other types of input may not only be useful, but

- may, in fact, be necessary for studénts to make progress

in their language development. One such resesarcher is
White (1983) who cites a nuubcr of inqtanc-s uhnrc
sxposure to the target lanquagc would be insufficinﬂt to

disprove c.rtuin hypothesus uhich lwarners are likely ta

S make. For example, if the student’s. L1 and L2 rasenble

' cach other in four related nays, but not in a fifth, she

cantinds that thn student must be lhoun the discrepancy.

. The stud.nt's asiunptioh that the two languages will be
‘sinixar in the fifth way will nat be disprovcd by thcl

'vinput avqilablc frOQqﬂOrﬂll speech. Unless a teacher or
. tmktbogk explicitly poi&ts_éut,th!’di4fnrqnc', &h! |

- wtudedt will.not be aware of the discrepancy. (12)

‘In her article nd the “nutritional needs" of‘:ocond

lanquagq learners, Schachtnr (1983) conttnds that

learners need not only comprehensible input, but they

) n-d n-qcttv->tnput. She contends that unless stud-nts

'rcctivc huqativ- input to 1ndic.t¢ that their utt-ranc.'

nr-~tncorrnct. th-y»nay not -akc progress. Altﬁauqh

others uould argue that lnnrn-rn rarnly incarporatc

corructtunt into th-tr prnduction, Bchlchtcr polnts out

V
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that such corrections may not gak- place immediately (the
only time wHen we can accurately assess the influence Af
the éorrectfon; but may occur over a period of time. She
_ also re?htes the argument that learners in L1 and
informal L2 situations receive no negative input,
claiming that our notion of negative input is too
restricted. Rather than limiting the concept to overt.
‘correction of errors, .she includes such devices as
cnmpfehgns;oﬁ checke and clarification rnqucst} inﬁrn;
dqfinition of neqaﬁive input. Studies. with pa{;s and

' groups of nqn—native_sqéﬁiars have indicated that the .
negative input pr;vided by NNS interlocutors is important
fn,laading learners io negotiate meaning, an essential
"part of the language learning process in the vitﬁ: of
many language researchers (e.d. Qaronis & Gass 1985;IPicn

o

"and Doughty 198%).
Studies_of Cammunicative Programs
1. French_Immersion Studies

In 6ntario, thers has been considerable research
into the second language proficiency of stud&nts';nrallqd '
in French immdrsion proqraﬁs; In these praqraml, -
anqlophone childrcn bcqin their kinderqarten schoolth in
;Frcnch and continue for two or thres years in Fr-nch *
only. After this, classroom time is upunlly faiqu
nqu;ily ‘shared between Engliih +nq.Frcﬁchgihs€ruction.\

' Recent studies into the :nmnqnicq@jvu'coqﬁntnncn oi.fh!s.
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:tqanng;;”nho have been studying the second landuage“
,through‘a content-oriented proqrahuwheru the focus ii‘on
;qcaniﬁg;'has produced some very intéresting results
'Z(Hprluy 1985). When tested for discourse, grammatical,
strategic, and soéiolinguistxc compotencé, the French

. iMmarsién students were found to bé‘equiVllnné in
discourse and sirateqic campetence to a NS control'groupf :
However, they were not native-like in their command of
ioﬁio;inquistic aspects of French, particularly in ’

‘di fferentiating formal and informal registers, and were
copsidurably lower in grammatical compethpn. Studﬁnt:’
‘Qrammatical errors occufred\oft-n in those relatively
redundant rules of grammﬁr that do not bear a heavy
communicative load. The ﬁatur; of the errors also
:1ndicited that the sguﬂents' first language contin&ad“to

influence their L2 pgrformancn. A significant lag in

'.l‘prpduction skills for some structures was also noted.

fF¢r lkamplu; a;thﬁuqh students could comprehend the
:Fondﬁfibnal as early as grade one, they were still
Jproducding it with only 56X accuracy ten years later.
| An analysis of teacher talk and classroom activities
\p;pviqad information which might help to nxpla}n some of
these difticul ties. ’The‘qnalyﬁig of teacher talk
indicated that students in such classes wers not exposed
to illlvariotiis of the target language and that there
ana: a low {E.qunnéy of certain verb tenses in the oral

1nput,stddnntsir¢c¢1v¢d. The analysis of classroom

¢

a
a
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'prbcisns indicated that thl»re was ltttlc nnqntiv. 1nput
. from teachers regarding the accuracy: of -tudnnt
prqductlon and that there. were \feu Opportunititl far

1

p éu‘stained speaking furns on the p’aft 6f the‘studnnt:.‘

The author prcposes the follow g hypothc:in

that immersion students would baneﬂt from a
D greater emphasis on the functifnal-analytic
component of the curriculum. A% the sane tiuo,
- there appears to be room’ for dif
second language oriented activiti
specific needs of the immersion st
their English mother-tongue backgr
help them in mastering grammatical,
more room at the experiential lev
e - . oral and written production of
. language by the students and for increased
exposure to extended written text. (p.14)
The Bangal pr..iecs
Less extensive studies have been conducted on
another communicative program, this one in Bangalore,
India under the direction of Dr. N. Prabhu. Dr. Prabhu
believes that structure can best be learnaed when
attention is focussed on meaning and has replaced the
traditional structural syllabus with what he calls a
procedural syllabus, a syllabus of tasks graded ‘
.conceptually and \gkro'uped by mimilarity (K.Johnson 1982),
” This project has been in prograss for a number of
years witﬁ groups of students in their esarly teens who
" had already received three years of ESL instruction based
on a structural syllabus. Recently, these students were
o compared mth a control group who had continued to follow ,
R the structural syliabus (Beretts & Davies 1985). Five
. oo [ - ) ’ - . N




t;Qts,chu,adnfn;stcréd}-a structure test (yhi?h

resembled the program fqllogid by the control qrn;p),'p
task-based test ;uhich resenbled the program followed by |
the lxpnriicﬁtnl group), a cqntextailizéd 6rammar test, a
‘dictation and a xisgeﬁgnnge.diag tﬁpt. These last three .
tests were designed to test students” ability to transfer
and gsc lanuaqe acqﬁireq in th'classrdoﬁﬁsetttnq.. An
had been expected, each groﬁp had supérior sqdrinzén tﬁe

tpstgnhich\reqemblcd'thcir own ﬁrogram. On all three of .

%

the other tests, however, the experimental group did as -
well as or better than the cpnt}ol érpup.

These results would seem to indicate that the
axgnrimental.p:oqkam is at least asloffictiye as the
structural program, However, thesn finaingg FUst bi
viewad with caution. First of all, all of the studedt£~
involved in the study had followed a structural syllabus.
for three years before they were divided into
sxperimental anq contral groups. ‘Secnndly, very litgge'
hard factual information is available on just what goes
on iq the procedural ciassronm. In pub}ished data 6n the
program, few examples ofwclassroom‘materials are»givqn;
Hhilu the proqran i: interesting,  further studiés aﬁd
ﬁnforaatipn are necessary before any firm conclusion;
"about its -ffuctivann-s may be drawn.
Eunhn:-lusgn;1xg-§8L_Ecenre-z oo
‘ Recent and as yct unpublish-d rcsnarch uith ltudlﬂtl

in 1ntnn-iv- ESL proqrans in nunbuc nay alsu shed light

R



be drawn from such findings. It is possible that after

) . =

on the profic:cncy of ltUd.ﬂtl 1n CDﬂmuniClt1VI proqraas ‘:

g

) (Paris, in prnparation). Studiﬂs have bu-n :onductcd ";

with grade §1va and wix studnnts who have *ollowqd an .
interisive vcrsiqn-of the ﬂEﬂ communicative program for 3
months of the school ycar,:s hours a day. li is élcar
from’ these studies that the intensxv- students are mor. ,
advanced in their English prof;ciency than studnnts who
have received only 2 hours a weeak o*,ESL instruction.

They use a rich and varied vocabulary and are able to

converse on everyday topics with considerable fluency.- -

‘However, when these intensive students were compared.with

¥

 grade 10 students who had received the same number of

hoars of ESL instruction under the former structural

<

program, it was found that the intensive students scored

lower than the grade 10 students on some qsbé;ti of
grimmatical accuracy. A

B
‘.

There are two possible interpretations. which might

Ll

an initial period of greater fluency, these students will'

¥

' develop more accurate forms. It is also dossiblc,

however, that their level of qrammatlcal comp.t-nc. aay
not progress very much. Tha fact that the French
immersion students still fell far bnhind NSs in

qrammatical coapdtcnce l{tcr snvnrul ycars of intensive

‘cxposurg to the tccand lnnguago ﬁight laad one to\nuipoct

that theﬁ:econd of thoscituo possibilitigl is ght more

likely outcome. Further studies are obvipu-ly n.c-siaryi_

]
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but-in the mesntime, the s

‘students and the students:in. the intensive ESL programs -
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CEQPIEB.4L.QEIIQN§.EQB,6Q_Euﬂlﬁuﬁg.eﬂﬁﬁaﬁn
In this chgptur. 1 will explore a. nuubcr of option: ?
:fnr enricthg thc SCI prograna Sonc of thns- optionn

‘:uere originally suggestnd by. nnn of thc authurs of thn

. f‘:ntw proqram and a ggnggﬂllgr Q'Q!goglggg for ane of

[ h;vh been expandgd, rearqanized ‘and’ supplementnd basld an

: Guebec’s schoal board:.(lS) Thesn ariqinal squﬂstans
:rele;;nt readznqs and 1hvestigatiqn- into othrr ESL
ptoqrams. Whey are all, thcrcforu. feasible in son!
,ib;ﬁ; and reflect sone -of the conccrns of local |
Ieducators.' Aq‘outl§ne ‘of ggch optiqq is given, ;loné !
nith possiblél;dxadfqges, specificm;xgmpies 6f how thc‘l
pquram might be sﬁructuréd or deveiopeg; ;nd discusﬁioﬁ‘
of its applicabilitf in‘thé ﬁregent Quebec qityatib@t
OPTION_1: - Use the. ssms.obiectivsz_gg the_ ggcs_eregrsm but
‘ gekg_thgm-egcs_snellsnn129- L . o
In writ;ng objectives for any particular qroup of
studeqts, the .matters of the students intarlsts, their
"purpoge in \earninq Englxsh and thg#rvliv&l of qognitivi
deveiobmen;'mﬂét be addrcstad. As thcse ts‘uos uorc
'addressud in mhe davelopnnnt of the corl proqrau, usinq
'the same ob;ectives alt.rcd in one or more ways uould
‘seem a. logical way to make the progran more challc&ginq
'but still suitable for thn targtt group’ and still in
keeping with thn MEQ’ guidnlincs. An obvious advnntlgl

of ldapting such an option uould b. that rcwrittng the

. -
»



. Quidelines had beean :stnblithcd.

‘hddress these principles by specifying thc level nf
‘ 4

program would nrobably be fairly :traiqhtforéard,-oncd

I

In. this section, I will examine three uaysiin which
N ) :

. the present  objectives could be made mOre éhallcnging,

Althaugh-thv thrce are discussed indapcndpntly, a.

CN
combination ‘of them might well prove tu be a desirablo

optapn. They are treated indep&ndently here in order tn

~

gain‘a-cleafer insight into just how such changes would

affect not only the content of the program but its

orientation as well."

Option _1:1 Alter the task: :Hainiiin the same objectives
but increase the difficulty of the tasks,

In the second chaptar. it un; shoﬁn that two

prihcxples of altering task dtfficulty ‘had been built

into the HEG program: degree of autonomy, and porformancc

'expectancy level. The mastery levuls (Appendxx c)

o

formal accuracy and the amount of help available for

production DbJCCtiVIS and thC'dngree of understanding

requirnd far comprohension obitctives. Fhe most , o

straiqhtforward way in which to increasa the difficulty

of';he tasks uould be, therefore. tp ﬁncrnaﬁe the mastery

-

lnvil._

“ng§iglg Advantages o )

1. Potentially, this option rcquir.s the least rnwritinq
‘af the core program its.lf. Thc prlsant objnctivcs
and tuxts rnnain unchdnq-d but mor- time is spent on

#;chbacttvity 50 that greater mastery is achieved.

50 .
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ST uords) expre551nq i terests .nd Co '
£ Y - ' f 4¢ulings uith help thr ghout (Pl) .

Evalliation materials, houcvdf,,unuld'chang-n
2. The texts in the coﬂhcrciqlly'availabl-,naganalu SRR
" which have been approved for the core program could by 9
us-d.\uith poss&btpDaLtcragion‘of_tbciact}vitics in T
*‘#h-~student workbook as these reflect corc ' - !
TQQUiram-nts.. . H' A g
'§§gmlgg: . . o | O oo | N

1. a) Aural Comprehensiont bb_;m::tivn 2.5

Prennné tduke listen to short texts adv:rtistnq, - f" nx'
. : : o . \
‘-articrnt for sale (e.q. records,
‘clothes) and d-bnnstratc a parttal - alsﬁ-
? ~ '

’ ’ und.r:tandan of the m-ssaqu. (Ci)
New tjski c2 on cs (substantxal or complot- ‘ L

understanding)

‘

6):un1§tén Production: Objective 11.4

' 1 o
R
.

" Present tasks. writt short friondlySI-ttirs laﬁout,ﬁo (

.~

P . . L

. New task: P2 ar P3 (rcduccd help or fio external h.lp;
. crrors nf’forﬂ and spelling tolcratnd) T . ' =
2. ggggggglng_l (Trembl ay st !1 1985) is apprpv-d for usn

in SC1; but the languaqc in nanx ‘af the texts is very

.

di?*icuit_ Th- cor?csponding uorkbook cxurciscs do

.nat,. thereiorc, fully cxplnit thn texts (see Appcndlx
“

F - for a sample boxt and uorkbook -x.rcisc). lt would -
" he passible, therwfore, to write more desanding T

ex@rcises to be done with the present texts. D AR

: T \ . . RPN o *

. . - C
. . . Y
: . . " h . .
v . . ) R .
-~ . B s . . . . .
.~ . s N . . . R . . .
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Ducnlrnm | C | o
Although,‘lt first glance, this optian is appealing-

v

and would seen to iul#il.thc needs af thl studints_aqg

4

saintain the oriontntion of the core proqrnn, thlr. are

7

o= l.vcral probi..s nith it.

N

,_chprnl objnctivos are already speucified at the
' hiﬁhcit ;nitory }cvbl (@.Q. 13 of-sl cbuproh-n:ibn,’
ODJIC€1VII).\ Only a portion of thc progran is,

therefore, nltarod.

a2
A

’” 2. Porfornnncc lovnls have bcln .ssionod not unly for thn
purposns of "si-plifytng th- stud.nts task, but al;o
to r.flcct stud-ntp nocﬁs and, in some cases, natjvc_.
spoak-r behaviour. iDo\studcnts Qggg‘toﬁunderstnnd
news broadcasts cohplctify? .Dé NSs usually un&-rstand
or atttﬂ& ts every detail? 'Such questions must b;
answered before adogtinq this option.

i ;n the r.vtstd proqram described here, students uould

‘.uork utth rcstr;:t.d“ tcxts just as studcnts in the .
:cgrp program do.. Howcvor. th; activities which th;y
,nould'porfor- ntth the t.x&s would bc quite different’
as they would be expected to und-rstand texts
cgaplpttiy'anq’toﬂbn;ahlc to produco’tcxif with liétlc
or nﬁ outside hilp./'This is a very different <
cxperﬁnncc from thnt of’ students in tho prcsnnt
praqrcn. uho are exposed to materials and situations’ :
at & level of difficulty such’ that much of _the time "
"y} :‘thqy are not .xptcth to p.rforu indcpcndantly or: ta

. s . . , R . -
L] . L . v +
Y .

A f C e 1 . ‘ o ’\1:

. . . . . ~
L . L) v ’ \ .

. ' . . . R
. . B 14
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understand éonpliiiiy. lh the core progrnu. stud'nts

are ancouraq-d to dcvolop a toloranco 4or situatimp Tl

in which they can undtrstand and/of producu only pnrt

of th- ncssug- nﬁd to devel op strateqies.for caplng i

'such situations. The qmphasis»in thn proposed rovis.d‘

. %
proqram nouih be more on achieving complete uastcry{

I

Since it is the ultimate gin of the progr;m to pr.p.r-f' 

students to cope with the real ‘world, the experience
offered in ;his.bpiion is not nicnssqri}y the most

desirable one. 'This-optioh, while not d-parttnq )

- considerably from the intent of that prograu. - L

For production objccttvcs €hnrc is another probl‘h;

,xn novinq through 1evexs Px, P2 and P3, there is a

'natural proqression as studont autonony 1: increascd..

Hounvnr, levels P4 and PSS are dramatically diffnrcnt

as they require qrambatical lccuraty (P4 and PS) and-

accuracy of pronunc1at10n or spbllinq (PS). Uhiln

¢

such levels may be decirabln, they rcpresent a‘*‘
significant chanqc in proqraslortnntntian. 1#"
students are .xpectcd to producc texts with no prrors
in §orm, pronunciation or spclliné,.fornal accuracy

may necd to be oxpltcltly taught and vvry dtf4ernnt

types of nctxvitf:s addnd to thc proqran. This mattor

"must be addressed directly, with speci¥ic suggottions'.

‘on how to help students reach this lével of accUracy.

'(Although brinqing alx production objcctivcl up to,

.

[y
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lvv.l P3 but no’ further would ovnrcoal thi: probllm,

”,only a portion of the nbjnctivps would be altcr-d; for -

. axample,. 7 af.thc 10 oral proguction objcct;ves are
already at P3.) A . T

S QQ&LQQQLLZ\UIG actual texts: Haidtq&ﬁ the same ob jectives

- and mastery levels, but use real (genuine) rather than
rcstrictcd texts. - '

In the socond cha%tcr, it was shown that the authors
’of the NEQ program tad pIaced restrictions" oq text length
and on bath syntactit and sentence compx-xity,' They
further restricted the complexity and amount of , &
’i&foraation in thc t-xts by spccxfying the notions to be:
l_covcrcg in -nch text type. By p!acing such limitdtions .
‘on'notions $nd langulde, ihay ifimina:;d certain '
Auth.ntic tcxta and altcred others, th-ir aim b-inq to
'expose the studcnts to sami—aut;\\\§c naterials A% an
‘intlrin stggc between texts speci!icallynu(itten to t:ach
lapquﬁgc.and,cuthcntic‘naterialt;‘ A lcdical n;xt step,
,ther.féri. would be to remove these rcstf}cfionu iné
:-xéogo the students to the actual tcxt‘"th-y’hif} meet
‘ oﬁtild; the ;{assrbon,, |
. Bussible Odvantages |
1. Actual toxts dealing with the concretn, 4aatliar
'Ttoptc; givon in the pr;qram -are readily accns:iblb in
the {noodil;c qnyirahn':t.,‘ﬂhwupapgr anq maqazinohk;;gln
:lntlclll, and radio. broadcatts rii.vdnt'toﬂtht 'i 3
'objoctivi: could b- colltctcd and nadc avn:labla to’

‘ particiﬁhttnq t-ach-rs.

- &4



2. B.Enusc of the availability of naterials, there would
be numerous opportuniti-s for :tudonts to Qather f
natcrials themselves, to pwﬁféisc their skil) and to'
do more individualized work outside thc‘glqssroou.
3. Because students would be working with difficult tckt(
and situations and would not be expected to S
deﬁonstrate complete mastery, the develop&qnt of
:strathic skill: is encouraged as in the core pndgram -
(see discussion point 3 above).
4. Because the orientation of lhe program is not changed,
| it islmbr‘ likely that the new proqvam‘wifl meet the
ﬁcn&; of the students and that perforﬁance Y
requirements will be realistic in relation’ to what NSs
‘"do (see discussion point 2 above). o g
 Examples |
t.iAur;l Comprehension: Ogjec;xvn&g:Q
R When items in a CBC news broadcagt’w;rclnnalyz-d.
it was no@Qd that sentences were longer and more. -
;ompléx\thpn'tn the proqram._that/there.uéro more
+ modifiers per noun and that a greater variety of .
tcnsés was used. The speed of dglivcry wHag aisd co o 4
fastnr. However, referents uer; clear and passages
were relatively short. Considering that level C2 is
,g greduired for this 6b3qctiv¢, it might be reasonable to
. use such authentic items. (Spn Pppendix E for
‘ g'r‘an,s'cripts of news itn;.) ' n

2. Written Comprehmnsion: Objective 5.3 L DR
. - ) ’ . ’
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In Ehc short bioqraphicnl notes ‘{30 uofﬂh)
dtncrib-d hcr-, otud-nts rtad about porsonal «i )

information, physicql charactoristics, abillticu.

.-obliqations and 4utur¢ plansaof peers or madia/:portt

th- most basic cxponénts of tbeiu notions can be
inciud-d. It would be possible to discuss these
notson- in much, grcatur detnxl in lonan passaqes;
fine points -uch as diiftr-ncos in colouring and hair‘f
and dresn style could be includ!d, tor lxamplc.
Longur texts with more vocnbulary items would be more
‘“rnprulnntativciof the articles written about stars in
,popﬁqufqua;inoq. (Sc; Qpb‘ndig G fgr sample
hngaziﬁc text) |
‘":3. Produ:tlonx ObJCCtiV.I 12 2 and 9.4
( Th.!l objcctivns covcr the same notions as 5.3
above. With richor and ‘more det.ilcd input through
_canprohan:ion activiti.« in the same topic area,
"kstudcnts could be expected to produce longer texts
" with nor; detail. This sight 1¢¢d to mor e creative
di. of language, lrss raliancc on formulaic

‘expressions and norc-di#fnrcntiatton in descriptions.

»‘
o

Qt!:ul!lﬂn

This option seeas to off.r a norc att;:?tivn

stars. . It is clear that tn such short passages, caly .

y. .
ultornativo than tho provtous onc. Honcvcr, solnction of .

-qtnrials qty not. b- as straiohtforuard as’ was suggested’
~ o

‘p points 1 and 2 ‘QPV'~." L .



}1; h;‘stuéent; no;c;;lohq tﬁe,canttnugm‘i}um chtficf.&"
_‘iér sdni;rcstnict.d tc;td.to real texts, ‘there is still
' a need for Inlcction of texts. Hithin nny one

.iO-mxnute newscast, for examp]., thaere ;rc itnms whxch

' coﬂcurn sub ject natter not covered in the procram and

‘ which requir- bacquound knowledga students do not

“"posscss (e.g. vgrious itoms rcferrinq to international
:nffaxrs and nonetary matters). Thnrefore, neuséasts
\uauld stlll neld to be eadited and brochuros,
‘newspapers and aagazxnezarticles thoroughly check-d
before prcsentatioh to a class./ (The teacher cou}d,
however, also involve the students in editing and
selecting themselves as this would prepare thém for
coping with the real world.) ' ]

_2. Even when itcmg conform to the‘fdpt; areas of' the
'p;aqrim,"qthnr features of thg texts, features which
may not,h;ve been directly referred. to ia the core

-—proqr;n ﬁay make texts difficult to un&erstand. (See
’pqint 3 below.) The sample sportscast which was

. recorded (franséript: Appnndix H) is an sxample of a
text filled with jarqon and 1n4rcquent1y—occurrtng
vocabulary itcms which is directed at a well~inforu¢d
audience of sports faus. Another -xam&l- is
frequently found inlnguspapcr,atticlns. Even though
‘the information ‘u concrete and the vocabulary not
overly diff!cult. non—tnuporal ordering of events and
complex intcr-s-ntontia! and int-r—paraqraph rnlations

)

‘&7



- may caq#us.’th.xlnss skill&d rqadnr. {See example:
:Apppndix 1) |

3. Although the restrictions on language in the core
program can te relaxed, it would be wise to draw up
‘iﬁbthnr set of guidelines for text selection. For
cxamplu,\pllnners would probably find it dés;}able.to'
remove fcsﬁriptions on sentence length and coﬁppnxity
but to specify rhetorical, discourse and

{

organizational principles which go b?yond the sentence

‘l;vcl; ’ B . »
Qption_1:3 Expand notions and topics: Maintain the same,
ob jectives, but expand the domains in uhich these -
objectives are explor-d.

!n thl corc proqram, sub,-ct domains have been
,sb-cificd {n two uaysx by text type hnq by sample texts.
For cxanpl-: ’ \
CObj. 2 Inforn ones;lf about instructions (6 text typ!s)\

o ' Sanplt text tvpc: orders
L Suggested damaans: activities, work, tests, daily
| tasks, road to follow, games.
‘, Subjogt.-attnrlcouid b; oxpaxdcd by addinq‘furthcr'
danéin; for each icxt type and/or addlpb new text types E
jto the ob;n€£lviq: ‘ ‘ : -
Emmu.ﬁdun;uu ‘ oo
1. Students could d-al with t-xtn which ar¢~outlide their
own ina-diat- environment. The' less familiar subjcct
satter would make the texts poro challnnging. CoL
2. Students could learn something new through the wdiua “
of English rather than dainq things in English nhich '

1

68



_they alr-ady da ;n Fr&nch. As studants can p-rforn

the core activities Ln French, . they mqy pcrceivo

little need- for perforninq them in Enqlish. - Iv may~b-1

N

3.

easier to 4ocus on neaninq when there is something qgu'

to learn.

.Dealing with unfamxliar infurnation may make it nasxcr'

»

to create informatxon gap acttvities sinc- the

- Students wxli not knou the informatian befnrchand. In

\(the core program. the information gap must be

Examales A

1.

2.

1
.

'artifxcxally created,'gs ltudentﬁ alreagy‘knoy much:qf‘

the information.

Comprehens:on. Objectives 1.3 and 5 S . o
The domaxns suggested for these objektivcs
y

(bxobraphical notes) are. peers and famous stars of

spurts, music, -tc.' These domains could be expandbd

th 1nclude historic:l fiquros, pcrsons frpm other

cultures,‘unusual perionqlﬁtias, etc.
Cohpréﬁension:\dbjecfiveéli 8nd»6 *

Text types for these objéctiYés (inform aneself
about ihstrﬁction:) tould be -xﬁanded,té includq

instructxons on as:emblxng :iuplc ob;ects, or-

! - @

finstrdttxons on procedur-s to follow in an. nmarqnncy. lf

I

Productioni Objactives 10 and 13
~If compreh-nsion t-xt typ-s and domains ucrt

-xpandcd, thn production Obj.Cth.l could bl alternd

‘to requirq studcnt- to transfer such new infornatipn
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1.

,5;prpqran are of one varietyx a preparad~scr1pt rcad in

"oh;octivcs corncspondinq to conprnﬁension objnctivtl

u“,ﬂllirlbli, it is important to keep in mind studunts'~g u.{

‘Thcrn may be a tendtncy in choosinq areas of expansion
oy
on ‘the nequ idontificd by the pr09raa-

WFbr -xampln, thu majority of listining texta 1n thc ' Lo

’a clearly enunciated style (e g. various radic
);bg;lntin-, transportation ncsgagcs). This is only one

" of a number of spmech y;riqtins'and styles with which

‘.'-ind when cnntid-rtng th- txpansion of text types, and

do-nin:.

" to others. Students could be rgguiréd to give orally

_‘and in writing si-blc {nstructions such as thosn - g 3?; °

suggested above. (At present thcr. are no. productian

P ' . <
v i ’

2.1 and 6.1, )

A

Although oxpansion of the domains ot texts may bt
.

needs and interests. Although one could expand the 15:9,

‘topxc of u.ath-r to 1nclude 1n§ormation on cold and

© Warm fronts, Narth Amnrican:uqath!r patterns, eiuses

for :hanging woath'r, etc., such lanquage and content

A Y

nu} not be uscful*of xntercstinq for the students. - ¢

X

:[to conceqtratn on zntellectually chlllengxng material

nhich\taachers find interntting rather than focussinq

v

., There is considerahlc scope hnr- ¥or 4illinq in areas'

uhich may have btnn omitted in thn original proqram._:«

students nustlldarh'to cope. This could be keptvin

P



'  neanlnq and cummunxcation.

':'that such nn emphasis,

l 1\:cumnunicat1ve Prbgranu in chapt.r 3).

‘explicitly.

. and expressing meaning.

Y . , - —_—
s

. QEIIQH_Zx lnsocnecass-e.sgr!-!anlisls_:gehszin_nn

_ ncamngtiggl_ecsgrasxx1&&9':ns_cer:.ncegc:g-
In thc guide gugggogiggg, the authors prrnsi thc"

communicativc oricntltian 94 the prdqrab gquite

The successful development of communication :
skill is ... believed to depend most heavily on .
uncnnscious processes that are activated when
the learner is concentrating on understanding
Concentration on form
does not seem to sufficiently activate these
processes. (MEQ document 146-3205-013" p.8)

Al though most sﬁecialists in the linquagc lcarninq'nhd ';

'teachzng field nould ‘support the authors’ caphasis on

there is increasinq concnrn
which' is somntxmns interprotud -s

uxcluding any focus on form,’ will nat. autamatically ar

necessarily lead ;tudnnts tu target-like proficiancy or -

even ensure ‘that they continue to proqr.ss tounrd

- A

—mct (see d;scussion of this point and research uith

anch-rs and sonc

*f‘program desiqncf: have boen concernad with flndinq uays

to znhancc studnntﬂ' accuracy uithout dntractinq frou

':"

o thtir fluency.

T

In this s-ction,,

i

) nill lonk at four pussiblc ”IYI

in nhich an Qmphljil on accuracy mtqht bc tnccrporatcd

into th- core prograa.‘

in assossinq thns- approhch-s,

hawevnr, four aajor conccrn: must ‘be- kdpt 1n ntnd.

- On, nhat basi: are graa-ntical f-aturns to b- s.l.ct.d

*h

aQCUracy oncd their basic communicatian'n-cds are b-ing ,V'ﬁ




’~33»Hou ar. accuracy objcctiv.s to ba ovaluat.d?
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and s-quonccd? 1: thort a provision for thn

1sptrllling .nd rlcytlinq a¥ this input? . B

.. 2, Can accuracy be fostered uithqut 1nhibiting fluen:y?

-

'~4.:Can an accuracy compon-nt bc dcsiqned ‘.0 that

1Y

tcuchers..schcolcd in qnd faniltar with a structural ‘b‘

o I

“traditian and an -uphalis on’ accuracy, do 'nat fall

-

back ‘on the oln ncthodolobiq: and techniques, iqnorinq
f~‘th¢ basic connunicativ- oricntntian of the proqra-?

QQ;LQQ_ZLL Dtvplop a net o{ gra-naticll ICCurlCY

. objectives to be taught as . a "eini gramsar course® either

AS ong unit.or as acdules to be’ cnvcrcd at intcrvals
throughout the tchool year. - ,

EQ!!LQL:-&Qx!ntsnsz . :"'_ C ~,’,c

1. Sul-ctinn lnd.s.quqncing of itnns -in :uch a

N utni—cour:c could follow tho siaplqﬂto-complex 4oruat

ofvth- traditiona; structural lpproach. This would

r 13

L give the studlnts a. rcasonably conplote coverag¢~of

thc basic rnlcs and patterns governing English syntax.

2. If trcatcd au A sSparate unit or units of grauaar

"utudy, nvaluation could be rcstricted to the unit

" itwelf. There need be no conflict with the chir :

§1u-ncy-ori-nt¢d activttins. thhough th-ro -1ght b- p

t 1

‘IDGC cross—-aover from thn graauatical activities to
T noru nccuracy in flu-ncy nork,‘th- scparat- trcatnont

(:of thn tuo areas in class uouid probably mean that

'-‘flu.ncy uould not be tnhibit!d.

“

- ¥ An auar-n.-s of ..talinguistic t-r-lncﬂnoy uuuld

1~ provldn studcnts ;nd‘toachdrs uith n coahon vocabulary

. . \
72 . . - .- {
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studcnts accqss to more traditional qramuhr books jf
they uish-d to make use of thcn or 1f the thachor"
~,~wished to rnfcr students to then. E
‘4. There is a wealth of material for the teachinq Qf
.discrete poxntt of qramoar._/ ' ‘
5; Most of the t-achers in the ﬂuoboc schoql sylt-n nrnl
'coméz::abln with a fornal approach to qrammar.
EKQEEl!' | “ , ‘ h
1. Teachers could either {ollou a tradit;onal granmnr,
/”**~\\\pok (e. g.. Dart 1978, Praninskas 197%) or could use.-
sone of the uaturxals thoy had found. succossful uhd-r~
the old praogram. A number qf 1nnovat1v¢ and
successful ESL teachers.have used such book! a; the
lLado series (1976) as a core and have supplemantud it
with tbexr.own,toacher-nﬁde uatarials.
.2,'Even in strictly coumunicative programs, many teachers
'hava tauqht a formal graumar component in their
cllsscs (Har 1 ey and Swain. 1984:309-310). Wor kshops
,I could be arrangcd where such teachers could discuss:
more cémhuﬁicgtivu‘proqran. ’
Discussion o . ‘ : o

1. This approach may not provide for rlcyélinq:;nq

1

qpirlllind of qrab&atical poinis. “In souc'vursioni’bf‘~ E

. the structural syllabus, it-s nrc prnscntcd ‘once and

do not reappear. Such an appro;ch ral'-t a v.ry rhal

for di:cussan 1ndividual probl-us and u001d allow ..

1hou they have integrated thig‘fqrmal copponent into a
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- toncnrn that the' qrmat.tcal potnts “t;uqht" may hav.

'-littlc or no rclcvanc- to thc studmts own

: syllabu:" (M)

w

i A nodification to th- approach -alvcs part of this

: _probloﬁ. Diﬂm’mt scctions of th- aim—-couru could

bl inttr:porsbd with the comunicntiva units

throughout the yca_r. Thc teachcr could, at cnrtatn

‘ given pmnts, draw the “students’ attention to fcatures

in thqir texts which illustrate thc qramatical points

ﬁovcr.d in the gramnr course. Althouqh such a8 —

modi fication allows for recycling, the possibility

| srises that the t;ncﬁtr"s attention on form during the

.cémr‘ticati ;I. portiéﬁ of thn/codrsc may result in (

‘reduced or inhibited fluency. o -

[

'\Although there is no reason to bcliavrthat such a

-int—cours- would inhibit. studcnts’ nu-ncy in the
‘regular coa'uu'tmicati'v. activities, as the cq:u.n"t.r s . .
s'-par_ato and decontextualized, thers may also be no

reason to believe that there would bc",an'y,, S8 LR

. from the grammar -court- to the regular core p:.,w:“ .

3.

0}
-

‘“f.f;\ill-. R ' e

'ﬁ], | , L

The approach ip ';:lnicly rasembles the tra’diti_ma;

-

‘ s‘ys'tn'éf pro'icntinq structurés that tﬁor. nlght be a

» -
tmdmcy for t-ac:h-ri tu fall bm:it on old uays and

\ .thus lose thn cmicativo orimtation of . th. ;

‘ p_rograu-' This u‘oou;d be np.ctally truc of teachers

-~

who had never really abandoned the old gramsar—based -

A,
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approach.

“

. Suth an approach is almost totally decontextualized.’

"Somi'stud-nis Xénd‘tedchqrni mﬁqht find such a

.d;ni—coursm intcrcsting as an :ntetlactual chal lenge,

R

- but othtrs would find 1t boring -and irrq\-vant' Such

“a'pregram docs not take into account the intcr-stl of

the students as dcfincd in the.first !undamcntal

Y

pr;nciplu of the program. (15)

- aa’
o "

9

. Option 212 Exercises with a grammatical focus could be .’

written to supplement sither the ob;ectives in the
current program or the specific materials (either. g

'jtomnercxal or tcacher-prcparfd) which are boinq uscd in
clgssraums. ' .

Possible_ egser_\geggg - - |

l. Th- relevanc- of the grammatical points b-an ‘dealt
with uould be immudxatnly obvious to thc studcnts as

- they nquld,bn~rclatrd dircctly to tpcxr cpmmunicntivc"
© work. :~- . ‘*'_'~/ S R s

'

8 Granuntical points would be contuxtualiznd and could

., be presented 1n communi:ativu activitzit.

o T "y

°

~3;‘_14 gradnd and/or uthnntic nat‘rxlls were usnd,‘thlrc

.Qwould bd*many poss&bilitios *or recyclinq and.,
“n.spirallinq of grannar points. Thnru uould be,
,thnra§ore, an yhcreased lxkclihood of providina
’students uith inpd% in- keep&pg nith‘their oun intnrnal

syllabun.‘

:4.'Rath-r than nttcnpting to co@-r the, Ontir. Enqlxoh

i—qrqmaac systea  (as pany trgqxt{nnal texts ‘and series

¢ g L
f L

' O T S S ¢
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clatn to do), an xncnrd-d q-ldction o# itcns'could b.

¢

.- ‘ nadc. Itews .to be Gealt with- couxd ‘be.. idontifidd

- \A\v~\?’ A’, I A
S - thrquh cunznantlvc analysss, SLR ntsearch or nthcr
oy Mnguistic descriptions (for uxanpx.s t.p.Pica 1984y -
AR L bank of exercises ncfn -s:.mblnd (somcthtng that"

would be" easy ta do canttacrxﬂq thht such cxdrcthqs '

‘iy'«

;,~: :qlroady axist toachorl could b- givcn considertbla ﬂ:ﬂ,

oy A“, .

4 ;
\' A , ﬂjnxibility i‘ th\}r usc. Thny could thoosn thosﬁ

i‘» ! v
relevant to the needs oi tq§£r oun partﬁculqr students =

[

7@ .-' ‘ and could choosc to use th-n beforc,»a4t¢r. a‘ﬂdurlng

‘ the r.qular lcsson. Exercises courd;a}po b-_;ssigncp ,'

Eaiael /- ' . N j "~< .-~\.'w’
4, - i

g‘g ' l. In tupplnnontary saterial prepared ‘for the Jerﬁmt-le
‘ B f N

qﬂnytr School Couax:sion, Johnson and Sanders (1985) vf;xﬁﬁf

a;txv!ty. Such an analysig helps the tedcher to'f fﬁlf

l ' ‘,.\ ' ‘,— L)
Coy . select those ltructu?cs which students use in
« . e co.p[ptinq a task. . . N
. , ’ ~

" RPimgusmien . S -

. It could bo‘arqucd that this apg?énch'rpértscnts-a

. non-systematic and sceewhat “ad hoc“;apéfouch to ..
R ‘Qramsmar; ‘there i no ouarant-. that all inportantl
j‘ q:q-aatlcal structur.s will be cov.rod. SuchAn
1~‘ar9ua¢nt -tqht b. countcrod tn two ways. , girit 6; "b
all, as long as qoohtsttcnt-d octalnnguago is not used.

AR ¥ oup}anations, it may not bo nnccsscry to foluou a

\ v . N . s

1g‘f . i?ffrcvicy or on an individual basxs.':'. T A,¢”'

S tdnnttiy thc key structures uhich,arc uscd in. oach TP
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cla:sroo.?nork.,

S .
;&stuuatié'itdblb—to4donpliﬁ'sgqu!nc-. Sﬁcondly, -t
this point ‘in th-ir langulqn l-arntng, stud-nts uaV
only gggé to know thqsn structurns which arisc fro-
tho curront matorials and/or objoctivcs or thosc,

qrannatxcal faaturos uhich carry infnrnation.'

'tbqutiva tasks are cvaruat-d .

1 M

-

‘ur\‘orncl acturacy, th.ro 1; the possxbility that
students will cund‘ntrato on form :nd limit production

“to thos: forms nith uhtch thoy are’ -ost comforgnble.'f

. Evaluatxan could be a prnblcn., Wcsnhc (1981) and

o

Horrow (1977 —- cited in Canul- ant’ Swain 1990)
ﬂuggest that {ormal qccuracy shculd not bc nvaluated
as & separdta skill but should be one of a numblr o¥‘
Ycriterxa used in the tyaluation of ;ntegrativc task;yn
aﬁd such‘an qvaluition s;ﬁamq would be cgﬁsisfent‘uith
thxp approach ‘Té’gv;;, as qéanﬁatic;l e#ﬁors are
considnrably casitr to lo:ate and eQa{uatn than'errors
in the ommunicatidn of meaning, 6uch a systom could
only he. xmpleanted if fairly strict ‘guidel i nes for

\

the weighting of di{fernnt criterxa HQFQ'QItObliihﬂdv,

Thcre ‘i% no reason, houevcr, nhy such gutdcltnns could

not be drawn up. chels of corrcction could be

lnitablishcd zﬁtch, for example, Eonsiderqd word choice

butynot~sp¢lling at one stage, uord order but not verb

o

e

aqrcc-nnt at another, uhtl! at another point, spcllinq

and\vcrb agrccncnt uould be consid-rcd. Schenes
- / . W M

S
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"sQQQustod‘(n writing courses iorfoorc'aqancag

| students (e.g. Hughey gt al-1983) cpuld serve as’a

o

flbdﬂl‘fOf‘IUCh,Quidﬂlihil. - S s ;‘j.

ﬁu As with the obovo‘po{ng-, clear guidelines and

.irhthiﬁq would bd’necossiry to'provcnt'teiohors from

§alling back into a traditional approach to accuratn .

!

production.

Qot

2L§ Havu studontl participotc in a nunbcr of

' “consciousness-raising™ (CR) activities designed to draw

attention to certain formal . properties of the language
which Have been idlntifico ls causos of rqcurring -

IR 2~

difficulties. v i . ( e

<«

[

' Pnumu-esluuun! ‘
,‘1 Buch input could be gnnd to the spccinggnds of

3

SCl studcnts in tho connunicntivu program.

A flcxiblo approach to thc 1ncluqion pf uxplicit

'vﬁgr‘ ttcal prlnnations and doqrco,of elaboration is

5.

E&uelu

I

‘ cxplahatxons. , o

h possiblc. CR activi;i-s can be d-siqnld‘exthnr to

~tnclud¢ nntdltnquisttc cxptanctloﬁs‘or'tb rovolvor -

cntiroly around cith.r coaornhension actiVities or

coanunicativc ncttvitics with no foroal qrammatical

t ! L

In kcnpinq with thp cbro prooran s focus on.

) coaprchcnsion bofori production. CR activities can bo

dosiqh.d to focus only on conprohcnqion or to
anhasiz- couprohonsion in tho early stadcs, to be

L]

follouod lat.r by opportunitios for production. -

ln the studics of .the co-pottnc- of Frcn:h iumorsion

+
Ay
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‘studpnts discussod -arlicr. ccrtnin arcas of
quanatical dt**iculty wer'e 1dnntificd. Hgturtnls‘b
:‘4ocusstnq on: one particglar probl-p area w;;- then
"léqyfroéiﬁ Qnd'uscéagn ;clbqtcd iiqcrs{qh clas;rbpns.,
Althbugh fﬁb”gatcri;l' includc no -xﬁlici£ ’
n-tlltnquitttc oxplanatlon:. students are givcn many
oaportunitibs to encounter and produc. the tarqottcd
‘fprns.~ Vcry'prelimisary rcsultttcf intqqratiyn test;
1Q5r1qy 1986) indicate that the students who received
_focuisea instruction bcrfoﬁmcd better tﬁan'a‘ﬁﬁntrol'

5

qroup in product:on of thc targetted forms.

S 2, Suaffar and Stephons (1981) have xncorporatcd a ﬁ

fgrpmmatica; focps‘xngofa comprehunsipn~pgsep-Gerq;n
'Iangg;qe prﬁéra@.ﬁ.Unlike_thé‘iymcrpion study
’:nqntioﬁeﬂ aﬁdvé,'thcy'enployid bettlinquist&c -
| discu:sxon, but qranmar was prnscnt.d in terms of th.
cgmgrgh.ng;on of particular forms and structurns
before demandq were made for production. 'RuthnrfordA
‘and Sharwood Smith (1985) also discuss the possibility
bf_using\comprehbnsion-basgq‘exértises but,gﬁ-lr‘

”‘examblii do not iqclu&e q:taiinqqistié discussion.

3. Alliﬁ”anp Nauqh'(l#&éi,,iﬁ a drd;pétjd@velnpeglfor use

'Nith~qnmb¢rs of the R¢NP,'hqv.‘uuccéssiu119 used a

highly individualized program for sensitizing adult

'l‘arne?s to tﬁctr own inhccuracics. Thrdhgh listening

‘ tb tapes of :.cond lanquagu 1carncrs o( Fruﬁch (thn

stud-nts' first-languagc). students btcon! aware both

’
\

s

oy



of different crrar typ-s (c.q. seuanf:y( qrannatical)
and the dlfftculttcs caused by such errors; for

'oxanplc, iqaccuraciqs may rcault not only in

cpamunicatibn brnak@own or ambiguity, but niy,aiso

" cause irrithtion; impatience and an unwillingness on

tho lingcnar s part to continul the convcrsaticn. In

-lcnrninq style.’ In tho pilot cla:sc! uhur.rthﬁs .

‘ " a s.lf~ass-$snent phasc, wach student then zdentifies

his/her oun}crrnrs and decides, in consultation with
th. t-ich-r,*whiéh spacific‘-rrors‘s/h-‘is'goihg to
focus ony how s/he will go about working on them and

uhat form of ovaluatipn will'bc uscd to determine if

the ob;octivns hav- butn net.  The individualilod .

T fprogran dtvilcd uith a tuachor may or ' may not include

traditionnl ltructural drills :nd metalinguistic AR

.xplanations, dnpnndinq on the student’s own n-eds and

tcchniquc has bcen uscd, inprovcu-nt 1n a numbcr of

)

‘ diffcront problen areas hap been demonttrat-d.

. Rimcussion N

l.

Selection of . the 4¢aturcs to rac-ive attentian isa

7koy nlcn.nt in any such prngram and may pose a

foraidable task. qu iumlrsion pro;ect mention.d
’ - A

above involved cpnsid-rabl- time and research. Any

project on.such a scale is not feasible in the present

'sctttng in the near fnturj. 'Thc RCMP'pro;ccf. on'‘the
ioth.r hand, is so highly . inuiviirdlizld A% tn be .

unf.lllbln in the regular classroom sctting. It night

s . 0 N foe,

.o . \ . % 4
* ‘ v N
S .
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be possitle, hﬁu-vbr, to usc test: :uch as thosc uscd

. in the Baldnin—Cartilr School Board for studunt

.uould ‘not be snvar.ly/:?bitcd. A focussed

'p)qcc-cnt. as well as insights gained #ron contrastive

analysis and SLA research to make an informed

selection of items to be targetted. The sensitizing
techniques of the RCMP project might also serve a

useful purpose in motivating students to pay attention

!

‘to form..

r . Ay
. v

VThere is no explicit provision for r-cycfinq or . v

sﬁlra!ling'in such an approach, but tenéhcrs and : | v
-tudnnts,,pnéc sensitized to a particular ares of |
difficulty, might be more likely to notice it in - . . .\
suﬁ;cqucnt lessons and/thts leading to a natural kind
uf recycling, '
For the first two Qxaqp};s given, the f;cug of the
grdbu#txcil 1nstrhctxon xs'-u441E1-nt1y r..oved‘frod

o

the. conauntcativn activities o* thc reagul ar proqrna

that the arquacnt could be -ad- tHat studonts' fluency

inltructlon unit such/as that u-cd 1n the 1nu¢rsion
-ggxxfﬁg)cnuld culuinatp in a test of the particular ' ¥

area treated. In th-\<¢cond example, tonprchtnston in

,‘thd princ focus and accurntl production is never

projuct were advan:cd l.arncrs nhosu fluency was u-kl

“

roqutr-d. ‘The nuthors of tho RCMP pro;cct make no
ncntion of th@} potcntilﬂ problcnh but it must be

noted that the stud-nts who' pnrticipat-d in this

\ v
t £l
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1

cutablish-d. .
4, This approach seems suiiicicntly diff.r-nt (roc the
structural approach of the old program thgt there is
less concern that teachers will rcvcrtltb traditional
t%crciscs and teaching procedures, providing they
receive explicit workshops and egorci;ts iliustrating,

the approach. . o

»

OPTION 33 lu-sgujunsslnn-uish‘_Qc_inlleuanndserlx
completion of the existing SC1 _prouram,

students _could :g&s.nAc:.Ln_nnnxnnc*_gu;&s,giii:'

erent _type of programs '
.\ As the students in an intcrncdiatg'progrﬁn éaﬁ do

.more challenging work than thasalin the core Sleproqram,

S it nléht be appropriate to have them pursue proj;cti,

" either on a shért~ or long-term basis, which would:givc
them the opportunity to explore a thematic unié or ap
individual interest in more depth.: Many linguists

:fgcommnnd the teaching oficqntcﬁt throud? the second

'langd;qe as a valid, qffgctivc and authentic means of

'providing compreheasibie‘}nput,ﬁnd meaning#ul
oppé?tunities for interaction. ﬁfthough programs. .
designed specifically to provxda Enq}xsh-language
instruttlon in a éontept area are not permitted in
Quobnc ] Fronch—idnguagn school:, languagn uork
integrating all four skills could bc developed around a

: thnaatic unit or pro;cct.

Pursuing a di{fpr'nt typn,qfﬁprogran has fhron ma jor

‘advantlgot. First of all,‘tt provides variety and a
N "W‘ ! L

[

2
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change of pace for both students and.teacher. nSOCQﬂd;y;; -

L

unlike dption 1, which stays within the confines, of the
existing program, students have the 6ép6rtqnlty to
explore topics which are soﬁewhat 4urth;r removed from
their immediate environment. ' This means thatutﬁe’subjcét'
matter is less familiar (and possibly less cdncr-t;x ana'

’ .
will, therefore, be more challenging. Thirdly, the rich

;linquistiC'input of hore varied topics will result in

inFrelsed vocabglary, a key area to be developed in
l;nquaée learning.

In this optio;,'! will 1ook at two kinds of .thematic
units uhi;h might be used‘iﬁ the élassfcém either after
cé&plctioﬂ of the core program, or at some intermediate

point or points du;ing the year. ] will also discuss an

onéoing extended reiding program which could be

‘introduced early in the year and continued throughout the

: | \ It‘hey uish.“ “;s,n;qy help

year.

Option_3:1 Community-based project(s)/field trip(s): The
class undertakes a project which involves one or more
field trips into the community and extensive project work
in the classroom both as preparation for and follow-up to
the trip(s). .

N

Possible Advantages v

1. By being involved in a project which takes them out of

the clasgroom, students will have real opportunities

Al

€6 interact with the English-speaking communitv.' They

. will became familiar with some English-language

¥

\‘inséitutiont, with which they may maintain contact i#

thea overcome their shyness

\

)

S
. - . o
. R v . ’ M * . , v
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lbout intiracting in English»outtidc the classrooa

2. Durinq fi.ld trips, :tud-nts arn involved in a number
r of authcntic }tstcning'situatioot and are Qgpqscdvtq

persons with di f ferent speaking stxli;; acééhts, etc.

3. Interacting with Enqlish—spenkiﬁq tourlddtdos ;nd

risburci persons dukiﬁq the {6¥orma€ion—qatherinq ‘
ntaq. and during the trip 1tself could help studqnts
) dcvolop stratcgic and mcial skills in Enqhsh.

4. The studcnts lCtiV.lV partlcipatc in deciding an the
‘“project and in sgttinq ta!ks to be cqmpl.ted. Tho
'studtnts thln have a rnal purpose tn gathertnq the

1nfornation und "have the’ opportunity to -xpcriencc
English bexng used in meanxngful and intercsting

actxvities.

: 5.;Tht classroom war k cafried out‘brfnr to the trip would

introducu th- studekts to new languaqe which would be

\./

rncycled in thn 4i¢1d trip and in 4ollow-up e
" activit}es.‘ All four skills are 1ntngrated in a
. natural and‘meaningful cont.xt. S L
6. Activitxes autsidn the tlassroam can be fun and i:'.j
provide«variety from the regular classroom routine.
Eggmalgg - L S e S
1o Hontqomcry and Eisenstein (1985) describe inloFai
o :umnunication courcc (OCC) nhich was organized aruund
a numbcr of field trips into: the local conmuuity. At

’ ‘th. blqinninq of thc coursc, the students and thc

tnach-r discussid topics of int.rest and possible



:pFaJicts and trips. . Before the outing, ﬁtudnnfi.
'listnncd to tapes, shared background 1nfornation on
,th. topic, ‘decided what infornation they wanttd to.
"gqther, sgt a specific task for the outing (-.q. tost
a hypathesis, diagram a floor plan) and madc
arranqeﬁents for the trip. Thc outinq itsclf includ-d'
a quided tour and a private meeting with one or, more -
resource persons at the sitc.. Nhen,possibl., the tour
 ;nd q;efinésluera recorded on videg or audio
- equipment. Iﬁ cléss ;{tnrwards;:studentt,wrofu
ithank-you lette}i,'diécusied and -vaiuatcd thcltrip
and carried out various follow~up nctivitius. ‘+hl
program was rated hithy by the students and
:'particxpantg showed s;gn}ficant 1mprovumlnt,1nl
listening and ;paaking'tkiili? as well nt‘gr;mm;tical
gécuracya',hlthgugh thjsgprogram_waq carr%qd out with
community colleqa stu&éntﬁ} thu';uthors suégest“tha£’
‘simxlar typu of proqram might be tried with school-aq-
chxldren.
. Gray and Gray (1983) describe a “mentor-assisted
’eariqhment pragram” (MAEP) for gi#fﬁd)talent.d ESL

. stuglents in Qradés & and 7. Taluniad ESL. s;udlnts N

were paired with teacher trainoos'{rom a local college - -

‘.utth whom' thcy‘darried out a projuct of th.ir own

I

.choosing. With their nnntor thcy ucr. rcsponsibl- forL

w

'setting up a plan, gatherinq\infOrnation (through

-

field trips,'intnrviuus\in thq connunity, etc. ), ;

. Y . ~‘“ - R )-_"“‘.‘ . . %ﬁ }%ﬁﬂ
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. {1
prcparing and giVing a pr.soﬂtatton tp their c&ais.

L "QY k;'Althdugh this prOject was carrild out in_an idealizod
satting, it mtght be feasible to pair ESL student:
"uith older anglophone students in’ thc cammunity,

preferably in their own schoal,-far a similtar typq;a# ﬁ‘

e perRct-

PR

- In supplementary mater:al for use in cycle 1 classes
of the JgrSme-le Royer School Board, Johnson and’
Sandnrs (198%) " havc prepared a unit entltled
"Pointe—aux—Tremblus. Where we live, Whera we wark"
‘(PAT) whxch includes 1nformatxon about the community
of Pornt—aux—Trembles as well qs many squgstxOQS for

iactzvitxes in the cammunity.' They arsd give

jsuqqestions on hpu the unit uas prepared and how

N T _: 'teachers/materials writers could write sxmilar units

for othen cammunxtxes. N S

J

/ ‘ :
4, In\some schools, classes are able ta spend a number of

\ ) 3

o days in a camp settinq for a ”classe verte“ or\“c)asse

de ﬁeide‘ Such an activhty could perhaps, be

s

conductoa in Englikh.- Thls has been tried locally in
a school in the La Prairie School Commissxon, as an

- ,  Cnrichm!nt prnjectu Although not‘community*based }n

<« the same way as the precedan activitiﬂ!, the whale
B LU class uould be’ 1nvolved in learning about nature, from "

I

di*fcrent speakers and anxmators and could possnbly
’.mak- contacts which they could naintatn. S )

. 3. Exchanqt vigits with Anglophonn studunts in an '



ot

Enqlish language schqol cauld be arranqnd. Siudéntt

couid bo paircd up #or lottcr cxchanq-s, and/or for L

e S . \
‘projects outings. A “_ - ©

" .Discussion -

Certain featur-s of th. }irst two of thc 4or-qoing

k‘uxamplos dif*or dramatically Qrom the regular high s chooll

'settan in a nunbcr of importint wWays: '

1. The student/teachorlratio ?as much smallnr: the OCC ~
'pro,gct was canductcd'uith a class o{ 13 adult

learner;;'tholnEeé project éitcﬁpd‘mchtérﬁ”atth:ong'oé

tnoxsthdents for highly ind{viqyaiizué’hclp; 'Hfgp'

.schnol'{e;chérg‘ysualfy deal @lth,ciésgés 6{t25 to 30

: students.

. 2. The teacher in the occ projcct and a1l the "-xpcrts

’tn ‘the MAEP program (mentors. classroom tu:chars, ESL

tn put in a great deal of extra uork tO»OanniZQ

o

"appropriate trips. make contacts in the community,

:.sensitize tour quides and ncntors, etc. giv-n\thc ;-,

A [N

workload of the regular hiqh school teacher‘foaéﬁfﬁq a

:numbar of different classes at difforont levols, such

_f programs are probably not 4casib1¢.

' learners uho nced.d Ehglish in ordcr to get along in 4

. and use thc resources of tho Englisn—spcaking

'community. Their situation is different from that of

Frcnch-speaktng Ducbucors uho are part of th-

Py

specxalxst, teach-r tnaxn.a supcrvisors) »ero requirnd_;

: 3. The StUGEHtF in both prOJists'uérc ninority;.lahQUlqo .

-
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N

fnhjority-languaqc Qroup.

Thtr- are oth-r probln-s nhich -ay apply to lll five

the above examples:

: Trlditional school tiootlblcl do not usually gtvo the

teacher tho fl-xlbtlity and bIocks of ttuc which would

5p-r-1t fiwld trips and classeés auay 4ro~ the school.

~

'Furth.rnorc, thoro uould ltkuly bu budgat problons in

'carryinq out fi-ld trips.

1¢ such projects were carried out with large class

';1 groups, there might be altendcncy'fqé.séudonts to talk

tn~thcir44trst ianduaqc among themselves. This is, in

" fact, tho reason. giv-n for discont:nuing the claise

verte® pro;nct in thn Lc Prairi. Board. ODn the other

hnnd, i€ thp students u.r- highly motivated, as many

| ofvth. students oligtblt for an cnrichcd proqraa arn,

-

! this utqht not po;n a probles. ) '

_Bacauswe Enolith ii the sbcond ltﬁ?u.g. in Quebec,

‘_th.fl Are many coanuniticl in which ‘such f!nld trips«;;

and 1n¥oraation—qath¢rinq outstd- the classroon would ;

oot be possible ?ﬂ English. Houcvcr,fn- noted aboyc,.

.'Qnrichncht.broqrh;;~aéc only likiiylto‘b. iapllﬁcntéd

1

S in. aroas uhnro, in fact, 1t is the very pn.:oncu of

b}

English in the environaent which has contrlbut.d to'

) thc gdvancnd English skills of thckggudants.

Another pumcnéxally serious objection is’'that such

:out—uf-class contac( ie just what these stud-nts havn-‘

,alr.ady hnd in -Ihy cases. Hany L th..‘:avc, 1n



content proa.

L, studénts wi:h to pur:ue, bn & topic. ruelated to one of

;‘ 3.g9tudents cauld be proscd ti a variety of auth-ntic -

’ J/
fact, proven that they can tak- advantage ‘of Enﬁ(lip S

&

in thi’cénmuniiyL Thcy have made use of contact- in

o~

the Engltsh—np-aking conuunity and they hav, ltstcncd}

)
to .the Enqlish'uedia. They nr.'a{ttn students who "y o

‘have learned to take risks in'uhiﬂg their secpnd L % -
fgnqu-g-.i what they are lacking is not exposure to

-~

}n?ordal Enéltsh or too”ihe Engl i sh-speaking ' L

doﬁmunify“, hut ;ﬁggggggiggvin the 1anguage.

0g;19g_§xg Theﬂatic units/pro;cct‘ are donc in classs:
Working in groups, studcﬂtn prlorQ a‘thematic .unit in a .

N -
.

§§Lle_ﬁgng§snsz

! . ' o

.1 Thematic units could fotus. on°a topic which is dealt .

3

kith.suparficidlly in’tﬁc.darh~progran‘ind,uh\ch

'their subject araa cnur:op te.q. qnogriphy‘or social
'sciencn) or on.any topic rc;pvant to itudcnt intcrcnti

and activitics (n.g; lives of favourite English— T :,\

‘ﬂ  speakinq stars). " L . , QM# : ' | ﬁt'-i ,
2. Students could work in groups uxplorinq dtffcr-nt - : :
aspects Pf a given thcnc:; In this way, di{fnrcnt f.":q"
jatgreéﬁs and levels of proficiency. could be -
'accommodntcd,; - 1 . | i - ;/('

t

saurces dcalinq with the toptc and could potstbly be

encoutaq-d to use library_facilitipl.' In' this way

. ' f 4 . N

thuy would bw: encouraged to develop skills for using

i 1 . Vv
i ' . N N N .
. . v & v ' 21 ",
o ) ” . . R Y . . R 4
ke " . . i . oo
. " , Vs N [ v 4 h
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A )

B ‘ L \ : - o )
' \’ = \ e ' o ’ . ‘ - ¢
. . . Cy .
, , different types of resources and for .independent
» : ‘ ' - x
learning. s \
:?:: 4. All four skills could be irmtegrated.

-
o R TP

-

5. Unlike projects discussed in the previous section,
these can be,d&be within the confines of the
- Ay

_traditional high school timetable, either devating

° T

certé{n peripds each week to project work and dfhh;s
to the core frogram, or by setting aside a block of *
time for project work only.

&. Some material of this nature 'which might be suitable
& ' ‘ o .

for such projects is already available.

¢

32— 4 74

1. K.Johnson (1982: 99-105) describes ‘a thematic approach
used in“Yugoslavia; Assoéiated with each theme'afo
sets of teaching matefials and source te§ts which

,

gt libze a_variety of techniques. Language practice

materials (e.gq. g%grci;é; oh'%t?uutune and-
pronunciation) are .also built into tﬁé unit';s, s ‘
follow—ﬁps to the source texts.

' é 2. Brumfit (1984) suggests a project in:whjéh studgnts:‘
péepare a raqio proéram aaout their country, with
di fferent groups working on different areas-of

o interest. (Of course, this uouldfhaye to be adapt;d

to the Quebec situation.) He considers such work to

be fluency—or;ented only and would not ﬁroviqb /

language-oriented exerctses with the texts, _ o T

Y
3. An interesting book by Fried-Booth (1986) gives
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-
. - LY
sieveral ideas for project work both in and out of |

clasé; The book contains a variety of "bridging

activities” to Qrepareistudents ;or ﬁroject work, as

'wegl as suggestioné for-organizing and monitoring

" N
project work. Appendices and case studies of a
variety of projects are included.

The Ontario Institute for Studies in Education (OISE)

-

has prepared four, geography/social sciénce modules for
* .

use by intermed& level ESL students at the

secondary school level. These correspond in a number

of ways to Johnson’s Yugoslav example. One of these,

s

| . ————— ——— — T A i S s e o Sl Ve G S s S A e S

u

multimedia kit which teaches the history and geography
of the Great Lakes lowland reqion. The kit is
suitable for students in grades 7'through 10 and

contains a variéty of ‘éercises and texts intégrating
&

the four skills. Getting_There: Changing

e e il S
13

Modes _of Transportation (Howa?ﬂ & Carver 1933), an

— e Sl o 50 e i i e e e e s e B e e . e o e o

i

introduction to Canadian geography, . and BTN
Let’s _Go Riding:.in_the Car (CarveF & Howard 1984), an

exploration of the history,¢impor£ance and impact. of

the automabile, are also written for studea}s at a

»

‘secondary }evel.

Excellent suggéstions for prOjéct‘work are given’{n:'
some of the English L;nguage Arts brogram guides

prepared by the Ministry of Education of Guebec for

‘ English'mother-tonéue classes. Two ex?mples_are.udrth

q

Ca 91
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b . .
mentioning. One involves a study of radio (or TV)
commercials (MEQ document 1&6-3206—-02A:18-20) and the

4
other a survey of TV programming (MEQ document

16—-3206-03A:11-14). Although these would require

adaptation, as they were written for mother-tonqu;

séudents, both would not only interest students at

this level but would expose them to the English me&ia).

‘Unlike projects wher® they meet people in the

community (with wgom they may choose to speak French)
A these projects must be carried out ;n English.

'

Discussion

, =ER=smsax 4

These proiect? may n&i be as "authentie“ as those
discussed under option 3:1 but they are much more
feasible. This is of prime consideration for most ‘school
boards and teachers. Certain broblems remain,‘howevér.
1. The'gathering o;‘apprupriéte source texts for the

kinds of projects éuggested by Jéhnson and Brumfit may

. be time—-consuming and costly, although it need not *
necessarily be so.

2. Currently avadlable published materidls have been
written for a somewhat different audience and may not
be appropria{; or may need extensive adaptagion for
use in GQuebec school;. For example, fhe modul es
prepgred by OISémwene~written for immigrants in the
Ontario school system. Although, to a certain extcnt;

their appeal is general, they were written partly to

familiarize the learners with Canadjian geography and

”



)

history (which secondary students here may think they
alre;dy know or which resemble too closely their
social sciences courses) and they teﬁd to—;e

+ Ontario-based. For example, the unit on the
automobile has 'a lengthy section on how”the bgildind
of highway 401 affected small communities in southern
thario. Teachers and administrators may feel this is
too far removed from Quebec students. The modules can
be adapted, of cohrse, but part of :their appeal is
that théy are already prepared. ) -

3. The approach tends to emphasize some activities more
than others. Comprehension activities are largely
based on reading texts and production activities tend
to favour the lanquage of reporting, rather than
conversation skills.

Option _3:3 Extensive reading brogram: An extensive

reading program is implemented in the classroom,
preferably in an individualized format.

1. One way in which to improve students’ rgading, is to
have them read more. The aim of an individualized.
B .
reading program is to improve students’ reading skills

1

by edcouraging them to read interesting materials of
%h;;r own choosing, at their own pace, free from
drills and exercises. Such programs have been widely
used in first-language classrooms and have been

successful in getting students interested in reading

and in improving their reading.

93



-

2, An individualized program can accommodate/studcnts
with different interests and at different proficiency

levels.

3. There are many graded second language reading

4 ~

materials available for use in such a program, as well
as first-language books written to appeal to

Sy e

mother-tongue students who are below level in their

reading skills. If funds are ingufficient, fhcrl’arn
various ways to recycle old materials, collect books
from students” own tolléctions or bor}ow books from .
libraries on long-term loans (see Nuttall 1982:172-173
for suégestions).

4, Such a program may help develép a habit for reading in
English, a habit which caould help students.continue
their language learning on théir own. A

S. A teacher wishing to imglement such a program would be
able to get ™ots of advice from books written on the
sub ject, as well as from librarians and first-language
teachers who have already used such a Arogram.

6§ Once the initial organization has been determid!d, and

-

the program‘initiated, students can help haintaiﬁ the

liﬁrary and records. : 3

o s v Do e e

1. The Ministry of Education of Guebnfqgutlincs\thn
advantages of such a program and gives suggestioni on
its implementation in a Reading Guide (MEG documant

- 16-3207A). Although the guide is designed for

94



¢ ‘;ﬁQ b}

-

teachers of English as a mother tongue;, it-is relevant

to 589 teachers, and contains suqqes?ions of booklists
anq magazines which might be useful in the selection
of materials. . - /
Nuttall (1982) gives many br;ctical suggestions on how

to impiement such a program‘lﬁ an ESL setting. She

}ncludti information on sources of reading material,

A

physica% set-up of a reading centre, evaluation,
organization, record—-keeping, etc.

Nuttall (1982) includés suggestions for adapting'an
individualized prbram, using reading cards o;’"labs“
or a classroom reader. Although such materials are
less Quftabyg for enéouraqing'students to read for
enjoyment, reading cards are often popular with the .
students, and can be qede by the teacher from a‘numbér.
of sources. A cias; qgader is even %ess desirable but
if'useé for out-of-class reading, class time can be
spent in di%cussion.

Setting aside blocks of class time &urinq which

\
students and teacher read books silently, or during

which the teacher reads a story to the class can help

b

foster reading fdr enjoyment. These téchniques'are
used extensively in first—;anguag§ classes and the
participation of the téacher in the reaqfﬁa acttvity,'~
whether silently For h;svﬁnr own enjoyment, or fér |
lhhr{ng a story with fhe class, serves as a model for

PO

the students.

-
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1.

{ -

3.

scussion ‘ . / ’

Although many reéearchers agree that frequent and

extensive readingin the second anguage is one of the
. ’ ' -
best ways to acquire language, /such a program deals

diréctly only with the comprehbension skills. It is

that such improvement in production would be obvious

within .the span of a yea —longfprogram unless other

’

more directed activitigé/wene iﬁéluded.

, . : - ~
_ There is some disdgreement on the question of whether

students should

.schoal of thoight holds that students should at least’
answer a few, simple questions, and that‘doinq 80 bfynsr

them satisfaction and a sense of accomplistment. The

‘ other.oﬁ?nion is that reading for enjoyment is o

essentially a private actiJ%ty and should not be madﬁ

school¢activity by requiring a demonstration of

' .

standing. In any case, grading of students in

‘devoting considerable class time to activities which

‘are not used for purposes of evaluation.

~ . ' e (—, f .
. b L o ’ 4 oo :
. o i .9 . . . i 9
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more_opportunjties for students _to_ engage
in production_activities. .

.

— e e St e ot S e e S i o o S S S

Y As discussed earlier, the writings on the importance
of coﬁprahensién skills have eonceﬁtrated on the
beginning stages of language learning. Tﬁe:: has been,
however, little written about the”transition from a
primarily comprehension~based introductory syllabus to a

more balanced syllabus in which students are encouraged

4

’

to produce as well as comprehend.
There may be a number af good reasons why so little

\ ' .
has been ‘written about the time or the need to make the

9
switch to’more productive practice. First of all,
authors are concérnéd to show that comprehension is a key
process throughoughshe language learning process and must
continué to be stres;ea. Secondly, it is unlikely that -
one can specify‘the point at_which such a transition
shou}pyiake place; it is rgally a matter of timing which
must be left'ﬁp to individual teachers. There may be
other, more'practi;al reasons for continuing the emphasis
on comprehension activities. First of all, it is
difficult to evaiuate production on a communicative
basis, as has been shown in the previous discus;ions on
eQaluation. Secondly, tests nqupoken production are
vary difficult to administer because of the time factor
involved in administering iﬁaividualized exams. Thirdlf,

comprehension activities are more easily managed in the

classroom. The teacher can more easily create situations

97 . L
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. L :
v« in" which all students read or listen to a tape, than
situatiqns in which students are'produclng spoken

.l'angdage. Al though muéh has’ been written about the

’

advanf:-é—ge‘s of gro&p and pdirr_ work in the classroom, many
teachers are still very uncom tdrtat;ge with the n'nisn

'level created and with their o n new- role as facilitltq{r;—

A

and animators rather than as instructors and managers.

It seems apparent, however, that the students in an
[ Y 5

" intermediate Yanguage class are well béycmd'thn beginning

stages, .and’*ﬁﬁght benefit 4rom increased opportunities
for productiont. . In this section, three possibilities for

promotin«j production are discussed.

Option_4:1 Increase the level of performance required by

o~ —— — — —— — —

the students an the preésent production tasks.

.
.

This optidn is the same as 'the one proposed under-

[

section 1:1. , ‘ B o
. -Dption_4:2 Require the production of all the
. comprehension objectives in the current program.

-~

o e e U S S S G S e ey S s s et D e S

Possible_ _Advantages o - ’ .

1. T‘he pr:esqnt program is ba'-.-ged on an.an‘alysis of the T

interests and needs of SC1 students. It can,

therefore, be assumed that the students would find the

-

topics interesting and relevant. ‘
2. Alth;:ugh there is a correspondence between some of the
z { '
text types given in the comprehension and production’

‘l objec'ti'ves, there are many more text types given for
- cdmprehension than Lprdduction, and therafore, several

which 'might be cc:;nsidernd for production activities,

a
-~

. ro. L ’ X )
b o .If‘ ‘ :I
- . L " | -

. | o
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2.

s 1.

-~

3.

\ ~—— Examples -

. Discussion ‘

’ o

The naw ‘objcctives uoulci be in keeping w#i-th the

cammpunicative nriantat_ion of the core program as they
6?

stem from it.

Aural comprehension objectives 1.1 and 1.2 (weather
and sports bulletins) have no counterparts in the oral
production ob jectives. The teacher" could have
students prepare and presént sportscasts and weathe_r

forecasts as part of a simulated newscast.

Writtén comprehension opjectives 5.4 and 5.3

(catalogues and letters of reply) have no counterparts

»

in the written production objectives. Studgnts could

prepare catalogue entries and respond to létter;s

‘'ordering an item, playing tﬁe role of the store owner

aor manager.

The original objectives were drawn up with the real -
needs of the students in mind and it is for this

y 1

reason that listening to recorded mnsii/ges in th.g

media and understanding cataloﬁues and letters of

response are included. Although the foregoing

—— Pl

‘suggestions might be fun as extra activities, there is

éertainly no way they can be justified as relevant for

the students” immediate or likely future needs. They
: sho}ufd not, therefore, constitute ob;jeggives for the

- program.:  They could, however, be included in a

methodological guide of the type proposed in section’
. .. 3 A ) 5 .. .
1 . ’ : . . “ sl

9
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Option_4:3 Through a methodological guide and/or training

sessions, provide teachers with practical examples and

suggestions for increasing opportunities for production
in the classroom.

—— G S S S S T A . s S g v i S A o

¢

1. Teachers accustomed to working in a teacher-centred

classroom need concrete suggestions and exaﬁplcs of.

how classroom organization can be altered to allow for

group and pair work and how their own role changes
, .

— ’

when such alterations are made.
2. Préviding teachers with the methadology for and
practice in increasing production rather than a set of
specific exercises or Dbjectives allowé for more
- flexibility. Teachers who are comfortable with such
a .
techniques as role-playing :Pd improvisation could
thén adapt and use such techniques in the classroom.
For other teachers and other c1§s§es, small-group .
discussion might .be more appropfiate.
Whiie acti;ities of the type mentioﬁgd.in section 412
could. be useq; there is ample opportunity for a much
wider range of activities.
4. Realistic writing and speaking activities could be

devised which expand on the students present and

@

future needs. . - '
' ) \ _.——-‘/

—— e s S Y e

z: . 9

1. Two excellent books on speaking activities in the EBL.
classroom could be consulted for suggestions. Brown

and Yule (1984) deals with many different types of

g ’ “ | 100 . —
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speaking activities while Ur (1981) deals.spécifically

with discussions for fluency practice.
Two books on writing activities could also be

consulted for suggestions. Both Raimes (1983) and

White (1983) include many writing activities suitable

for this level. - '

Discussion

‘presently in use do provide bpportunities for production,

Although many communicative programs and materials

-~

a number of considerations should be kept in mind when

assessing and adapting them for the present purposes.'

- 1.

>

N
’

As discussed‘hbove, there is often a lack of

t

speaking turns (Swain 1985; Allen et al 1984) which

are more difficult than short. turns and which they may

need to practice in order to progress. Increased

opportunities for production should, therefore,

include obportunities for sustained production.
Even though there is a necessity to provide

-

Abportunities for students to go beyond short
interactive speaking turns, sustained speakiné need
not be interpretednas public speaking or prepared
Hpresentations. Although it can certainly be argued

that public speaking is a worthwhile activity and an

objective which sone ichbols might wish to adopt, it

~

is presently not a goal of the ESL _program. In

considering adoption of such an objective, it should

-

101
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Qbe remembered\fhat such presentations require a qrdht “ \ ”

deai of class time.which might be better spent.
3. The role of iﬁput myst not be overlooke& when . .
gtressing.productiéﬁ ékills. Students cannot talk or
,’rite unlgss th;y have éometh{gg to talk or urft-
about. Materials and guidelines must go beyond the

level of "let’s talk about X rock star” d provid. (

LI '

opportunities for students to gathc& information (@.Q.

— /7_‘——
.

through listening, reading, and/or‘discussﬁpn
» - .

activities) which can then be used in production .

PN . 2

activities. - .
_— N
Evaluation remains a problem.’ Qggéer and more

compiex written tasks. could be evaluat d using the .
approach -of Wesche and Morrow discussed earlier, but

there is no provision for evaluating speaking. ,Ip?

‘administrative problems mentioned above apply here, and

the unsuitability of the mastery levels of the core

-

program have been discussed earlier (see option 1:11).

L] 9 7 - -
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another program_for_ SC2.. -
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This option has an immediate intuitive appeal and
‘ ®

is, in fact, the course which has been foiloued:by the
' o

Baldwin-Ca}tLer $chool Commission in its' intermediate SC1

clas;es. Students in the intermediate program have used ~

- -~

-

the next book in the series chosen for the basic class.
This approach could be applied to the present situation-

by simply omiitinq the -SC1 prograu,‘an the assumption

'~

.
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that the students ilrn;dy know most of the language
o , -
involved, and following the SC2 program instead. This

would mean that only one intnfnnd:atc—lével program would

need to.be dcv.lopnd! the one ’gr use in SC2.

u

Eoxsible_Advantages
1. The obvious advantage is that the SC2 program has

already been written and it meets the requirements of
' ¥
the Ministry of Education. SCi1 intermediate classes

would have a ready-made program, and possibly

4 . .
ready-wade materials those approved by the Ministry

for use in SC2).
& - : -
2. By ‘%mintstnring the tests which would normally be

given at the end of SC1, it would be fairly easy to

determine 1 ¥ students were at a sufficiently advanced

’

level to pursue the SC2 proqr;m. 1f certain
/’ N

s/ ¢ , .
weakneosses were noted, the appropriate parts‘of the

S§C1 program could be done before the SC2 program was

begun.

3. The need for a new program would-shift to thé older '

age grolip, students’ in SC2 who are more advanced not

only in theirSEdglish, but also in tReir first °

) L

"lanquiqc skills and in cognitive development. There

by aight be, therefore, a broader range of alternative

. -programs which could be suggested for the SC2 pfogram.
" For example, the optiohs discussed -in sections 2:11 and

312 of this thesis could be applied to the SC2 program

instead. In fact, the mini grammar course outlined in
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2:1 might be more appropriate with more mature

students. Another possibility would be to introduce.

7

. PR
- ‘ ' : ’ . - A

3 . to the program gither a literature component‘orla nore

focussed reading/writing compnnent which would prqparc

ol )
‘students to pursue academxc or professional studius in

. 'k‘éx‘

Englxsh after Secondary school. (These suggestiont

’have not been explqred for ;he SC1 program.as the

sfﬁ%énﬁs are probably not 'advanced enough for the

first, and the'sec;nd is irrelevant ‘at this stage in

their schooling.) Finally, there is the possibildty
’rZBat the students might be pro{xcxent enough to follow
. N ..a mothér-tongue Enqligh program. If this were so,

~

schoolg would'ge able to take advantage of ready-made .
r | : .

programs and materia#s.
|

1. The scope and nature’of the 802 ob jectives are
. , : significantly different frcg&m' those in SC1. Although
-students c¢ould perhaps skip over all the SCi
pob_,ectxves, it is not clear that this would be in
their best'interests. Unlike a strqctural program in
which the leés.complex structures are incqrpdrated

into the more advanced books of a given series, there

is no guarantee that students in SC2 will have

L}

texts in SC2 as aré provided #of in the existing SCi
progfaﬁL , ' &

13
2. The SC2 program is organized around skills or

o o ' 104 .

apportunities to explore and broducé the same types of



loperations, rather than around text types f; in SC1.
Alfhouqh many of the skills, such as'deriving meaning
from context and skimming and scanning are appropriate
for students in SCl, there are others which are
considered difficult even for S5 students’'in their
firstdganguaéé; summarizing aﬁd distinguishing fact
and opinion are skilis which may be cognitively too
~demanding for many SCi students. Although the
students in the intermediate program have advanced
English language proficiency, it cannot be assumed
that they are advanced in their other skills.

Al thaugh thé program itself might be able to be uged
iﬁ SCi, {t is unlikely fhat the commercial materials
abproved for SC2 or the teacher-prepared materials
developed for use at this level would be suitable for
SC1 stu&ents. Such maferials will be written (none
are presently available) to reflect the interests and
needs of an older age gro&p. For example,’materials
for SC2 are likely to.cover such topics a; getting a
driver’s licence, caree? preparation{ job hunting,
etc., topics relevant to students in their final years
of secondary school, put not to SC1 students. This
would not be'trué of all the material, of course, but
one of the chief advantages of adopting the §C§
program would be that it is ready-made. .
Although it might seem appropriate to o?fer students
an Engliih méther*;qngue program on completion of the

R S ———
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ESL program, teachers in‘Frcnch—lenguage -chools'may
not be prepared to teach such programs and it is
unlikely that suitable resource materials will be

readily available. ’ N

There seems no pressing necessity for adopting this

option. The scope of the existing SC1 program is

.fairly narrow and there is ample room for broadening

it,as well as broadening the existing SC2 program.
K .

s
~
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‘ CHAPTER_S:_ CONCLUSIONS
THE_GUEBEC_SITUATION

As stated earlier, the enrichment options discussed

~

in this thesis represent a variety of qossihle progrém
adaptations and types. They are based either on
suggestions from ESL\sbecialists in Quebec, or on
programs which have oﬁeraﬁed in other settings. In

¢
making final recommendations for the SC1 program
adaptation'in Que;ec, however, a number of factors must

be kept in mind. It has been necessary, first of all, to

" take into account a number of practical considerations.

o s e R S T et e Sy P T S S S o Gt e e S S S
- B

1

The. type of program being discussed in the present
situation ;s} by definition,” a small-scale program.

" There are only a few school commissions in thé province
where there are enocugh students to warrant drawing up
such a program. Even if several school commissions éid
decide to offer enriched programs, {here Qould be
considerable variation among them. The writing of a
program specifically adapted to a particular group of
students. Recommendations in this thesis are, there{o}é,_
gane;al enough to be adaptable to different‘situatinns.
R .The small scale of these programs means that it is

uﬁlikcly that teachers or conseillers pfdagogigues will

be given a great deal of time to design them. This time
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actor has been considered in the recommendations.

Likewise, budgetary constraints and the restrictions
. 1
on space and timetab;e arrangements discussed in chapters

't and 3 have been considered. It is unlikely that these

would be altered for the purposes aof a small enriched
7

program.

The primary goal of the MEQ for the teaching of ESL
{n fQluebec must also be kept in mind. At the'present
time, the stated goal is to prepare francophone students
to live in a predominantly.francophéne eﬁvironment in
speak and write it fluently (J. Munro Jones, personal
. communication). Although ﬁg?s goal may be questioned by
Ssome, and may change as the boliticgl and economic
ciimate of the provihce changes, it has been réspected in

this thesis.

e i T e B e e e A o v i . . i e o S . ——— A S -

In terms of program content and guideiines for
‘language teaching Sﬁd learn{ng, four main concerns have
provided thé focus for these recommendations.

The first two concern the roles of accuracy and
fluency in languége teaching and learning. Most laﬁguagl
teaching specialists would agree with Brumfit that, in
‘fdrmai ianguage—léarning éituations, both accuracy and
fl:nency uork—are important. The defi;“tion of these
terms and thé relafionship between the two types of work

‘ is not alua}s as clear. Brumfit defines accuracy work as



any lan&uagc activity which is not being carried
on with the learners apparently operating in the
same way as they do in natural, mother-tongue
use. (Brumfit 1984: 52-33)

If this definition of accuracy work is accepted, it is
clear that the core SCl program provides ample

opportunity for accuracy work. In fact, Brumfit goes on

"to state that

the syllabus is always accuracy-based, for, while
the syllabus is uppermost in the mind of teacher
or learner, the emphasis will be on form or
cantent as determined by an external
specification of structure (p. 118).

‘ Although many of the materials which have been prepared
» . /

for use. by SCl students attempt to. “dxsguxse“ accuracy //
work by practisxng language in communicative exercases/

and situations, the external specifications of the
4
program still provide the undérlying basis for ‘them. It:

-~

is impdrtant to remember here, however, that these

specifjcgtions‘are made in terms of functions and

~notions, not inp terms of qrammatiual structures. Thus,

while the core program provides for accuracy actxvitxes

within a functional—-notional or funct}onal—analytic

N . .
- framework, there is no pravision for grammatical accuracy

work.

2
-

According to the above de#inition; it would seem

appropf!ate to define fluency activities as those in
which learners operate as they would during natural

mother-tongue use. During such a&tivitiés, students have

a

considerable freedom as to what to talk (or write) about,

’
v
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qu what lanéQage to use;;jThere is some scope in the sC1

' program for such work, but, generally spea%{ng, students® -~}

' lanéuage is restricted py’the content of the materials

being used. . ' ' o T
In light Qf ghe‘fact that 5£udents in French-
immersibn program§ and in intensive ESLlprogra@s are said
tb speak quite fluently (at leastnin comparison with
their core—Englis; or core~-French counterparts), it is
necessary to cqpsider whether, in fact, there is é neeq
for furtﬁer fluency work. In ;Ztempting to answer this
qugst{on, it is use*ul to go beyond the foregoing, simple
definition of fluency and consider the four kinds of
speaking fluendy which Fillmore (1959) has distinguished.
The first is "the ability to fill time with talk". This

description refers more to the quantity and automaticity

of speaking than tolfts quality and depth. This:kind of

°4iuency is displayed by many L2 speakers who make a

favourable first impreésion but who, in fact, cannot
'groceed ﬁpch beyond superficial chit-chat. (16) The
second kind is "the ability to taik in coherent, reasoned
and semantically dense sentences”. The third is "“the

abiiity to have appropriate things to say in a wide range
. “ ?

" of contexts",(17) 1I1f the aim of language teaching is to

develaop all three h{nds of fluency, rich and varied input
PR

must be made available to learners. An examination of

the content of thﬁggére program indicates that students

.may have opportunities to interact in fairly open—-ended

L
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situations but that they do so within a narrow ranqé of'

* ®

topics.. In order to alioﬁ‘opportunities for the fluency

‘work which Brumfit envisages, a wider range of topics is

required.

c

A wider ranqe of topics is also 1mportant for other

reasons. Both Brumfit and Widdowson (1968) state that
develoﬁment of a new language.should be aSSQC1gted with
the development of new ideas an& concébts. An important
consideration in devising classroom work is' that

there should be material that learners should
want to, know about, information and\ddeas that
they should want to obtain from teachers or one
another, in the _target_language. This 1mplies
that such material should not be what is freely
available in mother tongue but that it should be
devised in direct response to the situation of -
the home culture. (Brumfit 1984:110)

Although I would not go as far as Brumfit in recommending

cultural conteﬁt (partly bécauée chnch—Canadian and
English-Canadian cultures are relativel* close, and
partly because the MEQ is unlikely ta approve é course
based heavily on English-Canadian culture), 1 think that

it is important to move beyond the evéryday interests and

cbncerns of students into more information-rich topics.

Most of the topics contained in the SC1 program are
. Fd : o N .
topics which students frequently hear and read about, anq

5

about which'they converse. However, they can and do do

’

this in French. ' In order to encourage student
interaction with listening and readinq texts, and with
sach other, it is important that such interaction be

centred on intur!sting‘qqd challenging material wh{ch

“111
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English-speaking world.

' RECOMMENDAT 10NS , ot

tﬁem, would provide feasible and suitable guidelines for

N .
£ L ~

contains new infornation and ideas. Only. 1n this uay can

one ensure student—student interaction in Enqlich and

+

encourage studentS'to go beyond their present

French-language sources of informatibn‘tovtﬁj outside

The fourth important consideration in these ' , ‘ e

o

recommendations is one that. is at the basis.o¢ much of -

the writing and thinking about communicative language

teaching: that the language téachér;s role is to
facilitate l;nguage learning rather than to teach
language. As painted.out in footnate 14, tuachers can

dgViéépa gyllabué far teaching but i{ is the student who

determines the syllabus for learning. ‘ o - T

P

Although any of the five options, or combinations of ,

program adaptatxon in certazn settings, I would recammend
that teachers or program designers focus on a combination
of optnons i, 2 and 3. In this section, I will bri-fly

give reasons for.réjecting options 4 and 5 as the main

focus fbg program adaptation. I will then make moru\“-
. . p o .

_.specific recommendations regarding program adaptation,

\ . © ’ . . ' -~—
focussing on the other options. C . :
Qggigg_g; Change the empﬁasii.o& thn'pragram to\prpvid-

more. opportunities for students to engage in

While there are good reasons for -ncodrngibg.morufl‘ ' T -
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lthdunt production, this option should not form the focus

'

of a program adaptation. First of all, fluent production

is clearly not the goal of the MEQ. Nor is it its goal

to produce students who can take sustained speaking

13

turns. (As noted earlier on page 51, this is not ;
skill required of or mastered by all native speakers of a
languaqéfj Secondly, the praoblems aof "classroom pidgin”‘
which have arisen in other secondlla:guage classroom
Qéttingé should not be ignored. Research with students
in communicative proYrams indicates that students’
production is reasonably f{ggnt'but inaccu}ate.. Unless
students are required\té do more with language than is
called for in the present program, there is little reason
to believe that £hay will be pusheq beyond a variety of
English which ig adequate for communication with their
classmates but hardly the final goai‘?f language
learning. o . - (/

It is expected that production acfiyities of both

accuracy and fluency types will ﬁe included in an

»

enriched program. It would be wise for program designers

to check through materials to ensure that such activities

are provided for. They should not, however, provide the

, r

focus for the pragram.

QQLLQQ_§: Follow the SC2 progtam in SC1 and develnp
another progran for -SC2.

Although this opt:on saems appealing for pract19a}

reasons, there are valid pedagogical arguments against

its adopfion, as were discussed in the previous chapter.’

r.a
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Liﬁ'additiuﬁg'the altgrnétive programs sugg!st‘d for
students Jﬁgifinish the SC2 program eafl; may not S. as
easy to implement as they might firgt appear. Setting up
English&mother—tongue-or literature courses at this level
may require library and other resources beyond the means
of mast schools. But perhaps the overriding réason for
not adopting this option is that it seems a shame to lﬁse‘
thé unique opport;nity presented by an enriched program
to respond to the séecifi needs of particular students.

Exﬁerience gained fraom enriched programs might well prove

useful for teachers in the regular grogram.as well.

make them more challenging.

’ Considering the time necessary to design an entirely
new program, é% would seem wise to consider use of the
. core program in a modified form'for a.portion of the
schoal year. This could be done in two ways. The
easiest way would be to adopt one of tﬁe four textbook
series which have bgen apﬁrgved far Sgl by the MEQ. The
praogram designers could devise some more challenging
exercises than those in the present series and cou%d
decide to use only some of the units provided. Tﬁis
wnula leave other time to ﬁursue options 2 and 3.

The series Shaping_Up! }Acheson et al. 1986) and
Connecting (Tremblay et al. L?hEﬁ offer teachers the most
scope’ in this regard. They both provide linquisticallx

chqllenging material which could be exploited more fully ’

than it is at present. Both are divided into modules, _ ‘\\
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three for the former and four for the latter series.
They both include t"ablts correlating objectives and
activities so that t\i‘\chcr's coulq ch ose two or three
sodules which would cover most of the objectives.
Shaping Up!, in parficulag, of fers in#ormation—rich‘

\
content nhichnshoulg encourage students to interact in -

English. (18)

R

\ -
The second way would be to use some genuine

materials such as radio and TV broadcasts and newspa;*r
and magazine articles. These could be inter'spersed with
the core saterial either to‘ supplement information in the
topics covered or to provide a somebhat\ different type of
activity. This would bg particularly important if
Shaping Up! were used as the core material, as it is
primarily a reading series and does not include a great
deal of listening.

Qngigg_g: Incorporate a more explicit emphasis on _
grammatical accuracy into the core program.

It would seenm wise, in light of earlier comments, to
incorporate a gramat{é:al accuracy component into the
program. Option 2351, following & mini course in.grammar,
would constitute the most straightforual;d way to do this
as the teacher céuld ‘simply adopt a grammar book to be
followed. 'I would argue againslt this on the grounds that
I think there would be a t-npt‘atioﬁ to try to move
quickly through a large amount of material, especially
since the esarly lessons would prot:ablnﬁy be fairly easy for
the students. . *

- %\
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~students, onqbing;research with the

©

One of the major defects of almost all.languagi
syllabuses is the determination that a large body
of linguistic content should be ’covered’. In
practice, this usually means that it is presented
—— more or less -— to everybody, but that few
"students have time to assimilate new material °
before they are exposed to the next chunk. Even
if the material was carefully sequenced to be
programmed. 1ogically and linearly ¢( ich gt
usually is not); the wish to incorporate more and
more linguistic content would prevent effective )
learning for many learners. Our drgument is that ’
‘a limited system used flexibly will be more -
valuable than the unassimilated parts of an

immense system presented rapidly and separately.
(Brumfit 1984:143)

\

-

1 would, therefore, recommend that teachers choose

s

to work on a limited .number af grammitiqgl problems that-

“~ Ca-
regularly cause difficulties., ]hesé problems may be
sel ééed in a number of ways. First of all, although
\ . L]
the l is insufficient time and money for the kind of

research done in the DISE studies of French immersion

intensive ESL classes.
Y .

in Quebec may help to identify areas of 'recurring

k4 >

. 3T¥3iculty. 3§j§ond1y, tests such as those presently

. being used for placement purposes by the Baldwin-Cartier

School Commission may provide insights inF; recurring
problems. Results of these test§ have already been
aﬁalyzed in some detajl_and could provide an in;tial list
to 'which program designers and/ér teachers might react.

Thirdly, and most importantly, teachers, either

4

.individually or in consultation uitﬁ other professionals,

could 1dentif§ and select problem ardas. Teachers’ past

expefience gives them valuable insibhts into students’

-

pes R ”‘
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veaknesses. The role of the gonseiller pe#dagogigue or

-~ other consultant in the selection procedure would be to
help t-a;hnr- draw up suitable priorities in light of the
fact that certain sorpheses and structures (e.g. th;
éotlntsivo “*s"*) are acquired late, and.th?t SOme errors
interfere more than ath-rs“u;th the communication of .

'J..an;nq. B
‘ Work on scl;ct.d grammatical areas could intlude or
exclude metalinguistic pr{anation, depending on the
studont;' learning styles, the materials available, and
the twacher’s p}cfcrrcd teaching style. I wbuld i
recosaend, haowever, that the program 16cludo‘|ome
consciousness-raising activities in which students beconé
“tuned in" tp grammatical features. As production
t;volv-s S0 many complex sub-skills, emphasis on

comprehension first ensures that the production problem

is in fact a problem in productioh, not in understanding.

N L]

Qg;ign_}: In conjunction with, or following early
completion of the existing SC1 program,
udents could take part in another, quite
different typt of program.
lpvbrdcr to providc opportunities for real fluency
"work, I would recommend either project work or an
sktensive reading progras. be included in an enriched:
program. Large-scale projécts of the type suggested by -
“Johnsoh and Brumfit proJid- opportugliils for students to

pursue tgpi€? in depth and to determine, at lqast

e ) ¢
[d ~o .
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partially, the ﬁircction anq"contnnt of tﬁcir learning.
In keeping with the remarks made earlier regarding
significant, worthwhile content, it ix important that
such projects be carried out 1n;nuch the same way as they
would be i they ucre_goh&ucted in the mother tongue. ’
They should centre on interesting ‘and new information set
at a suitable level of abstraction. Kftﬁ or modules such
" as those put out by DISE could form the initial activity
in such a project, to be followed by more independent |
work on the same theme. Or, in consultation w{th both |
the ESL teacher and other sup;ect‘area teachers, projccﬁs;
E!lated to\the students’ own interests and/or school

sub ject areas could,be set up.m\ff topics are not too
esoteric, resource materials should be available at local
libraries, or at‘publ}c and. private institutio&s such as
government offices and large conpanics;(fQ) The teacher
would h;ve to allow some lead time to gather the NI -
ﬁecessary resoufceq, but projects on many topics shoh;d
be feasisli.

Extensive reading is also valuable and may form a
part of project workb‘ Extensive rcsdlng programs which
" focus on reading for pleasure may be more difficult to
set up, depending on:coumunity facilities. It may be
possible for students to borrow books fﬁb« local
libraries, although this is\ﬁng;aluays successful, .; the °
teacher has less control over siLdonts. An in-school

ﬁibrary or book coilcction is not essential, but is very

1
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- ensures that everyone participates. Once habits havg

useful ig,initiaiinq a program and in getting reluctant

o~y

students started. If resources are available, such.

\

collections éould be built up over the years. A portion
of time could be allotted on a regular basis t6 extensive

reading in claqs as this lends status to the program gnd'

z

been established, a more informal approach could be
- 3 C
followed. v -~

v

Einal _resarks ‘
The specifics of individual programs will differ

¢ '
with the needs and resources af each situation. Hoﬂgver,

-the foregoing idvoifigation should assist program

d-s!qners in selecting a focus for program adaptation and

providc references to possible sources of materials. It

v

should- he of assistance not oquato persons setting up

‘enriched programs but also to those involved with regular

ESL core programs. Although a program such as that

provid-d by the MEQ provides'a framework on which to

‘ build, it should not be seen as a rigid documont to be.

followad to the letter. Flcxibility and
itudcnt—ccntrcdngti are at the basis of communicative
language teaching and good teachers will always adapt and

suppl t the progrim to suit their own situntion,
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FOOTNOTES

The plan for this revision is published in

oi ﬂction (1979). Hounvor, tﬁ;~;;;f;;i;a;; plans for
rewriting the ESL program were actually started
earlier than this (e.g. Georgeault. and Danan 1977).

‘Although this trend was felt throughout educational
circles, its importance to second language learning
was developed most explicxtly by Gardner and Lambert
(1972).

. Y
Writers such as Krashen (1978), Bialystok (1978) and
MclLaughlin (1978) all acknowledge two processes but
they differ considerably on the connections between
the two. Krashen, for example, sees subconscious and
conscious learning as completely separate systems.
Other authors consider that items learned consciously
may transfer under certain conditions to the
unconscious system..

There have, however, been some findings which
question the universality of the sequence of
deveLopmental stages (e.g. Larsen-Freeman .1975). -

This attitude to error correction is displayed by

- both adults in conversation with young childrcn, and

adults in casual conversation with
less~than-cnmpetent speakers of English.

Some published materials, (e.g. Connecting (Tremblay -

et al 1985) and Take One (Banko et al 198%5) do
include a reference section at the back of the book.
which lists ways of realizxng particular languagw
functions. -

‘Several of fhesé principles are explicitly‘étatod in

the new program for cycIe 2 of secondary schoal (MEQ

. document. 16-3252), a program in which considerably

more freedom is given to teachers and materials
writers as to the choice of content,

Readers series put out by Neubury House and Collier
Hacmillan, for example, base their assessment of
~;?cabulary on word frequency lists. Great care is

ken in the reading portions of audio-lingual series;

ike English 900 (1978) to use only those words which
have been introduced and "learned” in the prior )

* texts or grammar lessons. - -

.

For example, Engllgb 909 (1978) and the Lado lcriuq A

A



(1976) which have been lxt-nsivcly used in Quebec.
10. For example, in a lcvnl onge book of thl Collier
Macmillan Readers Series, the following sentence
appears: "The susic came from a violin for the most
part, but if there was noG one to play an instrument,
‘clapping was used to produce the rhythm by which to

. - dance”. (The Love Letter 1981:51) If graded by the
Botel, Dawkins and Granowski scheme, the sentence

would be classified as very difficult.

11. For example, relative clauses and appositives may
’ make sentences longer but they may also help to
d-fin- new words and clarify concepts.
, 12. Nhitu uses as an example the question of adverb
¢ - ) placement in French and English. Adverb placement
‘ ' is relatively free in both languages except that in
. English (unlike French) the adverb may not appear ’
o ' between tha verh and direct object. “There is no
obvious comprehensible input that can show this, and
. certainly nothing in the meaning or extra-linguistic
context that will help tho lnarncr to get it right”
. (White 1985:12). : )
. . { i
. 13. ‘Options in skeletal form were proposed by Jonathan
Munro Jones, the person responsible for the ESL
programs at the Ministry. of Education and were
discussed at a meeting with mysel¥f, my ‘supervisor
(Patly Lightbown), and Hanns Tibblin, conseiller
pcdagogiqu. for the Baldwin-Cartier School
+ Commission. This school commission, which is
* responsible for an area in the wastern part of
Montreal, operates an enriched program based on the
. old programme-cadre and is interested in exploring’
.7, options for enriching the new program.

n 14. “...the syllnbus being developed is that of the

. . " learner, not the teachers the syllabus designer

.provides and structures the major part of the input,
but the learner structures all the learning”.
(Brumfit 1980:8) , .-

1S. It is possible, however, that with certain school
. _populations, a formal gramaar course might prove
‘\jf\ . interesting to academically-priented students.

o -16. Cummins (1980) characterizes this kind of fluency as
- basic interpersonal comsunication skills (BICS) and
. " . draws the distinction between it and
°C B ' cognitive/academic language proficiency (CALP). He
o - found this distinction useful in explaining the
'y - acadesic difficulties experienced by ainority .
languag. chtldrcn in the r.gukcr school system.
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17.

18.

19.

4

Teachers and psychologists in these settings have

., sometimes failed ta make the distinction between

these types of proficiency, a failure which has led
to the-labelling of immigrant students as mentally
retarded or learning dxsablcd.

Fillmore’s fourth kind of fluency is the ability to
be "creative and imaginative in ... language uses",
including punning, joking, varying styles, etc. It
is not the role of the SC1 teacher to prepare
students for this level of iluency.

The other two series, Iggg_ggg (Bankn gt al. 198%5)
and What’s_0On? (Bosquet 1985), are written in
simpler language with less information content.
They do not lend themselves as readily to the
adaptation envisaged here. .
Fried—Booth (1986: '77-82) provides a valuable list
otnpossible sources of material for project work.

. . .
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APPENDIX A
. ﬁum:x-ni_lscamn_nmes&i.xs:

GQ!QC!Q!QILQQ
At the end of the first cycl. of the' secondary

progras, the student will be able to:
1 & S demonstrate his comprehension of texts which

N " he listens to°or reads in order to inform

himsel f about facts relating to persons,

@ activities, objects or places;

' 2 & & demonstrate his comprehension of texts which
he listens to or reads in order to inform’
,himself about instructions;

3&7 desonstrate his comprehension of texts which,
> he listens to or reads in order to inform.
Lot himsel f about interests, attitudes and

feelings; v

4 L 8 demonstrate his comprehension of stories,

" true or fictional, which he listens to or
reads to asuse himsélf, eaphasizing the
principal idea and main points.

Eroduction -
At the end of the first cycle .of the secondary

program, the student will be able to:

9 & 12 write texts about or exchange factual
information concerning persons, activities,
objects or placess

10 & 13 write texts about or exchange information

about actions and instigating activities;
11 & 14 express in writing and exchange orally
interests, attitudes and feelings.

A}

B
‘
» - :
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. . @PPENDIX.B
e .+ Tsxt_Types

1. Aural comprehension
-weather forecasts
~sSports news : ,~ .
-bioqraphical accounts < ‘ ‘ o
~reports on various facts or incidents .
-documentaries on places - oo ),

. rorders s '
“requests ) .

~warnings .

-messages about transportatxpn ) -

-oral advertisements regarding items for sale .
-information about activities
~stor1es/oral accounts

~

2. wWritten comprehens;on
-menus '
~timetables, schedules )
-catalogues , :
-letters written as replies ‘ -
"-biographical ‘notes . -
-summaries of films or TV programs

—articles from newspapers or magazines
-orders

-warnings

‘—announcements about items for sale or exchanqe
—~announcements ‘about activities '
-announcements about lost articles®
~job offers

—tourist brochures

—~greeting cards .
~letters ’ ol
-biographical notes Fo ]
-stories/written accounts . . . .

‘3. Written production
~personal information
—-post cards L )
+short notes T e
~letters _ .
~invitations

—order forms ) - o

~letters ordering goods or snrviccs
~letters asking for information
- —greeting cards
~thank-you letters
~letters

132
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4. Oral production : T
—exchange information : :
Lo -about a person, a past activity, an object, a
S - place ; " - o
. ‘ .. =in order to go somewhere, to paf*ticipate in an
' activity, to obtain something, to communicate
1 with somsone , -
L o . —about interests, attitudes and feelihgs
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, AEPENDIX C
. Hastery Levels

ay o

Comprehension_Ob jectives

‘C1 = the studen&zdemonstrates partial comprehension of
a texts -

s - . ‘ ,
\ C2 = the student demonstrates substantial but still
incomplete comprehension of a textj

. ¥  C3 = the student demonstréfés total comprehension of a
text. - : S . !
. I »

Pl = the studgng communicates a.message with help
. throughout the communication ‘and in spite of
: erroré in syntax and pronunczatxan;

P2 = the student communicates a messaqe with same help
xn spite of, errors 1n syntax and pronuncxatxon;

P3 = the student communicates a message without help
but with errors of syntax and pronunciatxon;
P3. = the student cbmmunicates a messaqe without help,
without errors of syntax, but with errors of -
. pronunciationj
. - ) ) .
P5 = the student . c municates a ﬁessage without help, .
- and without ertors of syntax or pronunciation.

Note: In the case of wr:tten productxon, the word .
LI gron&nciatxon is replaced by the ward spelling.
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Sample_0Ob j

(MER Document 1&

ORAL COMPREHENSION

TERMINAL OBJECTIVE 2

Oncomplention of the first cycle of uon.o:oni school, the pupil should be able to
demonsirate his understanding of the following typedq/ texis that he listens to
for the purpose of finding out what 10 do

ﬂ:.’t)ndn:;.:nn OF THE TEXTS

— difterent ways ol eapressng
the imperahve

= hiins Of 3C11I00 10 Do Periorméd — ungle saniences Of combina- ~ hve
- sequence hons of up 10 3 sentences — ngth 10 suil pupels Needs
- hime 5 - length of sgnlences manimum - Qaslures Should be included
- place *© of 16 wotds necessary
-+ malenaly requited . - - PO WOIDS DEIweEN SubC 3nd
< verd

4 - lerge number of verbs
- few 3diClhives
N L — aaverns ACAUNG S0QUENnce in

achons
~ CODIINELNG COMUNCIIONS May
e used
L - , = @itlerenl ways of gapressng
- - the imperative

LEVEL MINIMUM CONTENT OF THE O,—and:.n .
, - SAMPLE TEXTS
1 2 TEXTS AND NOTIONS LINGUISTIC OTHER
2.1  INSTRUCTIONS 21 INSTRUCTIONS
hll Ring of 8C10N 10 be pertormed ~ 0nce senience at a ime —~ live {lor an activity wOck an easm & Gady
tme ~ length of m — HNGIR 10 Sinf pupsls needs chore pames how 10 gel some-
place - ol 10 woras - Qestines Should be nCluced if where | =
maiensls requited — N0 words Detween subsect anc necessaly 3
8 verD N0 subordinate Clausas — Hand s yOur papers please
~ Wwrge number of ve1ds — You have 10 dO the dshes Now
"~ lew adectives — Tutn nght at the corner
Go 10 the 1t trathc kghts

~ YOu re 3uPPOsed 10 Grve Me 1wo Cards

{1os an actimty work an ezam a0mly
chote Qames how 1O get some-
where |

— Todsy we re ONg 10 30¢ & MOwe o the
Buditonum Lesve your DOCS and Qq,
aown there now Please be Quist «n ihe
nall

= Put your head Gown On your desk and
close your ayes Now ksien carslully S0
M the dullerent Noeses you hear .Tn.o

* remewmber 58 Many a3 yOu CBA

Emt-;. I
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APPENDIX E

April 23, 1985

1. A marine rescue in the stormy north Pacific went
smoothly today. All 23 crew members from a Japanese
freighter were picked up by another vessel. They had
abandoned ship early this morning after a load of logs
shifted and their freighter began to list. A Canadian
‘Coast Guard plane dropped a radio to. their lifeboat
and stayed in the area until 'the closest vessel ;
arrived and the rescue was complete. It toock place
about 1000 km. west af Vancouver Island. The ship;,
the Garza Star, was carrying logs from Tacoma,
Washington to Japan.

93 words | ‘_;
35 seconds

rqte $ 40 words/15 seconds .

2. Lindsay Eberhart, the three-year-old transplant a
patient, is in a Toronto hospital in critical ,
‘condition. Lindsay, who suffered from a deaarv liver
' disorder, underwent a liver transplant in Boston last
. February. When she returned home to Toronto at the .
beginning of April, doctors. said she was making a
speedy recOvery. ' .

20 .seconds = ' ' ) o ’
Slkwords )
rate: 38 wor@s/ls,secondé-

3. The Canadian.Forces has cancelled all aeraobatic
demonstrations for the time being. The precision
flying team, the Snowbirds, had planned to appear at’
‘65 airshows this year, most of them in Canada. :

* However, all close formatian flying displays have been
temporarily banned as a result of an accident last
month at Edmonton.. In that fly-past, two Hercules °
transport planes collided and crashed, killing ten
men. The Defence Department says it was already

reviewing the cost of the special air displals and
that review has been speeded up because of the

accident.
35 seconds

. 93 words - |
rate: 40 words/15 seconds
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.27 seconds ’ - -

A

Several families have been forced from their homes
along the flooded Gooly River north of Sault Ste.
Marie. However, several others are staying put and

-are using canoces to get around.  The river began
-spilling over its banks earlier this week and at one
point land is under about 2 metres of water. It’s

expectud'to be several days before the water subsides
enough to allow the families to return to their homes.
Meanwhile, a flood warning has been issued for the

. North Bay-Lake Nipissing area. Melting snow is
- expected to bring the 1lake tn flood level by early

next week”
102 words , ’

rate: 351 words/15 seconds . -
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(Tremblay et al 1984. Connectij
% . ng_1)
(Student Book pages 28,29) a-

, (Workbook page 33)

N ~
1 4

‘Read the’artjcle' arid find out if you were right about the game. ‘3

The object of most footbag play is simply to keep the little sack in the air using only legs and feet.
The hands and upper body must not touch the ball, even for blocking. The result is an achwty that
really develops eye-foot coordination. . ,

Basically the game requires five kicks. In order of importance and use, they are the inside and
outside kicks, the back kick and the'knee and toe kicks. In each of these manoeuvres, you’ll soon
discover that balance is the most important factor.

¢ v
Inside kick Used whenever the bag is dropping directly in front of you. To perform it, rotate your
ankle and point your toes. Then reach -out and up with your foot so you can meet the pouch in the
arch area.

-Qutside kick Put to use when the sack comes to your right or left. The kick involves turning your
hips and shoulders parallel to the line of flight and sweeping your leg out from your hip and up to meet
the little bag with the outsrde of your foot at about knee helght

\
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Back kick Pretty difficult to execute, but
- with practice it can be mastered. This tactic is
. called for when the pouch goes over your head.

Lean forward (for balance) and contact the sack

behind you with the outside of your foot. i

The last two kicks, knee and t me 1 :
play less often. Use the knee kick ™=

raising your leg-and stopping the sack with the

top of your thigh —'to block a footbag away
from your midsection and probably set it up for
either an inside or an outside kick.

The toe kick, which is notoriously hard to
control, should be reserved for occasions when .
the pouch is directly in front of you and too low .

to manage with any other manoeuvre.

Don't worry about rules. You can pretty much

make them up as you go along. Even the

number of players is open. Four in a square will

work though and may be the best formahon to
- start with.

N

5 ' [

\

.
To learn how to make footbags, refer to page 14.
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 Footnotes

1. Circle the names of the games and sports that you play regularly.

»

® SOCCER HANDBALL VOLLEYBALL
BASEBALL

CARDS -
. SWIMMING

4

Now match the panollhebodywhichismtimpor\ah(heach activity,

2. What do you think the game “footbag™ is’Readlhefollowmstaicmumdwmlhu lhtyuc 4
'meovla!se
o ‘ {True) (Fd*)
. a) Youcanuseyourhandsandupperbodylophy.
. b)mgamedevelopshandcyecoorcﬁum .
€) The outside kick is more mpoﬁanl than the knee kick.
d) Balance is an important factor in playing the game.
e) Anynmnberolpeoplecanpbylhegum

l Now read the article on p. mdlMTatbookutdﬁndomlywarenﬁi Conectwwrmgms

T . 00R08 D | S
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"about pursuing a career. But Nancy McKeon began working
when she was still a diaper-clad toddler. And by the
time she was 12, she was seriously thinking abaut giving
Up the lucrative acting and modeling career she’d pursui&
since early childhood. ) «

. Nancy was an adorable, outgoing 2-year-old when she
got hur first job modeling baby clothes for a Sears
catalog. At the same time, her 4-year-old brother.
Phillip was making his career debut in a TV commercial
far breakfast cereal. Both were rewarded with additional
acting and modeling assignments and it wasn’t long before
the McKeon kids became frequent commuters between their
Long Island home and the photo and film studios of
“Manhattan. Their father, Don,. worked as a travel agen E%
but their mother, Barbara, did most of the traveling as
she constantly chauffeured her two kids to and from hone,
school and job locations. Both Nancy and her brother
worked steadily throughout their grade school years —-—
appearing in & combined total of over 40 commercials.

Although her parents were initially responsible for:

putting her in front of the cameras, Nancy admits that .

she quickly grew to. love her work as an actress and
model. “Obviously," she says, "I didn’t make the
decision-to be an actress at the beginning. When: you’re
2, you don’t say, "Hey, Mom, Tm packing up and gaing to
Hollywood”. But I have decidnd since then that this is -
what I want to do. 1 raally love it." But at one pgunt, -
when she was in her pruteens, ‘Nancy was havxng serious
“doubts about the choice she’d made.

Nancy was 10 when her 12-year-old brother landed his
first regular role in a TV series. Phillip joined the
. cast of "Alice"” eight years ago in the role of Tommy, the
son of series star Linda Lavin. But unfortunatcly, his
success as a TV actor indirectly caused a ma jor setback ‘

- in _his sister’s acting career. Since the show was done

at a Hollywood studio, the McKeons decided to pack up and
move the entire fa’ily from their long-time New York
residence to a new home based in Los Angeles.

Although Nancy was an established, sought-after’
performer in New. York, she was just another unknown’
actress when ghe moved to Los Angelés. 8o while Phillip.
worked daily on the "Alice” set, she attsnded endless
auditions and castinq calls and worked only occasionally
at acting jobs that were few and far between. When her
brother’s TV role. prompted the family’s cross-country
move, Nancy recalls, "I was happy for Phillip, but ] had

-
Al
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tp start all over again. 1 was getting up at a quarter
te S5, practicing singing and dancing before school and
again when I came home, but nothing was happening.* She’
spend several years trying to get reestablished, but as
r 13th birthday approached, she adinits, "1 thought of
/ uitting."

Luckily, she ‘didn®t give in to defnat. Instcad, she
reaped the rewards of her perseverance several months.
later when she became a series regular on the now-popular
TV. sitcom, "The Facts of Life". As one of the stars of
the youth-oriented comedy about a group of teen gxrls who
attend an all-girls, private baardxng school, Nancy’'s
gained fame as tough-talking Jo, the feisty, no-nonsense
nember of the group.

The 17+~year-old TV star made her debut as the ghow'
tomboy at age 13 and has continued to star in the role
for over four years since. .From the start, -she’s worked
hard; to make her character both interesting and
reflistic. Even when she was still a néwly hired
l3—year-old, she had definite ideas about how Jo should
be portrayed and she wasn’t shy about voicing her . -
‘opinion. Explains Nancy, “"Jo uriginally was a lot like
*the Fonz. Then they wanted to take auay some of her

dominance, which I didn’t want to dd. So we talked about

it and came up with the way she is now. She’s not the
Fonz. She’s not a wimp —— she stands out alone."
) ¢

9

o Linda.E.Hatson‘

*TEEN August 1983 - =
K p. 77-78 ‘
b \'\ -
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o ' AEPENDIX M

- Sample CBC Sports Broadcast
g : April 25, 1985

®

In hockey last night in. the Stanley Cup, let’s.catch you
up to date if you went to bed a little bit early,
Edmonton Oilers have swept the Winnipeg Jets. They:-
defeated them last night 7 to 3 to win%Fheir series 4
games to nothing. Wayne Gretzky tied his own playoff
record, 7 points in the game. The Oilers now await the
winner of the Minnesota-Chicagogseries. Chicago, won that
game last night 7 to 4. Darrell Sutter scored the winner
at 1.56 of the second overtime perxod. Sa, of course,
Chicago, leads that series now 3 to 1. The New York
Islandefs are still breathing. They trail in their
series against Philadelphia 3 to 1 but last niqht their &
to 2 win gver the Flyers dave them at least one win in
the series. They’ll go to Philadelphia for a game on
Sunday night. “And finally the Montreal Canadians evened
their series with the Quebec Nordiques. They defeated
the Nordiques 3 to 1 last night in Quebec. That series
now tied at 2. Well, good news and bad news for Canada.’
The good news being that they’re into the medal round at
the world hockey champinnshxps. The bad news is that.
they had to play the Soviets yesterday and they were

,trounced 9 to 1. I anyorie ever doubted that the Soviets

wanted revenge for what we did to them in the Canada Cup
last year, they got their answer yesterday. The Soviets
never let up and they loved running up the score, every
second of 1t. ;

262 words ‘; ) : ) w:‘i“
67 seconds ‘ o ’
rate: 58 Nurdslls seconds ’
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HONOLULU (AP) —— A sailor who abandoned a sinking ship

spent 18 .days on a five-metre skiff, using a compass,
sextant,,; and sails made from-a sleeping baq to guide him
through rough seas to Hawaiti.

The skiff, with no keel, drxfted mostly sideways in
the stiff winds and choppy water hefore depasiting Thomas
Jacobson, 43, of Brinnon, Wash., on the shorcs of the -
remate island of Niihau. 2

"It got me down here,” said Jocobson, one of eight
crew members of the West I, who abandoned ship June 21
when the fish-processing vessel sank en route to Honolylu

- ¥from Seattle.

The other seven remaxned in two life rafts, while

.Jacobson took the skiff itaq hopes of finding help.

. Six @f the other crew members were rescued July 3
ab6ut 400 nautical miles’ from’ Hawaii by a passing U.S.
navy ship. The captain died and was buried at sea.

Jatabson steered the skiff with i compass and
sextant-and also used the stars.’ He tore up a sleeping
bag and made four triangular sails and found shel ter

‘under a tarpaulin froh one of the life rafts. He fished

with a hook and hand line until a dolphin yanked it away.

"1 figured 1I’d arrive (on Oahu) around the fifth,*
Jacobson said Thursday. "I had no question 1 was going
to be making it here." '

He drifted 'helplessly by Oahu, huwever.

"I was really irritated because ! couldn’t tack
toward shore,” he said. .

He landéd on Niihau Tuesday. It took two days to
get around steep cliffs and find any islanders, mostly
native Hawaiians who speak Hawaiian.,

Had Jocobson been unable to land the skiff on
Niihau, he planned to jump overboard and swim for the
island, said coast guard spokesman Lieut. Joe Cook. -Ha
he drifted by the Hawaiiarn Islands, he would have faced

thousands of nautical miles of open ocean before 'reaching
another land mass.

-
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