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ABSTRACT
From Theory lo Practice: The Realitics of a Pilot
Sheltered English Course
by Panla Clark
Spring, 1994

This ethnographic case study examined the progress of a pilot sheltered acadenuc
English course over an eight-month period. The purpose of the study was three-fok!: 1o
identify aspects of the grade 12 sheltered English course that made it uniyue and differen
from a mainstream grade 12 English course; to identify changes that stidents in the
sheltered course eaperienced with respeci to English proficiency, confulence in thoir use of
English in an academnic environmen, attitudes towards leaming and uaing English, use of
leaming strategies; and finally, to show how these international stuhenis and the sheltered
English teacher evaluated the course,

Seventeen students participated in the study which consisted in part of
questionnaires administered at the beginaing, middle and end of the snady. The duta
obtained from these questionnaires focused on background infomsation. leaming siyles,
anitudes and feedback on the sheltered English counse, as well as their other content
courses. The students also completed a test of English proficiency at e beginning and i
the end of the study. In addition, the researcher acted as participant observer in the
sheltered English course on a regular basis during the last three months of the study
gather further information about the implementation of the course. The teacher of the
sheltered course was imserviewed ai the beginning, middle and end of the sudy o elicit her
views on the planning and delivery of this pilot course.

The findings indicated that over the cight menth period, students made gains in their
overall English proficiency and also were more confident in using English in an academic
environment. The students positively evaluated the course, indicating that reading and

iv.



writing were the arcas in which the sheltered course assisted them the most. Mrs.
MacDonald, the pilot sheltered English teacher, also offered constructive feedback on the
course. She indicated that she was able 1o adapt her course materials and instructional
methods in onder to facilitate students’ comprehension of their grade 12 academic English
text.

Mrs. MacDonald also indicuted that there were inherent problems in the set-up of
the course. For example, serious problems anose because no placement procedures were
used and subseguently, studenis of very low proficiency were admitted to the course. It
also became apparent that a great deal of preparation time was required of the sheltered
English eacher to develop the support materials (Such as graphic organizers) in order to
help the studenis to deal effectively with the authentic academic material assigned in the
coune; yel, no aiditiona supporn tme had been allofied to the teacher for this preparation.

The study concloded with the recommendation thot other sheltered courses be
offercd in the Halifax District Schoal Board, provided that such issues as placement
procedures, materials development, and adequate teacher preparstion time be addressed.
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1. INTRODUCTION
A. The Statement of the Problem

Demographic changes in many parts of Canada and the United States
have resulted in increased numbers of English as a8 Second Language (ESL)
students in the public school system (Cummins, 1993; Flaherty & Woods,
1992; Friedlander, 1991). This influx has left many school districts
grappling with how to best meet the needs of these international students
without detracting from the quality of instruction that is offered to others
in the classroom. Concumrently, there has also been recognition that
teaching language in isolation from content does not adequately prepare
students for mainstream classes (Adamson, 1990; Helmer, 1992; Met, 1991
Mohan, 1986). One might hypothesize that content-based language
instruction emerged, in part, in onder to address this situation.

An examination of second language acquisition periodicals revealed
that content-based second language instruction is gaining prominence.
Nonetheless, much of what appears in these articles is based on the intuition
of teachers who are proponents of this approach. While these contributions
to the field of second language research are invaluable, more studies of an
empirical nature are needed to confinn the effectiveness of content-based

instruction. For this reason, the current study was undertaken,
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B. The Background/Purpose of the Study
During the 1993-1954 academic year, the Halifax District School

Board piloted its first sheltered instruction course. This grade 12

university preparatory English course, taught by an expericnced

English/ESL teacher, was initiated to address the needs of an increasing

number of English as a sccond language students in this arca. This study

entailed an examination of students’ cognitive and affective measures taken
at the beginning and end of the course, as well as a leaming styles
questionnaire. In addition, the researcher acted as panticipuni-observer in

the sheltered course on a bi-monthly basis from January 1o April, 1994,
The study examines several variables refated 1o the description and

evaluation of this pilot sheltered English course. The purpose of the study

is three-fold:

1.  to describe how a grade 12 pilot sheltered English course differs
from a mainstream grade 12 English course;

2.  to identify changes that students in the sheltercd English pilot
program experience with respect to English proficiency, confidence
in their use of English in an academic environment, attitudes towards
leaming and using English, use of leaming strategics and academic
performance;

3.  to recount how these international students and the sheltered English



teacher evaluate the program.
Each of these three main guestions may be further delineated. The
questions will be detailed in Chapier Three.

C. The Need for the Study

Although there is a considerable amount of literature in support of
content-based language instruction, very little of it is research-based.
Willetts { 1986) has stressed the need for increased exchange between
"research findings and classroom applications...to ensure a strong
foundation for integration of language and content™ (Willetts, 1986, p. 36).
The current study is significant in that it responds to this need.

Willetts (1986) also indicates that, in evaluating programs "more
emphasis is needed on the process (observation and description) rather than
on the products (results and assessment). Frequently, evaluations are
product-oriented and tend to draw attention away from what is happening
in the classroom. More could be leamed from studying the actual process
involved.” (Willetts, 1986, p. 35) Given the apparent recognition and
value of researcher as panticipant-observer in the leaming situation, it was
decided that this study would be most beneficial in the form of an
ethnographic case study. Anderson (1990) lends support to this choice by
pointing out the appropriateness of the case study in the field of education,



where there is a need for process-oriented research methods, By
supplementing the subject’s results and assessment with participatory
observations, it is felt that this study makes an important contribution 1o
second language research.

Another key elenient in this study is the voice given to the suabjects.
In addition to a CanTEST (a test of English proficiency’ being
administered, the subjects were asked to indicate their confidency in the use
of English in an academic environment and their attitudes toward feaming
English. Furthcrmore, they were asked to evaluate the pilol sheltered
course. Therefore, feedback that students gave was an iimpontant part of
the study.

To summarize, the present study is poientially useful i several
different ways. First, there are few accessible studies of this type thut
methodically shadow pilot sheltered courses and chart their progress from
beginning to cnd, especially at the secondary level. It is hoped thun this
cumrent study will offer valuable insight into the planning and
implementation of such a course. Second, the insights ganed rrom the
findings may prove beneficial to others who are in the process of
revamping similar courses. Finally, one would hope that the findings of
this study would lend credence to those who are currently in the process of

composing a rationale for establishing sheltered courses.



D. The Limitations

Even though the sindings of this study are relevant to the field of
content-hased research, it is not expected that findings from a case study
approach would be applicable to cther contexts. Nonetheless, if similar
studics were completed, interesting pamallels might be drawn,

Although the Halifax District School Board initiated the pilot
shelicred course to try to better meet the needs of a growing number of
intemnational students, the period leading up to the implementation of the
pilot project was not without problems. Because of fiscal restraints in this
school board during the 1992-1993 academic year, the number of full-time
ESL teachers at the elementary and junior high levels was cut from four 10
twe. ‘This did not impact directly on the senior high ESL teachers;
however, it does hint at the manner in which ESL instruction is curvently
viewed in the school system.

Subsequent to the cutbacks, the grade 12 sheltered English course
was lentatively given permission to procede. In September, those students
who were deemed 1o be in need of ESL support and who were age
appropriate for grade 12 were enrolled in the pilot sheltered course.
Therefore, no admission standard was ever put in place for students
entering this course. As cognitive measures (presented later in this study)
will illustrate, the language level of these students ranged from beginner to
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quite advanced. This poscd obvious problems for both the instrucior und
the students. Research indicates that L2 leamers in sheltered coumes
should be beyond a beginner proficiency level (Burger, 1989: Fichtner,
Peitzman & Sasser, 1991; Krashen, 1984; Krashen, 1985: Sasser &
Winningham, 1991). Finally, the instructor, although very experienced in
both English and ESL methodology, was given no additional release timwe in
which to prepare for this course.

These limitations in the implementation of the sheltered vourse did
not allow for a comparative study. Although a comparative study wouh! Iy
more revealing with respect 1o the effectiveness of different methodologices,
the current study serves a useful purpose in documenting the
implementation of the pilot sheltered English course. A lot of relevam

information can be gleaned from this process.

E. Chapter Designs

This chapter of the dissertation outlines the rationale and need fur
the current study, as well as the research questions. Chapter J1 reviews the
pentinent literature, while Chapter 111 outlines the research design. The
research findings are presented in Chapter IV, Discussion,
recommendations and suggestions for funther research are considered in

Chapter V.



H. LITERATURE REVIEW
A. Intreduction

Immigration has always been a fact of life in Canada. Recenmt
statistics indicate that "Immigrants to Canada...numbered 84,302 in 1985
but have increased steadily during the past six years to a projected level of
250,000 annually from 1993 through 1996" (Cummins, 1993, p. 31).
Cumpmins indicates that this increase is a reaction on the part of the federal
government to offset the effects of low birth rates among Canadians and a
population that is quickly aging.

From an educational viewpoint, this means that a greater number of
students in potential need of English as a Second Language (ESL) support
are entering the public school system. Cummins gives statistics projecting
“that more than 300,000 children under age 15 from diverse countries will
ammive in Canada between 1990 and 19985, almost double the 160,000 who
arrived between 1984 and 1989” (Cummins, 1993, p. 32). I is imponant
to note that although immigration is controlled at a federal level, funding
for education is a provincial matter. Inevitably, as Fiaherty and Woods
indicate, “School boards, with no contro} over immigration, have become
the froni-line agencies coping with problems ranging from language
acquisition to treating the scars of children who have experienced severe

trauma” (Flsheny & Woods, 1992, p. 187). In schoo! boards such as



Vancouver's, where forty-seven percent of the students speak English as a
second ianguage (Early, Mohan & Hooper, 1989) or in North York, where
1988 statistics indicated that one out of every four students was leaming
English as second language (Handscombe, 1989), they have had to reassess
the programs they offer in an attempt to better meet the academic needs of
their ESL students.

Currently, the number of ESL students in the Halifux District School
Board is 330. Although there are fewer ESL students in this district, as
compared 10 Vancouver or North York. the number of students is rising.
In 19590/91, 205 ESL students were reported to have been registered in the
Halifax District School Board; in 1992/93, the total numbcer of ESL.
students was 273. (C. Chandler. personal communication, November 306,
1993). Following this trend, we might assume that this arca will continue
to sce an increase in the number of students who are in need of ESL
instruction. For this reason, providing appropriate sccond language

instruction for this population must be addressed locally.

B. ESL Instruction: Options

The most common approach to second language leaming is a general
English as a second language class in which emphasis is placed on
particujar language skills in isolated communicative contexts, Under this



heading of general ESL classes, there are a variety of programs and

services that are offered to students. Flaherty and Woods (1992) delineated

three categories into which these fall, based on statistics collected during
rescarch in various Canadian school beards by the Canadian School Boards

Association (CSBA),

1.  Atoncend of the continuum where numbers of ESL students are
quite reduced, programs and services are informal. Mainstream
teachers often provide additional support for the students in their
classrooms. As well, tutors or volunteers may assist the teacher in
the classroom,

2. Inthe sccond category, ESL programs may be established at one
panticular school. Another option is the use of itinerant teachers at
the elementary level or having ESL classes for junior high grades
and non-credit ESL classes for senior high grades. ESL instruction
may be offered through withdrawal programs in which students are
excuscd from their content classes to work with an ESL specialist.

3. This third category includes withdrawal and self-contained
programs, as well as booster programs for those students
experiencing language or academic difficulties. Secondary schools
may have an accredited ESL class as part of their fixed timetable
(Flaherty & Woods, 1992).
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Although the aforementioned means of support for 181, students are
beneficial 1o some degree, there are also inherent problems. Mainstream
teachers and tutors/volunteers do not always have the ESL. training to deal
with students with these nceds. This may result in frustration on the pan
of both teacher and student. Students taken out of mainsiream classes to
work in withdrawal programs inevitably miss essential instruction in their
other classes. This is an unfortunate, but necessary, trade-off that is munde
in that situation. The third altemative in which students actually have
fixed ESL class as part of a schedule is the most promising.

Nonetheless, it is quite common for schools to offer only one
accredited ESL class for those senior high students who are in need of this
support. Although some students take this course throughout high school,
they may only receive a credit for the first year, Others take this credit
course for one year and subsequently enroll only in mainstream classes,
even though they may still be in need of ESL suppon. In cither case, ESL
students are not given the opportunity to aspire to 8 more demanding,
higher level ESL course.

Furthermore, the teaching of language in isolated communicative
contexts (as in general ESL classes) is regarded as inadequate since it docs
not promote the development of language and content (Adamson, 1990
Chamot & O'Malley, 1994; Helmer, 1992; Met, 1991; Mohan, 1986).
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Traditional ESL instruction results in students becoming somewhat
communicatively proficient, while remaining disadvantaged insofar as
academic skills in the classroom are concemed. Mohan, in his book
Language and Content. indicates the major weakness of this type of
approach. "Any educational approach that considers language leamning
alone and ignores the leaming of subject matter is inadequate to the needs
of {the] leamers” (Mohan, 1986, p. 1). In discussing why this is so,
Adamson indicates that "the traditional goals of ESL programs - general
English proficiency and the ability to interact effectively in social situations
do oot correlate with academic success” {Adamson, 1990, p. 68). Thus,
once students in general ESL programs are mainstreamed, they experience
problems in their content-area courses (Adamson, 1990; the Coleman
Report, 1966: Collicr, 1987; the National Assessment of Educationa)
Progress, 1977).

How do ESL students perceive these courses in which the emphasis is
placed on the language and not the subject matter? Chamot and O'Malley
point out that "Many ESL students view the curriculum in grade-level
classes as the "real” curriculum in schoo! and devalue leaming language
while they must wait 10 leam important content” (Chamot & O'Malley,
1994, p. 73). The earlier discussion on separating language and content

resurfaces and we once again find ourselves faced with the inadequacies of



general ESL programs. In order to redress these inadequacies, some
practitioners invested in the idea that language could be tunght
simultaneously with content,

These recent developments in the ficld of content-hased second
language instruction include general theme-based courses and content-
specific courses, both of which focus on academic subject matier and are
accredited ESL classes. This latter type of course could he offered in such
disciplines as social studics, history, science, etc. Of particular relevance to
the current study is the fact that the sheltered course being shadowed is
both a content-related and an accredited ESL. course,

Although there is a movement toward content-based instruction, i
would be unfair to say that general ESL classes currently serve no purpose
whatsoever, Most research does indicate that in order for content-bused
programs to funclion properly, the L2 leamers should be beyond «
beginner proficiency level (Burger, 1989; Fichtner, Peitzman & Sasser,
1991; Krashen, 1984; Krashen, 1985; Sasser & Winningham, 1991). It
would seem logical to maintain the cumrent ESL instructional classes as a
preparatory stage, with students progressing o content-based classes once
their proficiency reaches 8 near intermediate level. This is an imporiant
issue for this study, given that the subjects’ proficiency levels differed

significantly at the outset of the sheliered course.
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C. Content-based instruction
1. Historical Overview

Content-based language teaching, as defined by Brinton et al. is "the
concurrent leaching of acadernic subject matter and second language skills”
(Brinton et al., 1989, p. 2). Although programs focusing on content-based
teaching are just now becoming popular, the underlying principles are not
new. The aforementioned authors refer to the following three established
programs which exemplify the teaching of language through content:
language across the curriculum, language for specific purposes and
immersion education (Brinton et al., 1989).
a.) Language across the curriculum

Despite & broader focus on the development of the 1.1 through all
subject areas, language across the curriculum has aiso been influential in
the realm of second language pedagogy and more specifically, content-
based second language teaching (Brinton et al, 1989; Crandall, 1987;
Crandall & Tucker, 1989). An important finding of a committee,
commissioned by the British govemment to examine all aspects of teaching
English usage, was that instruction in the first language should be part of
all disciplines (Brinton et al., 1989).
b.} Language for specific purposes

Language for Specific Purposes is a second model that is mentioned
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as having influenced content-based language teaching {Brinton ¢t al., 198Y9:
Crandall & Tucker, 1989; Met, 1991). Language for Specific Purposes
generally entails teaching a homogeneous group of leamers who shane a
common need for skills development in a particular domain. "The
unifying feature [of ESP programs] is that the objectives and langunge
content of each course are defined according to leameny’ functional needs
in the second language” (Brinton et al., 1989, p. 7). The focus on language
leaming with a particular subject area in mind obviously adds to the
motivation of the leamer.
c.) Immersion

The third program which exemplifies content-based second languape
instruction is the immersion program in Canada (Brinton ct al., 1989;
Edwards et al., 1984; Krashen, 1984 Mei, 1991: Snow. Mct & Genesee,
1989; Weinhouse, 1986). In immersion programs, students receive a lurpe
amount of contact with the second language through either a native speaker
or a person who is approaching native-like proficiency. Krashen (1984)
notes that immersion programs have been successful because students have
been provided with a great deal of comprehensible input. An obvious and
important finding of this approach was that the students involved were able
to scquire both the second language and the subject matter simultaneously.

It is essential to note that while French immersion programs have
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been deemed as successful in Canada or in other countries with majority
language students, the underlying principles will not necessarily be
applicable with students of language minorities (Brinton et al., 1989; Met,
1984; Weinhouse, 1986). As Mel indicates:

Immersion works for English dominant students. The cultural

and linguistic characteristics of such students, and the socio-

political climate in which immersion programs take place, are

substantially different from those of language-minority students,
and should make us cautious about transferring program models

intact from one group to the other (Met, 1984, p. 24).

Weinhouse (1986) indicates that a double standard with respect to student
expectations may exist. On the one hand, the native English speaker is
commended for the level of proficiency that is attained in the second
language and, even if native-like fluency is not attained, it is accepiable.
On the other hand, language minority students who are unable to attain
native-like fluency are ofien seen as being somehow intelleciually or
academically deficient.

Furthermore, students in French immersion programs aspire to a
state of bilingualism for this is seen as enriching the education of the
individual (Flaherty & Woods, 1992; Met, 1984; Weinhouse, 1986). On
the contrary, "In English immersion, L1 is displaced by L2 and a form of
'subtractive’ bilingualism (acquisition of a second language at the expense
of L1) is developed” (Weinhouse, 1986, pp. 11-12), The obvious
detrimental result is that the L1 of the international student is devalued and



as this quote implies, potentially lost.

This previous discussion on the adverse effects of immersion for
language minority students serves as a reminder that before transplanting a
seemingly good concept to a different situation, we must carefully examine
the consequences. Even though an exact replication of the immersion
program cannot be used for language minority students, there is still
valuable insight which has been gained from its principles. In fuct, Willetis
{1986) notes several elements that both the sheltered model and the
immersion program share:

(1.) There is a focus on meaning rather than on form. Therc is no

overt error correction.

(2.) Linguistic modifications such as simplified speech and controlled

vocabulary that are necessary for comprehensible input are used.

(3.) Instructional language has contextual clues 1o help convey

meaning.

(4.) Conversational interaction - usually the subject content - is

interesting and real to the students.

(5.) Languages of instruction are kept very carefully scparated.

(6.) Students are aliowed a silent period and do not have o speak

until they are ready (Willetts, 1986, p. 17).

The latter section of this literature review will focus specifically on the
sheltered mode! of content-based second language instruction which shares
several of these positive elements with the immersion approach,

2. Rationale for content-based teaching

a.) Input hypothesis and comprehensible input

The previous section offered a historical overview of content-based
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instruction. At this point, it is important to address some of the research
which provides a strong mtionale for content-based teaching. Of
significance to the present study are Krashen's input hypothesis and his
concept of comprehensible input, both of which are extensively referred 1o
in discussions of the theoretical basis for content-based language instruction
(Anderson Curtain, 1986; California State Department of Education, 1988;
Crandall (Ed.), 1987; Edwards et al., 1984; Shon, 1991; Valdez Pierce,
1988; Weinhouse, 1986). According to Edwards et al., Krashen's input
hypothesis:
claims that second language acquisition results from comprehensible
input provided in sufficient quantities within a real communication
situation. It claims that we subconsciously acquire new linguistic
structures by understanding messages that contain these structures,
with the aid of extra-linguistic information from the context in
which the messages are embedded (Edwards et al., 1984, p. 268).
Within the framework of his input hypothesis, Krashen’s concept of
‘comprehensible input’ secks to explain why the focus on content is so
important. Drawing from one of his earlier writings, Krashen {1982)
emphasizes that "we acquire language in only one way: when we
understand messages in that language, when we receive comprehensible
input” (Krashen, cited in Krashen, 1984, p. 61). He goes on 1o say that "In
all successful methods, the focus is on the message and not the form, on
what is being said rather than Aow it is said” (Krashen, 1984, p. 62). The

successes of immersion education and content-based instruction exemplify
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this concept of focusing on the message mather than the form,

In delineating certain characteristics of comprehensible input,
Anderson Curtain identifies the following:

(1.) It must contain some language already known to the students

and some language not yet acquired.

(2.) The language that is acquired is scquired through contexi,

gestures, and linguistic modifications.

(3.) The message must focus on meaning and not on form, and

must be interesting to the student.

(4.) The input is not necessarily grammatically sequenced.

(5.) Affective factors that are present are self-confidence and low

anxiety (Anderson Curtain, 1986, p. 16).
Saville Troike cautions, however, that the common definition of
comprehensible input should be questioned, given that the assumption is
often made that simplified sentence construction is a key point. As she
states: "Our analysis of classroom interaction demonstrates that background
knowledge is crucial to interpretation of meaning when knowledge of
language forms is limited, but sentence complexity does not seem to make
much difference” (Saville Troike, 1991, p. 4). For this reason, it would
seem logical to assist the ESL learners in acquiring strategics necessary for
the interpretstion of this "background knowledge”. The use of such
strategies in content-based instruction will be addressed later.

In keeping with his concepts of the input hypothesis and
comprehensible input, Krashen (1985) proposes a four-stage process in an

overall outline of foreign language programs. These include generul
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tanguage teaching, sheitered language teaching, partial mainstream and
finally full mainstream. Within this schema, Krashen (1985) indicates that
the goal of the general language class is to allow students to reach an
intermediate stage, while sheltered language teaching would provide them
with a bridge between the language class and the academic classroom. In
light of this cument study, Krashen's research lends validity to the
sheltered approach as a means for ESL students to obtain comprehensible
input and to close the gap between the language and the mainstream class.
b.) BICSICALP dichotomy

Another relevant issue {0 the current study is the BICS (Basic
interpersonal communicative skills) and CALP (Cognitive/ academic
language proficiency) dicholomy that Cummins (1984) has delineated.
Crandall et al. indicate thar:

The focus of many language classrooms today is on the development

of oral communication skills in order to help students talk about
themselves, relate to their peers and teachers, and function

appropriately in the language. This development of interpersonal
communicative skills is important, but it is not enough. We also
need to provide students with meaningful, relevant content-area
instruction and contexis upon which to base their language skills
(Crandall et al., 1987, p. 7).

Cummins (1984) indicates that the two types of language proficiency, BICS
and CALP, differentiate between the English we use for basic,
contextualized, personal communication and that used in a more cognitively
demanding, decontextualized situation. This concept is plotted into four



quadrants, with the horizontal axis representing, from right to Ioft, context
reduced to context embedded. Similarly in Figure 1, the vertical axis,
from top to bottom, represents cognitively undemanding 1o cognitively
demanding tasks (Cummins, 1984). BICS and CALP arc uscful in
explaining why certain intemnational students appear to be guite fluent in

English yet continue to experience difficulties in an academic context.

Cognitively
Undemanding
A C
Context Contexi
Embedded Reduced
B D
Cognitively
Demanding
Figure 1
{Cummins, 1984)

These concepts are central to the present study as they may clarify why
subjects in the pilot sheliered English course achieved their scores on the
cognitive measure that was administered.
¢.) Rate of acquisition

Another factor that is key in providing a mationale for content-based
instruction is the rate of acquisition of the second language. Early et al.

{1989) state that "Recent research in Canada ..., the UK. ..., and the U.S.
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... indicates that it can commonly take four to eight years for ESL students
to reach a level of proficiency in English comparable to that of native
speakers of the same age"” (Early et ai., 1989, p. 108). A report by the
California State Depaniment of Education Office of Bilingual Biculural
Education (1988) indicates that this process requires 5 to 7 years.
Although these figures vary slightly, the implications of such a finding
should have a profound impact on the ESL instruction that is offered to
students.  Cummins' distinction between BICS and CALP is directly
related to the rate of acquisition, given that BICS is acquired in a relatively
shorter period, as compared to CALP (Cummins, 1984), Because of the
length of time it takes fo acquire proficiency in BICS and CALP, English
language programs such as content-based instruction seem to be a viable
altemnative in ensuring that students acquire both types of language
proficiency.
d.) Age on arrival

The age on amrival is an important determinant of the pace at which
the L2 will be acquired. This factor is described in an extensive study by
Collier (1987) which analysed the length of time it took students (ages § to
15) of limited English proficiency to become proficient in English for
academic purposes. Collier concluded that those amriving between the ages
of 8 and 11 were the fastest achievers, while those between the ages of 5
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and 7 might increase their English for academic pusposes more rapidly if
they received continuing cognitive development in their first language.
Collier indicated that the need for intervention was the most urgent for the
students between the ages of 12 and 15. Having indicated that they do not
have time to waste in their acquisition of English for academic purposes at
grade level, she proposes that they are either taught through their 1.1 or
offered intensive courses in the L2 (Collier, 1987). Once again, it would
seem logical to conclude that these research findings related 1o the age of
arrival indicate the validity of content-based courses. Collier's conclusions,
especially with respect to this oldest age group, were of particular
relevance to the current study, given that the subjects in this study wene
beyond the 12 to 15 year age brackeL
e.) Prior L] schooling

In addition 10 the age factor, prior schooling in the first language
plays a significant role in the scquisition of the second language (Collier,
1989; Cummins, 1979; Hamayan & Pfleger, 1987; Saville Troike, 1991).
As Collier indicates, "increasing research evidence indicates that the age
question cannot be separated from another key variable in second language
ascquisition: cognitive development and proficiency in the first language”
{Collier, 1989, p. 510). The interdependence of first language and second
language acquisition is important for educators o recognize because, as
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Cummins indicates, "both L] and L2 CALP are manifestations of the one
underlying dimension” (Cummins, 1979, p. 199). Although instruction in
the first language is not always possible in the North American context, the
possibility of transferring knowledge from one language to another is an
important strategy that educators may need to make explicit to their
students, Indeed, it is also important that educators themselves realize that
ESL students have a certain amount of prior knowledge to assist them in
learning.

Of course, this previous discussion precludes the idea that the
students may not have had instruction in their first lJanguage, Bumuaby
points out that:

People from a background in which literacy has had few functions

in their everyday lives often have difficulty understanding the role

literacy plays in English/French Canada. School children from these

groups have not grown up observing models of adults performing a

wide range of functions of literacy in their surroundings. Yet the

teaching they receive often takes for granted that these children will
understand the functions and purposes of most aspects of English/

French literacy {Bumaby, 1987, p. 21).

The fact that literacy may not have been a priority in certain students’
backgrounds is a critical factor which inevitably impacts on their L2
literacy and, therefore, is not to be overlooked.

Cenain elements discussed in the rationale are reiterated in the
tentative conclusions of a study discussed by Early (1989), The following

conclusions came out of this study which was conducted in British



Columbia to examine the progress and achievement of a group of 40 ESL.
students:

(1) the assumption that a maximum of two or three years of ESL
instruction is sufficient for all students to achicve grade

level norms is quite unrealistic.

(2) that initial and on-going support appears 1o be as critical

for very young ESL leamners as it is for secondary-aged

leamers (this has not always been acknowledged by some

Boands of Education);

(3) that the gssumption that successful imegration in one grade
means successful integration in the next grade . i.c. that the

language demands on students do not increase at the higher

grade levels, is questionable.

{4) that a range of provisions i.e. levels of organization, approaches
and materials need to be considered 1o help students after mainstream
placement. These may include other less widely used moedels such as
mainstream integration within class suppont booster programmes,
and short-term bilingual tutoring (Early, 1989, p. 57).

These tentative conclusions indicate the nced for increased English as a
second language support for school-aged children. including some form of

content-based teaching.

3. Models of comtent-based instruction

Current advocates of content-based instruction generally refer to one
of the following three models or to variations of them: the theme-based
language model, the sheliered model or the adjunct model {Brinton et al.,
1989).
a.) Theme-based model

The first mode] involves the teaching of language and conlent
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through either an extensive thematic module based on a single topicora
series of shorter thematic modules involving various subjects. These
authors indicate an important attribute of theme-based modules is that "the
organizational principles inherent in the theme or topic dictate to the
language syllabus a rich armay of language items or activities, ensuring
their contextualization and significance” (Brinton et al., 1989, p. 15). By
using texis that may or may not be adapted. students are required to
practice the academic skills needed for successful completion of their work.
If it is necessary to pul together a theme-based unit, it must be recognized
that there is an extensive amount of work involved on behalf of the teacher.
Experience in developing materials would be a definite asset in such an
endeavor. With a multi-level class, which is often a given, further
adapiations would need 10 be made to meel the needs of students at each
level. Nonectheless. it is obvious that this model could be adapted to most
ESL. classroom situations and that if the students’ interests were known in

advance, the choice of topics for the modules could be chosen accordingly.

b.) Adjunct model
in the second type of conient-based instruction, the adjunct model,
students are enrolled in an ESL course and a content course at the same

time. The second language leamers are sheliered from native speakers in
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the ESL class but are required to attend the content course with native
speakers. This type of model requires a close ligison between the ESL.
specialist and the content specialist, so the former oflen sits in the content
teacher's lectures. One of the main goals of the ESL class is to assist the
students with problems that may have arisen in the content course or to
prepare the leamers for what 1s 1o come through the practice of
vocabulary, for example. One of the obvious drawbacks of this type of
approach is the need to engage two teachers in its implementation and thus
the increased cost,
c.) Sheltered model

In sheltered second language instruction, the leamers are taught a
content course through the medium of the second language. In addition,
their teacher is usually a specialist in that pariicular subject area. Because
all the students are second language leamers, there may need to be some
changes in the rate of delivery of the material. Nonetheless, as the studenis
are taught by a native speaker who is & subject matter specialist, this
scenario is more similar 10 an authentic academic selting. The choice of
instructor in this model is of utmost importance. One would hope to have
a teacher who is either trained in ESL instruction or, minimally, onc who

is cognizant of the needs of these leamers.
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4. Concepinal framework for content-based teaching
Snow et al. (1989) coin the term conceprual framework in their
anticle on integrating language and content instruction. Given the term's
applicability to this discussion, it has been used in the following section,
a.) Knowledge framework
To date, several researchers have attempted to determine how the
research findings translate into a conceptual framework. For example,
Mohan (1986) elaborates on a knowledge framework that could be used for
the organization of information that is presented in class. In identifying the
purpose of the knowledge framework, Chow and Comeau indicate that:
Awareness of how information is presented in English, whether
written or oral, allows leamers access to content material at a level
appropriate to their cognitive abilities long before their linguistic
skills alone would allow for such access. The purpose of the
knowledge framework approach is not to water down content but
to structure teaching and leaming techniques and activities so that
cognitive academic development may continue while English is
being learned (Chow & Comeau, 1993, p. 3).
As Collier's (1987) study indicated, certain age groups of ESL students,
especially those between the ages of 12 and 15, should not be delayed in
their exposure to intensive English as a second language training. By using
the knowledge framework students continue in their cognitive development
while acquiring the English language.
b.} Graphic organizers
The knowledge framework relies heavily on the use of graphic



organizers to outline the material that is to be mastered. Mohan indicates
that:

In the framework, knowledge is divided into specific, practical

knowledge and general, theoretical knowledge. Practical knowledge

will include description, sequence, and choice, and theoretical

knowledge will include classification, principles and evaluation.

In teaching, practical knowledge is usually communicated through

experiential leaming and oflen represented in pictorial graphics.

By contrast, theoretical knowledge is usually taught through

expository learning and is often represented by symbolic graphics

{Mohan, 1986, p.46).
The knowledge framework is useful in that #f assists the students in
focusing on the content, while facilitating the process of communication,
Dunbar, having exploited visuals in a case study on summarizing, expliins
that "{they] enabled the student to hold enough information steady so that
he was able to focus attention on the language that he had at his disposal for
expressing what he knew” (Dunbar, 1992, p. 65). Three major uses of key
visuals, as noted by Early, are: (1) "generative - to promote content-related
language production, (2) explanatory - {o increase content understanding,
and (3) evaluative - to gccess content of language understanding” (Early,
1690, p. 84).

The knowledge framework is practical in that it can be used at
various levels of content-based courses and in different subject areas. In
addition, Mohan (1986) indicates that the framework can be used 1o

encourage the development of communication, thinking and language. This
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cross-discipline, multi-skill adaptability is an important attribute of the
knowledge framework.
c.) Conteni-obligatorylcompaiible o jectives

Snow, Met and Genesee (1989) refer to content-obligatory language
objectives and content-compatible language objectives. The former refers
to the language that is essential for students in order to comprehend and
talk about certain material. The latter indicates the language skills that
students may find useful in their discussion of certain topics, but that are
not essential. Establishing these objectives is useful for teachers who need
to delineate what is and what is not totally necessary for students in order
to accomplish instructional goals.
d.) Factors promoting L2 development in school

Drawing on research that has been conducted in the United States and
Canada, Wong Fillmore (1989) identified six characteristics that promote
L2 development in school. These include direct teacher involvement,
heterogencous groupings, appropriate content with respect to age and
cognition, attention 10 language through the content, supported practice and
corrective feedback. These characteristics represent tangible practices by
which content-based instruction could be incorporated into the classroom.
e.) Approaches/Models arising from L2 acquisition research

As new research findings on second language acquisition become
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available, these previous concepiual frameworks are often employed to
sccomodate the findings. Subsequently, it is often the case that new
approaches are initiated or current ones adapted. Weinhouse (1986)
discusses the following eight approaches/ models that reflect such a process:
The Nawral Approach, Cummins’ Model of Language Proficicucy,
Parker's Cumniculum Design for LEP Pupils, Cognitive Academic
Language Leaming Approach (CALLA), Sheltercd English Teaching
(SET), "Show, Tell, Try, Do” teaching paradigm , Activity-Centercd
Leaming and Cooperative Leaming. An approach that reflects many of
the same principles as the CALLA is the Foresee Approach (Kidd &
Marquardson, 1993). The focus on academic language amd on content are
focal points for both approaches. Although only the CALLA approach will
be discussed briefly, it is important to recognize the contribution of all of
these approaches/models to L2 instruction.

Chamot and O'Malley, the co-founders of CALLA indicate two basic
premises of this approach: "that content should be the primary focus of
instruction and that academic language skills can be developed as the need
for them emerges from the content™ (Chamot & O'Malley, 1994, p. 26).

In this approach where the content is the propelling force, three
components are identified: a cummiculum correlated with mainstream
content subjects, academic language development activities and leaming
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strategy instruction (Chamot & O'Malley, 1987). Their objective is to
allow ESL leamers to function in quadrant D of Cummins’ mode! of
language proficiency. This quadrant is representative of cognitively-
challenging and content-reduced language proficiency required for the
mainstream classroom (Weinhouse, 1986).
f.) Summary

It is evident from the discussion of the rationale and conceptual
framework that the scope of the content-based course surpasses that of the
traditional ESL class. Language is acquired through more contextualized
situations, adding to the meaningfulness of the leamning situation, The
material itself is approaching authentic academic material and/or is
authentic. Moreover, by linking together the language and content,
students are put in a position where they are able to develop the strategies
and skills necessary for academic success. It is for this reason especially
that content-based courses promise more success for second language
students once they are mainstreamed. How does this translate into reality?
The next section will focus on three studies that provided either the impetus
for content-based courses and/or that examined certain aspects of the
process and results of these courses.



5. Studies of content-based coiurses
a.) University of Ottawa sheltered course

An extensively researched and documented content-based course is
the sheltered course of the University of Ottawa (Burger, 1989; Burger ¢1
al., 1984; Edwards et al., 1984; Hauptman, 1987; Hauptman et al., 1988).
Edwards et al. (1984) explain that undergraduate studenis who were tested
and found to be at an intermediate proficiency level were given the option
to enroll in an Introductory Psychology course in their second language.
In this sheltered class, students were taught the regular curriculum by
psychology professors. In addition, a second language teacher provided an
extra twenty minutes of support by reviewing the course materials and
addressing language problems that the students had expericnced.

Although this course was offered at the post-secondary level, the
findings of the study have implications for lower levels. The results
indicated that the studenis gained in second language proficiency and that
the subject matter was acquired through the medium of the second
language. As well, preliminary evidence indicated that the sheltered course
fostered an increased self-confidence in situations where the second
language was used (Edwards et al., 1984). In describing the second and
third year results of the University of Ottawa study, Hauptman et al.
indicate in their conclusion that "In general, sheltered courses are a viable
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aliernative to traditional types of second language instruction for high-
intermediates and advanced students, particularly with respect to the
development of receptive skills (Jistening and reading)” (Hauptman et al.,
1988, p.457).

b.) Vancouver School Board Project

The second major study to be discussed is a research project
undertaken by the Vancouver School Board. This ongoing project
addresses the need for students to overcome the language bamier that may
inhibit academic achievement, Teams of teachers consisting of ESL
teachers, content teachers, and school administrators, were established at
the outset of the project to adapt materials from the curriculum into
thematic modules. These materials focused on language and content across
subject arcas and attempted {o reintegrate expository teaching so as to
prepare students for the content-area texts and assignments to which they
would be exposed. Mohan's knowledge framework was quite influencial
in this process.

Another step consisted of interviews with ESL students who were
relatively successful with their studies. (Early et al,, 1989). Early et al,
concluded that "students, when adequately supported in tasks specifically
designed to elicit certain knowledge and discourse structures, were able to
produce recognizable examples of particular types of discourse and to



improve on their performance in this type of language usc in a shont period
of time” {Early et al., 1989, p. 121).

The Vancouver School Board language and content project
exemplifies the positive results that may be brought about when individuals
amalgamate their resources. Obviously, this is an important study from
which other school boards may draw conclusions. Certainly, as Jean
Handscombe indicates, “examining what is happening cisewhere is highly
instructive and prevents needless waste of time and cffort” (Handscombe,
1989, p. 33).

c.) Halifax District School Board Study

The final study was one that was undertaken during the 1992-1993
academic year by graduate students of Saint Mary's University TESL.
Department in collaboration with personnel from the Halifux District
School Board. The objective of this study was to collect data in order to
determine the feasibility of establishing content-bascd courses at the junior
and senior high levels. Three schools at both of these levels were selected
on the basis of their relatively high ESL student populations. Furthermore,
at each of these schools the ESL students were enrolled in cognitively
demanding academic courses. Findings from data gathered from ESL.
students, their parents, ESL and content teachers, administrative contact
people and the supervisor of language arts indicated that there was a



recognized need and support for sheltered (content-based) courses 1o be
initiated (Clark et al., 1993). In response to this need, & grade 12 sheltered
English course was established at St. Pat's High School during the 1993-
1994 year and the current study involving this class was subsequently given

pemission to proceed.

6. Sheltered English Instruction
a.) An overview
Although sheliered instruction has already been defined, it is
important 1o discuss in more depth the key assumptions underlying the
approach adopted at St. Pat's High School, thereby providing a more
complete scenario in which the current study may be viewed, This final
section of the literature review gives a comprehensive overview of
conceplts on which sheliered instruction is based.
In defining sheltered English instruction, Schifini indicates that:
[It] involves a series of instructional strategies used in combination
with a modified curriculom and materials in order to provide
meaningful content area instruction for intermediate English
speakers. Sheltered English content instruction is pot submersion
into English, nor a substitute for bilingual education, nor is it the
most appropriate option for all limited English proficient students
{(Schifini, 1991, p. 1).
Schifini highlights several key elements in the sheltered approach. The fact

that this type of course is most suitable for speakers who are beyond a
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beginner leve] has already been noted (Burger, 1989: Fichtner, Peitzman,
& Sasser, 1991, Krashen, 1984; Krashen, 1985; Sasser & Winningham,
1991). Furthermore, the fact that sheltered English is neither submemsion,
nor bilingual education, is imporant. Researchers often indicate that the
progression from general language teaching, followed by sheltercd
instruction and finally mainstream education is desirable, with the sheliered
segment acting as & link or bridge between the two (Burger, 1989,
Edwards et al.. 1984; Krashen, 1984).
b.) Theoretical underpinnings

Sheltered English arose out of the work of Krashen {1985) who
hypothesized that Janguage is leamed through comprehensible input.
Valdez Pierce (198R) points out that for this 10 occur the siudent must
already be familiar with the language or vocabulary and that input shouid
be anained in meaningful situations. Fusthermore, Valdez Picree indicates
that an integral past of sheltered instruction is the fostering of both critical
thinking and problem-solving skills, in addition to the Enplish language
skills that allow students to leam the content material through English.
This academic, critical thinking and content focus sets the shehered
approach apart from more traditional ESL methods whose focus was often

Of interest 1o the present study is the focus on academic language
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proficiency which is a key goal, not only in the sheltered approach, but in
the various content-based teaching approaches. De George, quoting work
by Cummins (1980, 1984) clarifies the definition of this concept and why it
is of vilal importance:

Academic language proficiency has been defined as the ability

of the leamer to manipulate effectively those aspects of language

necessary in learning and communicating about academic subject

areas. This involves using a specific language (eg. English) asa
medium of thought rather than as a means of interpersonal
communication. As students advance in grade level, such language
tends to be more decontextualized and cognitively demanding

{Cummins, 1980, 1984) (De George, 1987/1988, p. 2).

Focusing on academic subject matter is important as it allows the student to
focus on the subject content rather than the medium, According to
Krashen's {1984) theory, this will ensure a situation in which language is
acquired. It is imporntant to reiterate, however, that this method of
instruction in which the focus is on the academic subject matter is most
suited for those students who are at an intermediate level of English
proficiency. This previous discussion highlights the need for continued
second language suppor leading 1o an increased focus on academic content
when the students are linguistically ready.

Chamot and O'Malley (1994) reiterate some of these points and
outline five reasons why academic language should be taught. First, being
able to use scademic language is crucial in the mainstream classroom,
Funthermore, this type of language is generally leamed only in the
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classroom contexi. Third, content teachers may take for grunted that all
students know academic language when ESL students may only b
functional in basic communication skills. Fourth, when sttnlents practice
using academic language, they are also using English as a imedium of
thought. Finally, students may need practice in the use of leaming
strategies with academic language.

One characteristic of academic language is that it is often a register
used only in a schooling context (Collier, 1987: Gadda, 1991; Snow, Met &
Genesee, 1989). English as a second language students, then, have the dual
responsibility of identifying the type of register that is valued and learning
how to decode it. This is possibly one reason why students need more time
to acquire cognitive academic language proficiency. The acquisition of e
academic register is an imporiant issue in the current study given tha
sheltered instruction focuses on academic language and should therefore
foster its development.

In addition to leaming a schoo! register, second language students
must also be concemned with integration into the school culture. Flaheny
and Woods (1992) indicate that “The schoo! culture is a major ohstacke for
the immigrant child; the implicit rules of the classroom and playground
may be neither clearly understood nor easily accepted” {Flaherty & Woods,
1992, p. 188). A 1982 study by Cohen and Anthony (cited in Crandall,
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1987) explains that classroom status affects the frequency of student
interaction which, in tum, has an impact on the amount of leaming. The
study indicated that students no! completely proficient in English were seen
as having lower status and, therefore, potentially had less access 10
interaction in the classroom.

‘The effect of integration into the school culture is an interesting issue
in this study because all grade 12 ESL students were registered in the
sheltered English course instead of studying literature with native speakers.
Would this arrangement facilitate or hamper the progress of the ESL

students?

Saville Troike (1991) points out that there are also dangers involved
in sheltered programs. This researcher indicates that isolating English as a
second language students from native speakers and mainstream classes may
result in delayed development linguistically and academically. One could
hypothesize that this isolation results in reduced comprehensible input and
therefore slower development. This need for access to comprehensible
input is addressed by Crandall. Quoting a 1983 longitudinal study by
Fillmore, Cranda!l (1987) explains that findings from this study show a
need for non-native speakers {o seck out interaction with native speskers in
order 1o get enough input. In classes with high numbers of non-native
speakers, Crandall suggests that a more teacher-centered approach may be
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necessary so that the instructor makes sure that each student has had enough
second language input. This discussion reinforces the need 1o provide ESL
students with opportunities for linguistic and academic advancement (for
example, having students progress from general ESL to some form of
content-based instruction and finally, to the mainstream classroom).

The choice of a content teacher for a sheltered course merits some
discussion. An ideal situation would be to have an experienced content
teacher with professional training and experience in the ESL ficld. Such a
reacher would be most able to balance the necds of students in a sheliered
course. An ill-chosen content teacher for this model woukd inevitably
increase the likelihood of disaster for the program. Burger cf al. (1984)
point out that regular content teachers may not always be familiar with
language teaching methods. Burger and Doherty indicate that "if {ihe
teachers of sheltered courses] do not have ESL training, the guidance of
experts in ESL should be available to them to ensure regular courses arc
adapted properly to students’ needs” (Burger & Dohenty, 1992, p. 150). In
the current study, the teacher was an expenenced instrucior both in the
core English program and in ESL instruction.

Furthermore, there is ofien the need for cantent and ESL teachers to
work together. Short states that, “Close cooperation between content and
language teachers is key to effective instruction” (Short, 1991, p. 5). Onc
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would expect that teachers from these disciplines would need to become
informed of teaching strategies and to some extent, the content, of the
other's field. If tension does exist between the content teacher and ESL
teacher, it will inevitably be the student who loses out.
c.) Support structure

Another element of central importance to the current study is the
establishment of goals for sheltered programs. Holt and Tempes (1982)
delineate three goals of sheltered English instruction for LEP students:
(1) "that students will attain high levels of oral English pr-‘iciency: {2)
achieve in academic areas: and (3) experience positive psychosocial
adjustment to life in a complex, multi-cultural society” (cited in Anderson
Cunain, 1986, pp. 15-16). The previous discussion on integration into the
school culture obviously indicates some difficulty with the third goal.
Based on the theoretical aspects that have already been presented with
respect to second language acquisition, together with the results of the
University of Onawa study and Vancouver School Board project, it would
appear that the first two of these goals are more readily attainable.

To exemplify how theoretical concepis are transiated into practice,
Freeman et al. outline instructional guidelines that were used for the
Sunnyside Sheliered English Program in Arizona. The guidelines included:

(1) Work on developing basic concepts of the content area, moving
from concrete to abstract. Avoid memorization of facts, dates, and
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{2) Expand concepts through reading and writing to ensure
maintenance.

(3) Develop the students’ ability to read texts in the content arca,
including the ability to summarize, categorize, pick out main facts,
make inferences and judgments, compare and contrast, analyze and
synthesize, and so on.

(4) Develop the students’ ability to solve problems related to the

content area.

(5) Develop an improved self-conc -t and increased self-confidence

in the students as the result of competence in the conient area.

{Freeman et al., 1987, p.364).

These guidelines provide teachers with suggestions of the types of daily
objectives that could be undertaken. In view of the current study, they are
pertinent reminders for the implementation and revision stage of the piot
sheltered English course,

Sheltered courses cannot operate within a vacuum, however. There
is a vital need for active support of sheltered programs at both the school
and board levels. Met identifies possibly the first major step for this 10
occur: "Schools need to develop a philosophy that recognizes the value of
content-based foreign language instruction” (Mel, 1991, p. 294). Beyond
this basic philosophy, there are many facets which are crucial in ensuring
that a sheltered program functions well. Minicucci and Olsen (1992)
indicate five factors impacting on ESL programs offercd ai the secondary
level: district leadership, site leadership, staff availability, teacher
willingness to participate in staff development programs and finally, school

structure.
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Having examined the program options available to ESL students in
California, these same authors outline the following common
characteristics of schools they felt were effectively responding to the
challenge of meeting the needs of ESL students:

(1) attempts to build a shared school-wide vision which includes

English leamers;

{2) a culturally supportive school climate;

{3) ongoing training and staff support involving ali teachers in the

preparation for and planning of programs for students leamning

English; and

(4) coordination and articulation between the ESLbilingual

department and other departments, and between different grade

levels (Minicucci & Olsen, 1992, p. 15).

There is also a need for additional release time to be allowed for teachers
in the sheltered program (Crandall et al., 1987, Crandall & Tucker, 1989).
Crandall & Tucker indicate that “To accomplish the shared discussion and
collaboration, some planning time must be provided by the administration,
both before the academic year and during it. Time is needed to plan the
curriculum and develop lesson plans, as well as to revise these as they are
implemented” (Crandali & Tucker, 1989, p. 15). The earlier discussion
about the Vancouver School Project exemplifies the dual school and board
support system that seeins imperative if sheltered programs are expected to
function to their capacity. In light of the current study, this issue is
imponant as the sheltered English teacher had no additional planning/

release time.



In discussing the school and board support of sheltered programs, it
would be appropriate 1o mention the integral role universities may play to
this end. Numerous universities offer educational training in teaching
English as a second language and, therefore, it would seem logical 10 rely
on their expertise in this field for teacher in-service training of ESL
teachers and content teachers alike. This type of supportive relationship
would presumably create an improved educational experience for ESL
students,

d.} Instructional techniques | strategies

An important aspect of sheltered instruction is its unique approach 1o
content, and by extension, language teaching. Various instructional
techniques aimed at making the coatent more comprehensible are discussed
in the literature. Short suggests the following measures in adjusting
teaching style: (1) "develop a student-centered approach to teaching and
leaming; (2) reduce and adjust teacher talk; (3) increase the percentage of
inferential and higher order thinking questions asked and; (4) recognize
that students will make language mistakes” (Shon, 1991, p. 8).

Oberst (1985) elaborates on the instructional techniques that can be
used in shehered instruction. This comprehensive list includes:

1. Students’ English oral language development and comprehension

are emphasized.

2. Teacher uses only English.
3. Lesson pacing and schedule are modified to fonm bite-sized units
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of instruction.
4, Teacher uses natural language but simplifies his/her language to
match the level of student comprehension.
5. Teacher uses props to demonstrate whal is said:

a. gestures, body language, physical action

b. media: visuals, charts, overheads, filmstrips

¢. manipulatives, realia
6. Teacher confirms students’ comprehension of lesson by frequent
rhecks of student responses.

a. non-verbal: physical action or product

b. verbal
7. Teacher adapis materials:

a. selects key ideas from lesson to teach

b. reads aloud and discusses key ideas from text

¢. utilizes picture reading for texts and study prints

d. summarizes orally main points of lesson

e. selects worksheets which are highly visual

f. tums off sound and nammates filmstrips
8. Language experiences reading approach is used for initial literacy
skills in L2 (quoted in Weinhouse, 1986, p. 58).

These techniques are applicable 1o content and language teachers at various

levels. Obviously the major objective in these adaptations is to make the

material more comprehensible for the second language students. Even

though this list of instructional techniques is not all-inclusive, it does

provide a tentative framework in which to view those techniques used in

the current study.

Although sheltered English lesson plans will not be examined in

depth, it is important 1o describe how such plans are developed. Valdez

Pierce lays out the following four steps to developing a sheltered English
lesson plan:

1. Study the mainstream curriculum and textbooks and consult
with mainstream teachers as to what they think are the most
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important units, vocabulary, and skills needed for successful

completion of a course of study (eg., math, science. social

mfy key concepts and vocabulary needed to teach each

?gﬁn‘lﬁﬂ activities and resource materials that demonstrate the

vocabulary and concepts to be taught.

4, Construct a semantic map by representing topics and sublopics

as branches radiating out from the central theme or topic.

(Valdez Pierce, 1988, pp. 6-7).

Although there are different ideas about the procedures in developing a
sheltered English iesson plan, this outline is useful in that it aniculates how
to gradually narrow the focus to teachable units. The assumption that the
sheltered lesson plan differs from that for the mainstream class is an
important one underlying the present study.

In discussing lesson planning, it is important o point out that the
materials used in sheliered courses should not be watered-down, but rather
should mirror the material that is covered in mainstream classes (Sasser &
Wimningham, 1991; Schifini, 1991; Wong Fillmore, 1989). In reference 10
the materials through which a language is taught, Wong Fillmore indicates
that "Their workability depends on how they are crganized and presented.
In fact, materials that are content-free or simplified do not work as well as
more substantive materials because they are not sufficiently rich to hold the
learners’ interest” (Wong Fillmore, 1989, p. 130). In order to make the
material comprehensible to the students, the various sheltered English

instructional techniques and strategies that were discussed carlier eater into
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play.
A problem of sheltered instruction that needs to be addressed is the

lack of materials (Minicucci & Olsen, 1992). Even though materials
should not be watered down, as the previous discussion indicated, there is a
need to adapt materials to suit the needs of a particular group of leamers.
This requires an extensive amount of work, generally on the part of the
teacher, who may or may not have exira release time for this underntaking,
And, even if the teachers are willing to undenake the task of materials
development, some might have little prior knowledge or experience in
materials development for the sheltered approach.
e.) Language skills

Given that content-based instruction focuses on acquiring language
through academic subject matter, it can be likened to whole language
whereby, as Hamayan and Pfleger indicate, "The focus of instruction in the
whole language approach is on meaning and not on language for its own
sake” (Hamayan & Pfleger, 1987, p. 4). This point is of centra}
imporiance to the current study because of the primary focus on the
acquisition of new information through academic content in the grade 12
pilot sheltered English course.

In the various subject areas, reading texts would need to be prescnted
by different techniques depending on the level of difficulty, length and
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cultural knowledge required for interpretation. With respect to literary
texts specifically, Brinton (1991) suggests the following criteria for
selection of such texts for English as a second language students: literary
value, interest, relevance, straightforwardness, suitability, timeliness,
brevity, variety and appeal to the teacher.

Students in sheltered courses will be exposed 10 oral English through
large amounts of comprehensible input. As Schifini (1991) indicates,
instructors simplify their input by the use of various instructional
techniques and strategies, by offering contextual clues and by increasing the
opportunity for students to participate through student-centered activities.
These conditions would hopefully provide an optimum situation in which
oral English is acquired. The role vocabulary plays in academic
achievement should not be underestimated. Saville-Troike indicates that
"vocabulary knowledge is one of the most importan! determinanis of
academic success” (Saville-Troike, 1991, p. 11). Pre-teaching new
vocabulary to which students will be exposed in a lesson is obviously 4 very
important step in facilitating comprehension of the concepts involved.

In keeping with the other language skills, writing in a sheltered
approach would presumably be focused on the message and not necessarily
the means of conveying that message. Hamayan indicates that "By using

academic content areas as a basis for writing activities, higher-order
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thinking skills such as analysing, synthesizing, and predicting can be
developed"” (Hamayan, 1989, p. 2). This focus is essential as students move
toward the goal of cognitive academic language proficiency.

{.) Learning styles | strategies

Discussions on leaming styles and strategies are becoming more
prevalent in L2 acquisition literature. While students' use of both leaming
styles and strategics are important issucs to the current study, it is the latter
which is of primary interest. For the sake of clarity, both will be defined
below. A.J. More indicates that "Leaming style can be defined as the
usual or characteristic manner in which a learmer goes about the task of
leaming” (quoted in Hainer et al., 1990, p. 2). In any class, students will
have some similar leaming styles, in addition to particular idiosyncrasies
that they have developed for their own personal use. Given this, Hainer et
al. (1990) indicate that it is important for instructors to provide various
experiences in order {o accomodate a variation in leaming preferences.

In acquiring knowledge, individuals also employ various leaming
strategies. Oxford defines leaming strategies as “steps taken by students to
enhance their own leaming” (Oxford, 1990, p. 1). Obviously, the extent 1o
which leaming strategies are used depends on the individual. However,
rescarchers have found a link between academic success and the use of
sirategies in approaching various subject matter (Chamot & O'Masliey,
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academically-successful children are any less intelligent (or otherwisc
deficient) than their counterpans. Valdez Pierce indicates that "We can
make the assumption that although unsuccessful students may be lacking in
academic strategies, the problem is one of repertoire and not of capacity.
Students have the necessary capacity; they have just not had sufficient
experience” (Valdez Pierce, 1987, p. 3). There is a need, then, 1o make
leaming strategies available ¢o all leamers. Of interest 1o this rescarcher is
whether there will be changes with respect to the use of leaming simtegics
for the students in the pilot sheltered English program.

Thus far, the relationship between leaming strategics and second
language acquisition has not been ciarified, nor has the possibility of
explicitly teaching strategies been discussed. In a study to find out if
strategies used by successful ESL leamers could be taught 1o other second
language leamers, Chamot & O'Malley indicate that "students can leam to
use learning strategies through instruction and that the usc of leaming
strategies can improve performance on language leaming tasks”

{Chamot & O'Malley , 1994, p. 6). These authors identifly four
propositions upon which the use of leaming stralegy instruction in second
language leaming rests:

(1) Memally active lcamers are better leamers. Students who
organize new information and consciously relate it to existing
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knowledge should have more cognitive linkages to assist

fon and recall than do students who approach each new
task as something to be memorized by rote leaming;
(2) Strategies can be taught. Students who are taught to use
sirategies and provided with sufficient practice in using them will
learn more effectively then students who have had no experience
with leaming strategies;
{3)Leaming strategies transfer to new tasks, Once students have
become accustomed to using leaming strategies, they will use them
on new tasks that are similar to the leaming activities on which they
were initially tmined;
{4) Academic language leaming is more effective with leaming
strategies. Academic language leaming among students of English
as & second language is govemed by some of the same principles
that govem reading and problem solving among native English
speakers(Chamot & O'Malley, 1987, pp. 239-240).

An important aspect that comes out of the discussion of leaming strategy
instruction is that students are active participants in their leaming. This
implies that there is both an element of collaboration between student and
teacher (Chamot & O'Matlley, 1994) and that ultimately students will
become autonomous leamers in their quest for knowledge (O'Malley,
1985). The end result is that the student becomes empowered.
8.) Assessment

ESL students will be subjected to various types of assessment serving
different functions throughout their school careers. As Valdez Pierce and
O'Malley state:

Assessment is involved at many steps in a continbum of services

for these students: in initial identification, in the placement of

students inlo appropriate instructional programs, in monitoring

the progress students make within these programs, in reassigning

students 10 different levels within a program depending on their
growth in English language skills, in moving students out of
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the progress of these students in the mainstream. This continuum

is wholly dependent at each siep on the appropriate selection, use,

and interpretation of relatively complex assessment procedurcs

(Valdez Pierce & O'Malley, 1992, p. 1),
Minicucci & Olsen (1992) indicate that the implications of assessment ane
such that appropriateness at the initial step has far-reaching implications
for accurate planning and placement programs that will be designed for the
students. This discussion raises an important point with respect to the
current study, As was mentioned in the introduction, no formal assessment
of the ESL students was carried out prior to their being pluced in the pilot
sheltered English course. Consequently, those students enrolled in the
course had English language proficiencics ranging from virtual beginner 1o
quite advanced. The consequences of this situation will be discussed in
further detail in the latter pant of the study.

An important reminder is given by Saville Troike (1991) who
quotes evidence from her research indicating that student’s understanding
often surpasses their capacity to display their English knowledge. Fichtper
et al. {1991) present certain guidelines that may facilitate finding means of
assessment that allow students to illustrate this knowledge. These include:

(1) Minimize the demands of processing the task,
(2) Encourage graphic illustrations to accompany writien answers,
(3) Vary the number of test items and/or modes of representing

understanding for students at various levels of English proficiency.
(4) Minimize the element of surprise and number of tasks in end-of-

year tests,
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147-148).

Obviously, these are general suggestions that could be applicd 1o multiple
levels and disciplines. Although they do not specifically discuss any means
of assessment that could be used with English as a second language students,
they are useful in providing a focus for viewing the assessment process in
the current study.

One micans of assessment that potentially allows students to illustrate
the exte:nt of their knowledge is portfolio assessment. Furthermore, this
type of assessment lends itself 1o use in both the sheltered classroont and the
regular content classroom. In discussing key concepts of pontfolio
assessment, Valdez Pierce and O'Malley (1992) define it as:

{1) the use of records of a student's work overtime and in a

variety oy modes 1o show the depth, breadth, and development

of the student's abilities;

(2) the purposeful and systematic collection of student work

that reflects accomplishment relative 1o specific instructional

goals and objectives (Valdez Pierce & O'Malley, 1992, p. 2).

The varicty of pieces of writing that may find their way into a por‘uuo
and the sysiematic gathering would provide a teacher with a long-tem,
in-depth vision of a panticular student’s progress in a given period.
Chamot and O'Malley (1994) take up some of these points in presenting
reasons for using such an approach. They indicate that portfolio

assessment is svstematic and provides visible proof of student progress. In

addition, it is useful for making instructional decisions as well as being
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accessible, focused and efficient.

A key element of portfolio assessment is the empowerment of
students (Herter, 1991; Valdez Pierce & O'Malley, 1992). As students take
responsibility for the contents of a portfolio and the quality of these
contents, they are placed in a position whereby they are given control over
the assessment. One hopes that this decentralization of power would impact
on the role students take in the leaming process in general. First, however,
students have to be offered this challenge. This discussion of portfolio
assessment is pertinent to the current study as this methed of evaluation is
gaining more recognition as an effective means for chanting the propress of

second language students (Valdez Pierce & O'Malley. 1992),

7. Summary

The review of the related literature has provided the framework for the
present study. Fist, it reveals that the general ESL class with its primary
focus on communicative skills is gradually being supplemented by forms of
content-based teaching, including the sheltered approach  Second, it shows
that the theoretical ideas underlying content-based instruction provide a
solid justification for this shifi in second language pedagogy. A focal point
of this study is in fact the distinction between "basic interpersonal

communication skills” (BICS) and “cognitive academic language
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proficiency” (CALP). Third, it indicates that results from other studies on
content-based courses show that students benefit from leaming a language
through academic subject matier. Finally, the review of the related
literature clarifies key assumptions which are central to the sheltered
approach, thereby providing a more complete scenario in which this model
of language leaming and the current study may be viewed.



111, RESEARCH DESIGN
A. Research Questions
This study proposes to answer three questions:
Descriptive:
1. How does the grade 12 pilot sheltered English course differ from o
mainstream grade 12 English course with respect {o:
a.) objectives?
b.) syllabus?
c.) materials (authentic/adapted)?
d.) role of teacher?
e.) role of student?
f.) course content, sequencing, activities and tasks?
g£.) assessment?
Evaluative:
2. For students in the sheltered English pilot program, will there be
changes over an eight-month period with respect to:
8.) English proficiency?
b.) confidence in their use of English in an academic environment {as
indicated on studenis’ self-measures)?
¢.) attitudes towards:
i. sheltered course?

ii, content courses?
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iil. leaming English?
d.) use of leaming strategies?

3. How do students and the sheltered English teacher evaluate the program
with respect to:
8.} content covered?
b.) materials that were used?
c.) sequencing of materials? pace of materials?
d.) activities and tasks?

e.) assessment?

B. Research Method

This section describes the subjects, matenals, procedures and data

analyses.

1. Suabjects

All those students who were enrolied in a pilot sheltered grade 12
English literature course taught at St. Pat's High School in Halifax, Nova
Scotia (Canada) took pan in this study which lasted from August, 1993 10
April, 1994. The teacher of this course, Margaret MacDonald, who had
extensive experience in both ESL and mainstream English also took part in
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the study.
2. Materials
a.) Students

The students enrolled in the pilot sheltered English coune completed
questionnaires at the outset, the middle and the end of the study, as outlined
in the chart on the following page. In addition, they completed a test of
English proficiency (CanTEST) at the beginning and end of the study.
{1.) Background Data

In October, the subjects were asked lo complete a questionnaine in
order to obtain the necessary background data for the study. Information
was obtained regarding age, sex, student status {visa or non-visa), level of
education to date, country of origin, languages spoken, previous English
study and length of residence in Canada. Please refer 1o Appendix A for
a copy of this questionnaire.
(2.) Learning Styles Inventory

In October, students completed a leaming styles inventory in onder
to measure their preferred methods of acquiring English as a second
language. This consisted of 69 questions which were answered on a five-
point scale (partially adapted from Willing, 1988 and Jacksun Fahmy &
Bilton, 1992). Response options ranged from '} = not at all' 10 'S = very
much’. Students were asked to complete the same leaming styles inventory
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at the conclusion of the study (late March) to determine if there were any
changes in the leaming styles that they used. Please refer to Appendix B.

Instrument October | December | March/April
Background Data v
{Appendix A)
Leaming Styles Inventory v v
(Appendix B)
Attitudinal Questionnaire
a. Learning English vV vy
(Appendix C)
b. Self-rating of English y v v

{Appendices A, E, F)

English Language Proficiency
Test (CanTEST) v vy

Performance in Content
Courses

a. Needs assessment v v

(Appendices E, F)

b. Evaluation of progress
(Appendices E, F) v v

Performance in Sheltered
Course
a. Needs assessment

(Appendices D, E, F) v v

b. Evaluation

{Appendices E, F) v vV




{3.) Attitudinal Questionngires
(a.) Learning English

In order to ascertain their attitudes towards leaming English, the
subjects completed a questionnaire consisting of twenty items based on a
five-point Likert scale at the beginning of the study (October). The
phrases were written with both a positive and a negative orientation.
Response options ranged from 'l = 1 strongly agree’ to 'S = | strongly
disagree’. Students were asked to complete the same questionnaire in carly
April to determine if there were any changes in their attitudes with respect
to leaming English. Please refer to Appendix C.
(b.} Self-Ratings of English language skills

The subjects were asked at the beginning, middie and end of the
study 10 give a self-rating of their English ability. They were asked to
evaluate their English in the four skill areas {reading, writing, listenmg and
speaking). Furthermore, they were asked to rate themselves in comparison
10 others in the sheliered English course and to native speakers of English.
These questions were incorporated into other questionnaires that were
administered during these time periods. Please refer to Appendices A, E
and F.
{4.) English Language Proficiency Test (CanTEST)

In October and again in late March, a CanTEST (Canadian Test of



61

English for Scholars and Trainees) was administered to the students. The
CanTEST consisted of the following four areas: listening, reading, writing
and speaking. During the listening section, students were asked questions
based on different recorded listening passages (dialogues, interviews and
short talks). The approximate time for this section was 50 minutes.

The reading component was comprised of two parts. The initial
section of skimming and scanning took approximately 20 minutes. Students
were then required to answer comprehension questions based on three or
four different passages and a cloze test in which they had to choose a word
to replace words that had been randomly deleted from a text. This latter
section took sixty minutes.

During the speaking section of the CanTEST, students were
interviewed by two individuals who asked questions about the students’
personal and school life. The interview generally lasted for twelve to
fifteen minutes.

The fourth component, the writing section took 60 minutes. Students
were given a writing topic. They were given ten minutes to discuss the
topic with other candidates and were then required to write an essay on the
assigned topic during a fifty minute time period.



{S.) Performance in Contens Courses
{a.) Needs Assessment

In December and April the subjects completed questionnaires to find
ont how relaxed and confident they were in the courses in which they were
enrolied at St. Pat's High School. The subjects were asked 1o list those
courses in which they were enrolled and then to rate on a five-point scale
how relaxed and confident they were in each of these courses. Response
options ranged from 'l = not at all confident’ 10 'S = extremely confideny'.
In two open-ended questions, they were given the opportunity 1o explain
why they were or were not relaxed and confident in their content u:ur.\‘cs.
Please refer to Appendices E and F.
(b.) Evaluation

At the mid-point and the end of the study, in responding to the
question of how relaxed and confident they were in their conlent courses
the subjects also provided feedback on their progress in these courses.
(Please refer to Appendices E and F.) Furthermore, all the gradcs for the
students in the study were obtained. These were also used to examinc the
progress of the students. Please refer to Appendix G.
(6.) Performance in Sheltered Course
{a.} Needs Assessment

In October, December and April the subjects were given a list of 3}
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academic skill areas subdivided into the following: grammar/ vocabulary,
speaking, reading, listening, writing and study skills, They were asked to
indicate how much help they would like to get / needed in each of these 31
areas, with further blanks allowing them to add other areas. Questions
were answered on a five-point scale. Response options ranged from '] =
no help' to 'S = a lot of help’. Please refer to Appendices A and D.
(b.} Evaluation

The subjects evaluated the pilot sheltered English course in
December and again in April. Students were asked to answer both open-
ended and closed questions. The subjects were given the opportunity to
indicate if they felt the pilot sheltered English course was helping them in
other courses and to explain why or why not. They were also asked if
their English course was helping them improve in each of 31 areas listed,
with further blanks atlowing them to add other areas that had been omisted.
Furthermore, they were asked to indicate if they liked that only
international students were in this course and if they would be interested in
taking similar courses. The subjects were also asked 10 specify how much
they undersiood of what their English teacher said and of what they read
for this course. In the final questionnaire, the subjects were also asked to
offer suggestions about how to improve the set-up of the sheltered English
course. Please refer to Appendix E for the December questionnaire and to
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Appendix F for the final questionnaire.
(7.) Researcher Observations

Starting in January, the researcher observed the pilot sheltered
English course on a bi-monthly basis. While acting as observer in the
class, the researcher focused on the types of classroom activities and the
instructional techniques that the sheltered teacher used in her lessons (as
outlined by Oberst, 1985), as well as the academic lanpuage functions tha
the students could be observed using (as outlined by Chamot & O'Muliey,
1994).
b.) Sheltered English Teacher-interviews and questionnaires

Prior 1o the beginning of the 1993-1994 academic yeur, the tcacher
of the pilot sheltered English course, Margaret MacDonaid, was
interviewed. Please refer to Appendix H for a copy of the questions and to
Appendix 1 for a tapescript of the interview. Funthermore, during the
month of November, she was asked 1o complete a questionnaire pertaining
to the goals, objectives and materials of the sheltered coume, as well as to
give an overview of il. Please refer to Appendix J for a copy nf the
questions and to Appendix K for the responses. This was followed up by
an interview in December in which Mrs. MacDonald was asked to reflect
on the sheltered course to date. Please see Appendix L for a copy of the

questions and to Appendix M for the tapescript of this inlerview. In carly



March, Mrs. MacDonald was asked to comment on the following aspects of
a sheltered class support structure: instructional guidelines, characteristics
of schools effectively responding to the needs of ESL students, instructional
techniques that can be used in sheltered instruction and, finally, the
development of a sheltered English lesson plan, Please refer to Appendix
N for a copy of this tapescript. In an interview at the end of the study,
Mrs. MacDonald was asked to evaluate the sheitered course. Please refer
to Appendix O for these questions and to Appendix P for the tapescript.
3. Procedures
a.) Student Questionnaires

Prior to administering the three initial questionnaires (leaming styles
inventory, attitudinal and background data questionnaires), they were pilot
tested with a group of ESL students (N=10) who were enrolled in an
English for Academic Purposes (EAP) program at Saint Mary's University
in Halifax, Nova Scotia. These EAP students were asked 1o point out any
questions they felt were not comprehensible. Subsequently, the researcher
made the necessary changes prior to administering the questionnaires to the
students in the study.

These three initial questionnaires were administered over the two-
week period when the CanTEST was being administered. In order to

disassociate the questionnaires from the English proficiency measure (the
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CanTEST), the subjects were told that the questions did not constitute par
of a test. Before completing the leaming styles inventory, they were told
that the researcher was interested in finding out their preferred methods of
acquiring English as a second language. The five-point rating scale was
explained 1o the subjects and a demonstration was given. Siudents then
worked at their own pace in answering the questions. Clarification wis
given where necessary.

The attitude and background questionnaires were administered in
much the same manner as the leaming styles inventory. For the
questionnaire concerning attitudes towards leaming English, students were
asked to read each statement carefully before responding on the five-puint
Likert scale. An example was done with the entire class to clarify how to
answer using this scale. Prior to completing the questionnaire pertaining to
the background data, the researcher went over the questions with the
students to ensure that everyone understood the scales and the content.
Students answered both questionnaires at their own pace, asking for
clarification where it was needed.

Because the mid-year and end-of-year questionnaires focused
partially on an evaluation of the pilot sheltered English course, the teacher
was absent while students completed them. As the questionnaires were
coded, students were not required to give their names and their anonymily
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was assured. Prior to completing the questionnaires, the researcher read
over the questions to ensure that everyone understood. Students then
proceeded to answer the questions, asking for further clarification where it
was needed.

b.) Measure of English Froficiency (CanTEST)

In order to ascertain the English proficiency of the students, a
complete CanTEST (Canadian Test for English Scholars and Trainees) was
administered in October at the beginning of the study and another at the
end of the study in late March, Although the CanTEST is usually
administercd in ong sitting, this was 1:01 pnssible at the outset of the study.
in this instance, it was necessary to have the studcnts compleie the various
sections over a period of two weeks, as indicated in the following figure.
The CanTEST at the end of the study was administered in one sitting,

except for the oral interviews which were done over a three-week period at

the end of March.
Monday | Tuesday | Wednesday | Thursday | Friday
October | Listening | Oral Skimming/ Reading
4-8 interviews| scanning
October Oral Writing
12-15 interviews

Prior 10 the researcher's amrival in class before the first test, students

had been briefed by their English instructor about the overall contents of
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the CanTEST, as well as the order in which students would be asked 10
complete the various sections. In doing so. their English teacher also
indicated the value of completing the test to the best of their capabilities,
given that this instrument was an authentic test that was used to obtain
university entrance scores for non-native speakers of English.

All sections of the CanTEST, except the oral interviews, wene
completed with the assistance of the sheltercd English teacher during the
regular periods of the sheliered English class . The oral interviews werne
done on a pull-out basis from the general ESL class (i.c.. students were
individually excused from their class in order to complete this component
of the CanTEST). A colleague of the rescarcher who was also expericnced
in CanTEST administration assisted with the oral intervicws.,

The scoring of the CanTEST is done by assigning a band level 1o
each of the four skill areas: listening, speaking, reading {including
skimming and scanning) and writing. There are five band scores, with half
bands also being reported. The listening, skimming/scanning and reading
sections of the CanTEST were independently scored and rechecked by the
researcher. Then a band score was assigned. In the case of the writing
samples, both the researcher and another person experienced in the
administration of the CanTEST scored the papers. If there was a

discrepancy Leiween the two marks, a third marker who was also



69

experienced with the CanTEST was asked to assign a band score. The
scoring of the oral interviews was done by both people who interviewed
the candidate. This is discussed in more detail in the appropriate section
below,
(1.) Listening comprehension

Students completed the 47 minute listening comprehension test
during onc 65-minute class. Following the standard procedures for any
CanTEST, students were given the listening comprehension booklet and
told they could look at the questions for a five-minute period. Students are
given this opportunity to read the questions before they begin so that they
may become faniliar with the potential responses to questions they will
hear aurally. Once the five-minute period had elapsed, students were given
answer sheeis and encouraged to 1ake notes in the appropriate area on these
sheets as they listened to the various listening passages. This standard
practice during the CanTEST is an attemp! to eliminate the problem of
having to recall information from memory. While the pre-recorded
instructions were being read, the researcher used this time to adjust the
volume of the cassette to an appropriate level for all students. At the end
of the instructions, the recording was stopped and students were asked if
they required any further clanification before the listening section began.
At the end of the 1est, student’s answer sheets were collected first, followed
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by the listening comprehension booklets.
{2.) Oral Interviews

Students were interviewed by the researcher and a colleaguc who
was also experienced in the administration of the CanTEST. The
interviewing was done on a puli-out basis from the general ESL class or
the sheltered class. Due to scheduling conflicts, the interviewing team
could only conduct interviews one day a week. Therefore the interviews
were carried out over a four-week period. Each interview lasied between
12 and 15 minutes. Asisthe se in all CanTEST oral intervicws, there
were three phases. In the initial part, the candidate was asked for basic
information such as background/family data or for other information
which was relatively easy to convey. The intent of this pan of the orul
interview is 1o have the candidate relax as much as possible. Furthennore,
it gives the interviewers the opportunity to leam more about the candidate
which can be used as the basis for further lines of questionning. This
section generally lasted for approximately two minutes. During this phase,
the candidates were not judged on their performance.

In the second phase, the first of two probing phases, the candidaic
was asked questions of an increasing level of difficulty. This section
generally lasted 3 to 4 minutes. In the third phase, also lasting 310 4

minutes, the candidate was asked more difficult questions so as 1o
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determine 1o what level she/he could function in English. Theoretically, as
candidates progress through the interview, they should be able to perform
the following tasks in English: state facts, describe, compare/contrast,
definefillustrate, paraphmase/clarify, hypothesize, justify/support and
argue/defend/persuade. At the end of the interview, candidates are once
again asked questions of a simpler nature in order to ensure that they leave
the interview feeling positive about the outcome. As is the practice in an
official CanTEST, all oral interviews were recorded on audio cassette.
This is done in case there is a large discrepancy in the scores assigned by
the interviewers and there is a need to re-evaluate the interview.

Upon completion of the interview, the candidate lefi the room. The
two oral interviewers then independently scored the individuals ability in
the following areas: histening comprehension, accuracy, range, fluency and
pronunciation. The two scores were then compared and collectively a band
level was assigned to the individual.

(3.} SkimmingiScanning

Students completed the 18 minute skimming and scanning test in one
of the sheltered classes. They were given the answer sheet and asked to fill
in the pentinent personal information. The test booklets were then
distributed face-down. Once everyone had a test booklet, they were told to
open it to the page with the instructions. The researcher read through the



instructions with the class and answered a sample question. Students were
asked if any clarification was needed prior to beginning the test. All
students were then instructed to begin the test simphancously. Periodically
the time remaining was written on the board and a verbal announcement
was made. When the allotted time was up, the students’ answer sheets were
collected first, followed by the skimming and scanning booklets.
(4.) Reading

The reading section was 60 minutes long. Siudents were given the
answer sheet, followed by the reading booklet. Once all the bo klets were
distributed, they were instructed to open them to the first page where the
instructions were found. These were read by the researcher and sample
questions were completed with the whole class. Once further clarifications
were provided, the students were instructed to start the test. They were
given periodic verbal and written (on the board) warnings of the time
remaining. At the end of the allotted time, the answer sheets were
collected, followed by the test booklets.
{5.) Writing

Students were given foolscap and instructed to il in their names on
the reverse of an atiached paper, In this way, the person scoring the
writing sample would not be aware of whose writing sample was being

scored. They were also given a piece of scrap paper and finally, the



73

writing question which was distributed face-down. Once all the questions
had been distributed, they were told to tum the paper over. The
researcher read through the instructions and the questions with the
students. Students then had ten minutes to discuss the topic with other
students in the class, if they chose to do so. If not, they could start writing
their essay immediately. At the end of the ten minutes, they were asked to
return 1o their seats and to work independently on the essay for fifty
minutes. They were given periodic wamnings verbally and in writing on
the board. At the end of the fifty minutes, their essays were collected in
first followed by the writing question and the scrap paper.
c.} Inierviews/Questionnaire for Sheltered English Teacher

The researcher interviewed the sheltered English teacher on three
different occasions: in August, December and near the completion of the
study in April. All interviews conducted with the sheltered English teacher
were recorded on audio cassette so that the researcher could produce a
tapescript of the conversation. In November, the instructor of this course
was also asked to complete a questionnaire. Due to time constraints, this
questionnaire was only partially completed. Those questions which were
not answered were rephrased and included in the December interview.
4. Analyses

The statistical package used to compile the data was StatView. Once
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the data was inputted into the StatView program, means and standard
deviations were calculated. Because of the nature of this ethnogmphic case
study, the statistics from both the students in the pilot sheliered grade 12
English course and their sheltered English teacher are presented in a
descriptive manner.
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IV. RESULTS
A. Subjects

1. Students

When the study began there were thirteen students enrolled in a pilot
sheltered grade 12 academic English course at St. Pat's High School in
Halifax, Nova Scotia. As the 1993-1994 year progressed, four more
students joined the sheliered course bringing the total {o seventeen by
December, 1993. There were 11 males and 6 females from seven
countries: Ethiopia (n=6), Hong Kong (n=5), Vietnam (n=2), Canada
{n=1), Germany (n=1), Iran (n=1) and Palestine (n=1). The students’ first
language was that spoken in their country of origin: Ambharic (§), Tigrinia
(2), Cantonese (5), Viemamese (2), French (1), Genman (1), Persian (1)
and Arabic (1). Their ages ranged from 16 1o 29, with the average age
being 17.8. Seven of the subjects were Visa students. Fourteen students
indicated that the majority of their courses were at the grade 12 level,
while three indicated that most of their courses were in grade 11. The
length of residence in Canada ranged from 1 month 10 17.6 years; the
average length of residence was 2.4 years,

All seventeen students indicated that they had already received from
8.5 1o 16 years of schooling, with the average being 12.3 years of
education at the school level. Two students indicated that they had received
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additional schooling: one in a technology institute and the other in a
refugee camp. None of the students had undertaken studics at a college or
university level. The majerity (n = 12) indicated that they had atiended
scheol in a big city (about 500 000 people), three had gone to school in a
smaller city (about S0 000), two had gone to school in a town (about § (X))
people), and one, in a village (about 500 people).

Only one student indicated having studied another language other
than the first language and English. All seventeen students stated that they
had studied English at school in their respective countries, with five noting
that native speakers had taught them English. Two indicated that they had
also studied English in a country other than Canada or their native country.
One student marked that she/he had studied English for 1-2 years. The rest
of the students noted that they had studied English for more than 2 years,
the average of these responses being 7.4 years. The majority indicated that
they had studied English mainly in school outside of Canada (n = 10). It is
interesting to note that, in addition to speaking their L1 at home, three
students also indicated that they spoke English. Nine students indicated that
they had completed English courses in Canada through regular school,
LINC (Language Instruction for Newcomers to Canads) andfor summer
school courses. More than half of the students marked that they spoke
English at home in Halifax 'some of the time’ (n = 10). Four students
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answered 'most of the time’. Two indicated that they ‘never' spoke English
at home in Halifax, while one indicated 'always’.

Afier the mid-year English examination in January, there was
another change in the composition of the sheltered course. Two students
left school to pursue other endeavors. One student was moved to an
enriched English course, while another student chose to audit all of the
courses in which he was enrolled. At the end of February one of the
students who had left school returned to the grade 12 pilot English course.

Furthermore, given the wide range of jevels in English language
proficiency, as evidenced by the first CanTEST resuiis (the scores ranged
from 1.375 10 4.75), the sheliered English teacher decided that only seven
of the fourteen studenis still enrolled in the course could realistically
complete the work required for a grade 12 sheltered academic English
course. This decision was further validated by the academic performance
of the students in class, as well as by the results of the January English
exam. The sheltered teacher examined various altematives for providing
the appropriate English language instruction for the two groups {i.e. those
students who had scored a 3.5 or higher on the CanTEST and those who
had scored below 3.5). The two options that were considered were: (a) to
have the students of lower proficiency meet during a different time period
with the intention of increasing their English proficiency to a level 50 that
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they could succeed at the work required for the sheltered English course
and; (b) to have the students of lower proficiency remain in the class with
the students who had scored 3.5 or higher on their CanTEST. This
situation required having an additional suppont person in the class who
could help the lower proficiency students work with the same materialy as
the others, but at a more basic level. It was the latter of these two options
that was chosen, once the sheltered English teacher had found a qualificd
support person who was willing to act as an assistant in the classroom.
This situation continued umtil the support person found other employment
at the beginning of March. At this point the pilot sheltered English teacher
decided that all students would remain in the course, but that some of the
students could not realistically obtain a grade 12 academic English credit
because of their low English proficiency.

Therefore, in addition to analysing the data of the class as a whule, it
was decided to further subdivide the findings into twe groups. Except for
three students (two of lower proficiency and one of higher proficiency)
who joined the course afier the administration of the first CanTEST, the
division of students into two groups was based on the results from the first
English proficiency test. The three latecomers were placed in one group
or the other on the basis of an informal assessment made by the sheliered
English teacher. Group A consisted of the seven individuals whose English
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proficiency was more advanced (score of 3.5 or above) and for whom the
completion of the course work had been less probiematic 10 that point.
Group B consisted of seven students whose English proficiency was low
(score of below 3.5) and whose academic performance to date indicated a
need for further development at quite a basic level in the four skill areas.
(Henceforth, these two groups will be referred to as Group A or Group B.)
Please refer to the English language proficiency scores and to section Bl of
the discussion/conclusion chapler for a further elaboration on the gap in
English language proficiency levels.
2. Sheliered English teacher

The sheltered English teacher, Margaret MacDonald, had 2 total of
27 years of teaching experience. In her teacher training, she had
specialized in English literature and later obtained a Master of Education in
English as a second language. Initially, she 1aught regular mainstream
English (27 years) and subsequently volunteered to have English as a
second language included in her teaching assignment during the last 5
years. Her assignment for the 1993-1994 academic year consisted of two
grade 10 mainstream English classes, a multi-level ESL class (for grades
10, 11 and 12) and the pilot sheltered grade 12 English class.



R

B. Data
1, Students
a.) Learning styles inventory
(1.) Preferred classroom activities

Tables 1, 2 and 3 below give the mnk-order of the leamning styles
pertaining to preferred classroom activities for the class as a whole and
then for the two groups, A and B. As Table 1 indicates, the clissroom
activities which the class rated the highest in October and March were '
like to have the teacher correct my work’ and 1 like to huve the teacher 1ell
me if I'm improving’. Whereas the students rated most highiv those
activities in which the teacher played a very active role, it is interesting 1o
note that the activities Jeast supporied by the students cemered on higher
self and/for peer involvement. ('] like to have other studenis correct my
work', * In class, 1 like to listen and use cassettes’ and 'In class, 1 like to
leam by games’). Students might also interpret these Jatier two leaming
styles as not being academic enough. Those aclivitics which saw the largest
increase between October and March were ‘1 like to have my own

textbook’ and ‘1 like to listen and take notes.’
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Table I Class mean scores and standard deviations on preferred classtoom sctivities in

sheltered English class
¢ Swarement Ocr. March Oct -
(n=13) (n=13) March
Mean(SD)  Mean (8D}
{Q13) 1 like w have the teacher comect 400 (0RY) 462(0.65) -0
Q15 l!ikewmwmcmwnxtf ‘™
ngo 400 (1.04) 423093 -0
(Q14) 1 like to do written tests. 377 (0.8} 362¢0.65) W15
(Q5) Inclass, I like to leam by pictures, films,
video. 369 (086) 31099 O
(Q4) In class, I like to leam by conversations, 162(1.19Y 385¢D69) - 021
(Q1) InEnglishclass,  like 10 learn by reading.  3.46 (1.13)  346(1.05) 000
{Q6) 1like to write everything in my notebook. 346 (1.05) 369 (1.03) -0.23
Q%) 1llhketo from the board. W09 250X 0
Q) lliketwo and make notes. IO 3777 - 046
(Q10) 1 like to have my own textbook. 323 (1.36) 4068 (1.19) - 085
(Q7) 1 iike to listen and take noles. 15090 392 (K8 - (77
{Q16) 1like to make tapes and have the teacher
them, 300 (1.08) 323013 -1.23
{Q11) 1like o correct my own work. 292 (1.19) 292 {1.32) .00
(Q12) I like to have other students comect my work. 2.85 (1.28) 2,54 (1.10) .31
{Q2) Inclass, I like to listen and use casseties. 277 (8% 2771243 40
{Q3) Inclass,1like to learn by games. 262087 208760 054

* On a five-point scale ranging from 1 = ‘not at all' to 5 = 'very much’

When the data was subdivided into Group A and Group B findings.

there were both similarities and differences that emerged. Both groups

rated highly 'l like to have the teacher tell me if I'm improving'.

in

October, this classroom activity was rated the highest of alf activities by

Group B (i.e. those students of lower English proficiency). It is not

surprising that these students may have felt the need for 2 lot of teacher

feedback. Furthermore, in March both groups gave high ralings to °1 like

to have the teacher correct my work.’
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Table 2 Group A mean scores and standard deviations on preferred classroom activities

in sheltered English class

* Starement Oar. March Ort-
{n=35) {n=6) March
Mean (SD)  Mean (SD)

{Q13) 1like 10 have the teacher comrect my work.  4.20 (0.84) 483 (D4]1) -063

(Q15) 1 like 10 have the teacher tell me if I'm

improving. 400 (1.00) 4.83(0.41) -083
(Q10) 1 like to have my own texthook. 4.00(1.23) 4.67 (0.82) - 0.67

{Q5) Inclass, | like to learn by pictures, films,
video. 380(04%) 3.00(0.89) 080

{Q14) 1 like 10 do writien tesis. 3B80(0.84) 383 (041 -003
(Q4) Inclass, ! like to learn by conversations. 380 {0.84) 3.67 {0.52) 0.13
{Q1) In English class, I like 10 learn by reading.  3.60 (0.89) 3.67 (D.82) - 007
(Q7} 1 tike 1o listen and 1ake notes. 340(1.14) 4.00(0.89) - 0460
(Q9) 1 like to copy from the board. 3.40 (1.34) 333 (0.8 0407
{Q6) Ilike 10 write cverything in my notebook.  3.20 (1. 10) 383(0.75) -063
{Q%) 1 like to nead and make notes. 320(0.84) 3R3I(D.7S) -0.63
(Q2) Inclass, ! like to listen and use casseties., 3.00{1.00) 2.00 (0.63) 1.00
{Q12) Ilike 1o have other students correct my work. 2.80 (1.10)  2.33 (0.82) 047
{Q11) 1like $o correct my own work. 260 (1.14) 300(1.41) -040

(Q3) Inclass, ! like to learn by games. 2.60 (.55 2.00 (0.89) 0.60
{Q16) 1like 1o make wpes and have the teacher -
grade them, - 240(055%) 250105 -010

* On a five-point scale ranging from 1 = ‘not at all’ to § = ‘very much’

In October, a comparison of Group A and Group B data showed a
greater discrepancy in the means and standard deviations for the following
staternents: '] like 1o make tapes and have the teacher grade them', ' like 1o
correct my own work’ and '] like to have my own textbook'. Making tapes
and having the teacher grade them was obviously another way of obtaining
feedback from the teacher and hence the higher rating from Group B
students. Those students of higher proficiency mated T like to make 1apes
and have the teacher grade them' the least preferred of all the classroom

activities. In March, Group B students again gave quite & high rating 10 the
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activity of making tapes (M =4.17)

At the beginning of the study, students in Group B also indicated o
stronger preference for correcting their own work than those students in
the higher proficiency group. This is not surprising given the confidence
that may be typical of a language leamer »f higher proficiency. Students
in Group A may have felt less threatened by somcone secing their work,

1t is also interesting 10 note that at the beginning of ihe study studens
in Group A (the higher proficiency) indicated a far stronger desire o have
their own textbook (Mean = 4.00) than those students in Group B (Mean =
2.00). One might expect that the textbook would be a concrete object
which students of lower proficiency could rely on. In this instance, they
seemed to be more indifferent to actually possessing this feaming tool.
However, at the end of the study, the rating given to this siatement by
Group B students increased significantly (-1.67). It is possible that these
students of Jower proficiency were less intimidated by the idea of using
English textbooks once their English proficiency began 1o increase.
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Table 3 Group B mean scores and standasd deviations on preferred classroom activides

in shehered English class
* Sratement Oat. March Oct.-
fa=4) n=0) March
Mean (SD)  Mean (SD)
{Q15) Ilike to have the teacher tell me if I'm
improving, 4.50 (0.58) 3.83 (0.98) 0.67
{Q13) Ilike to have the teachey comect my work.  4.28 (D.9%0) 4.67 (0.52) - 0.42
(QS} Incless, I like to leamn by pictures, films,
video. 400 (0.82) 3.83(0.7%) 017
{Q14) }like to do writien tests. 375(096) 3.50(D.84) 0.25
1Q6) 1like to wrile cverything in my notebook. 3.75¢096) 383(1.17) - 008
(Q4) Inclass, | like 1o lcam by conversations. 350(1.29) 400(0.89) -050
Q9 Ilikew from the board, 3.50(1.29) 3.20(1.10) 0.30
QR) Illikerwo mand make notes, 350 (1.00) 3.67(0.B2) -017
(Q16) I like to makc tapes and have the feacher
them. 3.50(0.58) 4.17{098) -067
{Q11) Hike to comrect my own work. 3.50(1.29) 2.83(1.47) 067
{Q1) InEnglish class, I like toleam by reading.  3.25 (1.50) 3.33(1.37) - 008
(Q7) 1like 10 listen and ke notes, 300082 4.00(089) - 1.00
(Q12) 11like to have other students comrect my work. 3.00 (1.41) 2.83 (1.47) 0.17
{Q3) Inclass,]like 1o leam tgfamcs‘ 2.50(¢1.29) 2.33{0.52) 0.17
{Q2) Inclass, 1 jike 10 listen use casseties. 225 (096) 367121y - 142
{Q10) 1 like to have my own textbook. 200 (0.82) 3.67(1.37) - 167

* On 2 five-point scale ranging from 1 = not a1 all’ 1o § = “ery much’

(2) Teacher behavior

Tables 4, § and 6 show the means and standard deviations of teacher

behavior for the class, and then for Groups A and B. As indicated in Table

4, those behaviors which the entire class favored most in October were ‘]

like the teacher to correct me in private (alone) and 7T like the teacher 1o

tell me all my mistakes'. It is noteworthy that students wanted to be

informed of the errors they were making, but in private.

Furnthermore, there also appeared to be a high regard for teacher

activity and student passivity. At the beginning of the study, students gave



low ratings to 1 like the teacher to let me find my mistakes' and 'l fike the

teacher to give us problems to work on'. As well, at the end of the study

the students indicated a strong desire to have the teacher give them

problems to work on,

Table 4 Class mean scores and standand deviations on teacher behavins

* Stazement Oct. Muarch .-
(n=13) in=13) March
Mean (8D  Mean(8)
(Q22) 1like the teacher to comvect me in private
{alone). 418 (0.7S)  AKS (9.9 {133
(Q20) 1 like the teacher to tell me ali my mistakes. 408 (1.04)  4.62 (0.65) - 0.54
(Q17) 1like the teacher 1o explain everything wus. 3.77 (0.83)  1.62 (1.04) n.1s
(Q21) 1like the teacher to comrect me inmmediately
in front of everyone. IS0 (117 O0R(BYS  042
{Q19} 1 like the teacher to help me talk shout my
interests. 346 (1.13)  1.39¢1.206) {417
{Q23) 1like the teacher 1o let me find my mistakes. 3.46 (1.13)  R39¢1.12)y 047
{Q18) 1like the teacher to give us problems to
work on. 3230109 3RS (0.6 - 062

* On a five-point scale ranging from 1 = ‘not at all’ to 5§ = 'very much’

1t is worth noting the very high October rating (Mcan = 4.67) (Table
6) that students of lower proficiency gave the statemens 'l like the teacher
to correct me in private (alone). It is not surprising, therefore, to nole
that the second highest rating by these students was 'l like the teacher to let
me find my mistakes’. There appeared to be an unwillingness on the pan
of these students (o attract too much overt atiention to their mistakes.
However, they did give quite a high rating, as did the students of Group A,
to 1 like the tescher 1o tell me all my mistakes’. In March, both groups



gave this statement the highest rating. As the student’s English proficiency

levels increased, students may have been more interested in refining their

language skills and hence wanted to be informed of all their mistakes.

Table § Group A mean scores and standand deviations on teacher behavior

* Starement Oct. March Oct.-
(n=§) {n=6) March
Mean (8D)  Mean(SD)
{Q22) 11like the teacher to cosrect me in private
{alone). 4.20 (0.84) 3.67 (1.03) 0.53
(Q20} 1 like the teacher o teli me all my mistakes.  4.20 (0.84) 4.81¢0.41) -063
{Q17) 1 like the teacher p explain ingtous. 3.80 (0.84) 3.17 (0.98) 0.63
{Q18) 1 like the tcacher to give us prob t0
work on, 3200130y 383(D41y -0563
(Q21) 1 like the tescher to comrect me immediately
in front of everyone. 300(1.23) 3.17¢098) -017
{Q19) 1 like the teacher 1o help me talk about my
intercsts, 3.00 (0.7 333137 -033

(Q23) 1 like the teacher o let me find my mistakes. 3.00 (0.71) 2.83(0.78%) 0.7
* On a five-point scale ranging from 1 ="not at all' to § = ‘very much’

One point of disparity in October was 'l like the teacher to help me
talk about my intercsts’. Please refer to Tables 5 and 6. Group A students
sated this as one of the lowest (M = 3.00), whereas Group B studeats gave
it @ high mating (M = 4.25). This may be because students in Group B
(lower proficiency) placed more emphasis on basic communication skills,
while studenis of higher proficiency were more concemed about
improving their academic language skills. Furthennore, the students of
higher proficiency were already able to converse and thus would not need

as much help in basic communication skills.



As the data in Tables 5§ and 6 indicates. in Muarch there was less of a

discrepancy between the scores for this statement. It might be that the

English proficiency levels of students in group B had increased to the point

where they were comfortable conversing about non-acaden.ic topics and

were now becoming more concemed about improving their academiv

language skills.

Table § Group B mean scores and standand deviations on reacher chavior

* Statement Oua. Marvh Ot
n=4) {n=10) Afancdy
Mean (8D} Mran (SD)

{Q22) 1like the ®acher to cotrect me in private

{alone). 4.67 (0.58) 4.17 (DY) .50
(Q23) 1like the teacher to let me find my mistakes. 4.50 (0.58) 300, 27) 050
(Q19) 1like the teacher 1o help me talk about my

interests, 425¢0.50) 3.67(1.21) 05K
(Q20) 1like the teacher to tell me all my mistakes.  3.75 (L8 4.67 (0.52) -0
(Q17) 1like the teacher to explain everythingtous. 375 (0.8th 417 dhvx) - 042

{Q18) 1like the teacher 1o give us 10

wOork on. 3750500 40D L8 - 128
(Q21) 1 like the teacher to comrect me immediately

in front of everyone. 350(1.00) 30011y 0Sh

* On a five-point scale ranging from 1 = 'not at all 10 § = ‘very much’

(3.} Types of group learning

Tables 7, 8 and ¢ illustrate the mean scores and standard deviations
for different sorts of group leaming. As Table 7 indicates, at the
beginning of the study the class appeared to value working with others in
the class. Students gave the highest ratings to 'l like 1o learn English in a
small group’ and 'I like to leam English by talking with & pantner’. It is



not surprising, then, that they gave low ratings to 1 like to leam English

by using computers’ and I like to study English by myself (alone). This

same trend was seen in the data from March.

Table 7 Class mean scores and standard deviations on different sorts of group leaming

* Swterent ¢V 3 March Oct.-
n=l3) in=13) March
Mean{SD} Mean{3D)
(Q26) 1like to leam English in a small group. 3.69(1.03) 377{(1.01) -008
{Q25) 1 like to leamn English by talking with a
parnner. 346 (0.88) 408086 -0.82
tQ28) 1 tike to leam English by doing projects
outside of class. 323(1.08) 339096 -0.16
(Q29) 1 like 10 go out with the class and practise
English, L17(1,12y 4001000 -083

{Q27) 1like to leam English with the whole class.  3.15 (1.07) 385 (0.50) -0.70
{Q30) 1 like to teamn English by using computers. 292 (1,19)  3.00{1.29) -008
1Q24) 1 like to study English by myself (alone). 27711 239 (095 (.38

* On a five-poin! scale runging from | = ‘not atall’ 1o § = “rery much'

When the October data was subdivided into the groups representing
the iwo proficiency levels (Tables B and 9), it is significant 1o note the
tendency for students in Group A to seek more independent types of
leamning. Although 'l like 10 learn English by talking with a pariner’ and ']
iike to leam English in a small group’ were rated the highest, the latter is
still relatively low (M = 3.20) compared 1o that given by Group B students
(M = 4.25). Those aciivities involving the class {71 like to go out with the
class and practise English’ and 1 like to leam English with the whole
class’) were rated the loweat. Students in Group B placed more emphasis

on these collective types of activities. In fact, the rating for 'l like to study
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English by myseif (alone) received the lowest rating from the students of

lower proficiency. Their strong desire and need to interact with others is

apparent.

Table 8 Group A mean scores and standand deviations on different sonts of group

* Suiement Out. March -
{n=95) (n=1) Aanch
Meun (S} Mean(SD)
(Q25) 1like to leamn English by talking with a
{wmﬂ. 140 (0.89) 367 (08D N7
(Q26) 1like 1o leamn English i s small group. 12011 317 (L) 103
(Q30) 1 like to learn English by using computers.  3.00 (1.0 2.50 (1.21) .50
(8%;) } like mmﬁudygsigg;h by myxlf (alone). 280 (OR4)  217409%) 163
(Q<8) 1like to ish by doing projects
outside of class. 280 (084 317 (09 {1.37
(Q29) 1 like 1o go out with the class and pructise
English, 2.60 (0.55) 4.17(09%) . 187
(Q27) 1dike to leam English with the whole class. 240 (@8 XS (0SS - 414

* On a five-paint scale ranging from 1 = 'not at all’ to § = ‘very much’

Table 9 Group B mean scores and standard deviations on difTerent sonis of group

jeaming
* Statement Oc1. Murck (xt-
(n=4) n=0) Muarh
Mean (SD)  Mean (8D)
{Q26) 1like t0 learmn English in 3 small group. 425 (096 450055 025
(Q29) 1like to go out with the class and practise
Engli 4.00 (0.82) 417175 .0i7
(Q28) 1 like 10 leam English by doing projects
outside of class, 375 (0.96)y  383(0.75) - OB
(Q25) 1like to Jearn English by talking with 3
chr 350129 450084 . LaD
(Q27) 1like to lkeam English with the whole class.  3.25(1.26) 4.3301.03) - L6
(Q30) 1like 1o learn English by using computers. 325050 36700213 -042
(Q24) 1 like to study English by mysell‘ {alone). 1.75(0.50) 2.33(0.82) - 4.AK

* On a five-point scale ranging from 1 = 'not a1 all’ 10 § = ‘very much’



As Tables B and 9 indicate, in March, students of both groups gave
the highes! ratings 10 activities where they would be learning English with
other individuals {either with a partner, a small group or the class). Both
groups rated *1 like to leam English by myself (alone)® the lowest. It might
be that the students in Group A place more value on ollective forms of
lcaming English due to positive group interactions during the pilot
shelhiered English course.

{4} Emphasis on language skills

Tables 1), 1] and 12 show the means and standard deviations for
those aspects of langu.ge that the leamers perceived as needing the most
emphasis. Based on the data in Table 10, at the beginning of the study the
class placed a heavy emphasis on practising sounds and pronunciation. The
arcas which the class rated as requiring the leas! emphasis were 'l like to

study grammar’ and '1 like to study English by doing homework'.

Table 10 Class mean scores and standard deviations on aspects of language requiring
emphasss

* Starwment Oct. March Oct.-
(n=13) {(n=13) Merch

Mean (SD}  Mean (8D}

(Q34) 1 tike to practise the sounds and

W. 385(090) 4.31(0.86) -046
{Q33) 1 like to lewrn many new words, 377 (17 415(¢080y -0.38
(Q35) 1 like to keam languages. 377 (0.83) 385(1.21) -008
(Q31} 1 like 1o study w 162 (0.87) 4.00(1.08) -0.38
(Q32) 1like to siudy English by doing homework. 3.31 (0.86) 3.85(099) -0.54

¢ On a five-point scale mnging from | =’not at afl’ 10 § = ‘very much’
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The means and standard deviations from the two language sub-groups
revealed that in October students in Group A placed a higher emphasis on
the study of grammar {M = 4.00) than did students in Group B (M = 3.00).
Please refer to Tables 11 and 12. Based on the high mting of '] like 1o
practise the sounds and pronunciation’, students of lower proticiency
seemed to be more concerned with the communicative axpects of eaming
English. On the other hand, Group A studenis focused on the specifics
such as new words and grammar.

It is noteworthy that in March students from Group B pave the
second highest rating to °1 like 1o study grammar’, whereas in Octoher they
had given it the lowest rating. It may be that these students of lower
proficiency recognized a greater need 1o focus on the specifies of grammay

given that their basic communication skills were improving rapidly.

Table 11 Group A mean scores and standard deviations on aspects of lunguage regnining

* Sunerment Ont. Murch {¢q.-
in=%) tn=1"0) Mgrh
Mean (SD)  Mean (SD)

(Q33) I like to Jeam many new wonds. 400 (1.00) 433103} -0.33

(Q31) 1 like to study grammar. 400(1.000 3K3(133; 047

(Q34) 1like 0 ise the sounds and

annmm. 3.60 (089 417 (09%) -0.57
{Q3$5) 1like to leam 3.60(0.55) 400(RY  -040

(Q32) 11ike to study English by doing homework. 3.00 (1.00) 3.83(1.17) - 0.K3
* On a five-point scale ranging from | = ‘not at all’ to § = ‘very much’




Table 12 Group B mean scores and standand deviations on aspects of language requiring
emphuasis

* Stxement Ont. March Oct.-
(necd) {in=06)} March

Mean (SD)  Mcan{SD)
(Q34) 1like to practise the sounds and

uncigtion. 4.25 (0.96) 4.67(0.52) -0.42
(Q33) 1 like to lenrn many new wonds. A00(0.82) 417075y -017
(Q35) 1 like to leam Ianguages. 375¢1.26) 383(1.60) -008
{Q32) 1 like 1o siudy English by doing homework., 3.25 (0.50) 4.00(0.89) -0.75
{Q31) 1like 1o sudy grammar, 3.00(0.000 433(082) . 1.33

¢ On a five-point scale ranging from 1 = "not at s}’ to § = ‘very much’

(5} Senses used in learning English vocabulary

The means and standard deviations for those senses used in leaming
English vocabulary arc presented in Tables 13, 14 and 15. The data in
Table 13 indicates that in October the sheliered English class as a whole
placed the most emphasis on the receptive skill of listening to English
words 'l like to leamn English words by hearing them’. However, it is
significani that the second most highly rated manner of leaming new words
is action-oriented: 1 like to leam new English words by doing something’.

In March, the class indicated a preference 1o leam English words by
memorizing them. It is possible that the students recognize the need 1o
expand their vocabulary in order to perform better in their academic
subjects. Memorizing new words might be the manner of acquiring new

vocabulary that they are most used to,
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Table 13 Class mean scores and standard deviations on the soquisition of English
vocabulary

* Starement 1. Aarch thy.
{a=13) {n= 13} Aurch

Mean (SD}  Micun (8D)

{Q37) 1like to leam English wonds by hearing them. 3.69 (0.9 385 (L8 - Mo
(Q38) 1 like to leam English wonds by doing
somethin 362(1.19y 201y O

2
(Q36) 1 like to leam English words by sceing them. 3.54 (088, .39 (L1DY 018
(Q39) 1 like 10 leam English words by repeating

(Q40) lﬁl:elce 10 learn English words by memorizing
m.
{Q41) I like to learn English words by copying

354 (0.9 392 (086) - 113K
I gan s os 0N
292 (0.64) 36 (LI 08

* On a five-point scale ranging from 1 = 'not 8t all' 1o § = 'very much’

At the beginning of the study, Groups A and B diftered significantly
with respect to their views about ways of acquiring Euglish vocabulury.
As Tables 14 and 15 show, students of lower proficiency gave quite a high
rating (M = 4.25) 10 '1 like 1o leam English words by hearing them' as
compared to the students of Group A (M = 3.40). Because of the lower
proficiency of the students in Group B, they may have felt a strong need 1o
acquire the pronunciation of English by this passive approach.

At the end of the study, Group B students rated memorizing English
words the highest (M = 4,50). Students in Group A gave the highest mting
to learning new words by seeing them. Students of higher proficiency may
have already been familiar with the English orthography and hence the
visugl reinforcement was enough to acquire new words. The students in

group B, however, may not yet have acquirced this knowledge and therefore



needed to actively memorize vocabulary.
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Table 14 Group A mean scores and standard deviations on the acquisition of English
vocabulary

* Smrement Oct. March Oct.-
{n=35) (n=06) March
Mean (SD)  Mean (8D}
{Q3K) I like to lcam English words by doing
something. 3.60(114) 383(1.60) -0.23
(Q37; 1like to learn English words by hearing them.3.40 (1.14) 400 (0.89) -0.60
(Q36) 1like to leam English words by seeing them. 3.40 (1.14) 417 (0.75) -0.77
(Q39) i like to leam English words by repeating
them. 340(1.14) 4.00(0.89) -0.60
{Q40) 1 like 1o lcamn English words by memorizing
them. 3.00(1.58) 4.00(0R9) - 1.00
{Q41) 1like 10 learn English words by copying
them. 300(0.7) 337133 -017

* On a five-point scale ranging from 1 = 'not at all’ to 5§ = ‘very much’

Table 15 Group B mean scores and standard deviations on the acquisition of English

vocabulary
* Swatement O March Oct.-
(n=4) m=06) March
Mean (SD)  Mean(SD)
{Q37) 1 like to leamn English words by hearing them.4.25 (0.50) 383 (0.75) 042
{Q38) 1like to Jeumn English words by doing
soenething. 4.00 (0.82) 417 0.758) -0.17
{Q36) 1 like 10 lcam English words by seeing them. 3.75 (0.96) 2.67 (1.03) 1.08
{Q39) 1like to jearn English words by reprating
them. 3.75(0.96) 400089 -025
{Q40) I like 10 leam English words by memorizing
themn. 350 (0.58) 4.50(084) - 100
(Q41) 1like 10 learn English words by copying
them. 3.25 (0.50) 3.67(1.03) -042

* On a five-point scale mnging from ! = 'not at all’ 10 § = ‘very much’

(6} Activities outside of class

The means and standard deviations for self-initiated activities outside

the classroom are presented in Tables 16, 17 and 18. An indicated in Table



16, at the beginning and the end of the study the activity which the class
was most interested in initiating outside of class related 1o establishing
contact with others in English I like 1o leam by talking 1o people in
English’. Furthermore, in October they were interested in leaming
English at home by reading newspapers, eic, and by waiching TV. The
passive nature of these choices is noteworthy considering their mone

outgoing first choice.
Table 16 Class mean scores and standard deviations on leaming English oussiche of class

* Statemnent O, Munch 01
fn=13) n=13) Mwh

Mean {SD)  Mvean{5D)

(Q47) 1 like to leam by talking to people in English. 3.77 (0.93) 415 (080 - 03K
(Q42) Athome, | like 1o leam by reading

newspapers, eic. 3.69(09S5) 4150069 -046
{Q43) At hosme, I like to leam by waiching TV in
English. 369 (086) 392076 -023

(QS0) I like to learn English by visiting the library. 3.54 (0.78)  4.15 (0.90) - (161
(Q46) At home, 1 like to learn by studying English
books. 346 (1.66) 408 ((1.76) - (.62
(Q48) 11like 1o learn by warching, listening to
Canadians.

(Q44) Athome, ] like to leam by listening to
English radio 323 (1.30) 36204y - 039

(Q49) 1like 1o leam by using English in stores. ~ 3.08 @0.95) 377 (1.01) - 0.9
{Q45) Athome, like to Jeam by using cassenies.  2.85(1.07) 3.35(1.35) - 030

3.42(090) 3.85(1.14) -043

* On a five-point scale ranging from 1 = ‘not at all' to § = ‘very much’

When the data was subdivided into T bles 17 and 1K, there were no
significant differences in the means and standard deviations for the factors
at the beginning of the study. It is interesting to note, however, that those
students of lowe: proficiency rated the passive '] like to Jeamn by watching,
listening to Canadians’ highest. There seemed to be a tendency for Group



B students to be more conservative in their approach to leaming language.
Both groups rated ‘At home, I like to leam by using casseties’ lowest.

In March, both Group A and Group B gave the highest ratings to
statements dealing with contact with English speaking people {as seen in
‘Tables 17 and 1B). For Group A, this was ‘I Like to learn by watching,
listening to Canadians’ (M = 4.33), Those students in Group B rated ‘I like
to leam by talking to people in English’ the highest (M = 4.50). Although
the students must be concemed with acquiring academic English, it is quite
probable that they want to talk with English speaking peers in order to
acquire the everyday Janguage that might allow them to {it into non-

academic social contexts.

Table 17 Group A mean scores and siandard deviations on leamning English outside of
class

* Suntermnent Oct. March Oct.-
{n=15) (n=06) March
Mean (SD)  Mean (SD)

(Q47) 1 like o leam by talking to people in English. 4.00 (1.00)  4.00 (0.89)  0.00
(Q43) At home, 1 like to leamn by watching TV in

English. 380 (084) 4.7 ©.75) -037
(QS0) 1like o learn English by visiting the library. 3.60 (0.89) 4.17 (0.98) - 057
(Q46) At home, 1 like to learn by studying English

books. 340 (0.55) 383(0.75) -043
(Q4R) 1 like to lesm by watching, listening to
Canadians. 340 (0.89) 433¢(0.82) -093

{Q42) A1 home, ! like to Jearn by reading
NCWSPAPETS, £1¢. 320(084) 4.17(D.75) -097
{Q34) At home, 1 like to leamn by listening to
ish radio. 320(1.30) 333(1.03) -0.13

{Q49) 1like to leam by using English in stores. 320(0.84) 4.17 (0.75) -097
(Q45) Athome, 1 like to learn by using cassettes.  2.80 (1.:0) 250(1.38) 030

* On a five-point scale ranging from 1 = 'not at all’ to 5 = ‘very much’
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Table 18 Group B mean scores and standard deviations on learning English outgidde of

class
* Smternent Ou. Marck Ot
(n=4) (n=0) Murch
Mean (SD)  Mecan (SD)
{Q48) 1 like 10 leam by watching, listening to
Canadians. 4,00 (0.8 367(1.2h) 0.33

(Q43) At home, Ilike to leam by watching TV in

Engligh. 375 (0.50) 3IRIWWTS) - 008
(Q50) 1 like to leam English vxsiﬁngmc librwy. 375 (096) 4.33(D.82) - O.58
{Q49) 1like to leam by using i stores. 375 (0.5 36T (10%) OO
(Q47) 1 kike to lcars by talking o in English. 3.50 (1.OO) 4.50(0.55%) - 1.60
{Q46) At home, 1like to leamn by ing English

books, ASD(DSR) 433 (R - ON3
(Q42) Athome, I like to leam by reading

TEWsSPapers, eic.
{Q44) Athome, Ilike to lcarn by listening 1o

ish radio, 275(0.50) 3IB3I(O9R) - 1.0%

(Q45) At , 1 like to leam by using cassettes.  2.75 (0.50) 400 (089 - 1.25

* On a five-point scale ranging from 1 = 'not a1 all' 10 § = ‘very much'

325050 43308y - LoOX

7) Learning strategies

Tables 19, 20 and 21 give the means and standard deviations for
statements pertaining to common leaming strategies. As Table 19
indicates, those statements which the ciass rated the highest in Oclober wene
'T wish that I could speak English very well’ and 'l am happy to usc my
English even if ] make mistakes’. Obviously there was a strong desire to
be able to speak English well, but there was also the willingness to try to
use English even if there were mistakes. The studenis did appear not to be
threatened by the influence English had on them, as indicated by their
lowest ratings of "My language is much better than English’ and "At times |
am afraid that by using English I will become like a foreigner'.
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Tablke 19 Class mean scores and standard deviations on the use and study of English

* Statement Oct. March Oct.-
{n=13} (n=13) March
Mean (SD)  Mean (D)

(Q62) 1 wish that | could speak En ishv?weu. 431 (0.86) 4.39(1.19) -00B
nsh.g' even if I make

(Q56) 1am happy touse my E

mistakes. 423(0.73) 3.77(1.30) 046
(Q69) 1 1ry to understand the Canadian way of life. 4.17 (0.84) 4.15 (0.80) 0.02
(Q54) When I'm reading - if | don't undersiand a

wond, i try to it by looking at

the pther words. 408 (1.04) 362(1.39) D46
(Q51) When [ don't understand something in

English, 1ask someonctoexplainittome. 392 (1.32) 4.39 (0.96) -0.47
(Q52) If something in English is too difficult for

me, I my to listen to some papt of it 392(1.19) 3.85(1.28) 0407
(Q64) If someone does not understand me, ! try 1o

saf il in a different way. 3BS (0.0 439 (07 -0584
(Q6M) If 1 don't know how to say something, 1

Lhink of a way to say it, and then § mry it in

speaking. 385 (0.80) 4.31 (0.86) -0.46
{Q63) If I lesrn a new wosd, | try to put it into my

conversation so I can Jeam it bester, 369111y 400082y -0.31
(Q53) 1 watch people’s faces and hands to help me

understand what they say. 369(3.03) 3.000.47) 0.69
(Q65) 1 like the sound of English. 3.69 (0.95) 4.08 (095 -0.39
{Q68) 1 ask myself how well | am lemniniinnglish.

and I ry to think of better waysto learn. 3,54 (0.66) 4.31 (0.75) - 0.77
{Q67) | &y to find my special problems in English,

and 1 i1y to fix them. 346 (0.66) 4.23(0.83) -0.77
{Q57) 1think about what | am going to say before

1 speak. 3.39(1.04) 3.85(1.28) -046

(QS8) 1 fee! comforable when using English. 339 (0.96) 3.54(1.13) -0.15
(QS55) When | am not in class, 1 ory to find ways to
i 331 (1.18) 346(1.200 -0Q.15

{Q61) When 1 am speaking Eaglish, I Jisten to my
pronunciation. 308(1.12) 392(086) -084
(Q66) My language is much better than English. 2,77 (1.54) 2.85(1.35) -008
(QS9) At times 1 am afraid that by using English |
will become like s foreigner. 239¢(1.39) 269(1.49) -0.30

* On a five-point scale ranging from § = 'not at all’ to 5 = ‘very much’

In March, the students again indicated a strong desire to be able to
speak English very well (M = 4.39). It is worth noting the equally high
ratings that were given to strategies for using and studying English.



For example, ‘When | don’t understand something in English, 1 ask
someone to explain it to me’ and *If someone does not understand me, 1 try
10 say it in a different way’ both had a mean of 4.39. The high mtings
given to these latter statements may indicate that students were becoming
increasingly aware of leaming strategies they could use 1o assist them in
acquiring English.

The October means and standard deviations of Groups A and B
(Tables 20 and 21) indicate that there were differences as well as
similarities concerning the use and study of English. The most significam
difference at the beginning of the study was in the mting for "My kinguage
is much better than English’, Group A students gave this a high rating
(M = 4.20), whereas the students of lower proficiency rated it the lowest
(M = 1.50). 1t may be that the students of lower English proficiency wene
able 1o see more progress in their acquisition of the language and were
therefore less frustrated with leaming it. This might be one reason why
they gave the statement 'My language is much better than English’ a low
rating (M = 1.50, with 1 representing 'not at all’). The students in Group
A, however, may have perceived that they were reaching a standstill in the
acquisition of English and, for this reason, were more likely to prefer their
first language. Or, it may be that the students of lower proficiency were
not able to use their first language in the schooling context and therefore
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gave it a Jow rating. Students of Group A, however, may not feel any sont
of urgency to use their L1 in school because of their higher English
proficiency levels and might therefore rate it much higher.

Other instances in which Group A students gave a significantly
higher rating than Group B students included "When I am not in class, I try
to find ways 1o use my English’ and 'When 1 am speaking English, I listen
10 my pronunciation’. With respect to the former statement, it is
interesting 1o note the willingness of students of higher proficiency to seek
out ways to practice their English outside of class.

Instances in which students of lower proficiency gave higher ratings
than those in Group A included "When I don't understand something in
English, 1 ask someone to expigin it to me' and 'If 1 leam a new word, I try
to put it into my conversation so I can leam it better’. 1t may be that
Group B students were more concemed with coping mechanisms in

English.
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Table 20 Group A meun scores and standard deviations on the use and siudy of English

* Swtement Oxt. March Oct-
(A= 5) (n=9) Manh
Mean (SP}  Mcun (SD)
(Q&Z) J wish that ] could soeak English very well. 440 (0.89) 450 (123) - 014
% !s much better than English, 4.20{0.84) 167 (1.03) 053
(Qs4) m ~ §f I don't understand &
word, ] try to it by looking at the
other wosds, 400 000 400 (L.89 A
{QS52) If something in English is too difficult for
me, 1 try o listen to some parg of it. 40000 36705 43
(Q64) I sumeone does not understand me, oy oo
n}r it in a different way. 400 (0.71) 4338 -0.33
{Q60) 1f ] don't know how 1o say something, |
thipk of a8 way 1o say i1, and then oy it in
speaking. 150 (084 A4S0 OB -470
(Q56) 1am happy to use my English cven if | make
mistakes IR0 (O848  S00 08N -0
(Q69) 1oyt undersiand the Canadian way of life. 3.80 (0.84) 400 (0o - 0.20
(Q68) l ask myscn' how welllam !camm%cmghsh
:r{-,-i fo think of hetter ways to IR0 045 A O82) - 053
Qo7 1 uy nd my special puohlems in English,
iry 1o fix them. A6 0SS 433 (Y -073
(Q35} Wiwnlamwinchss,!u’ymﬁnd wiys 10
usc my English, 360 (055 3S0(18y L
(QE1) When 1 am speaking English, I listep to my
igtion. 360 (1.4} 306 (08 - 640
{Qs1) ‘g;ﬁn 1 don't understand something in
Enﬁl‘iﬂ;lask someone woexplainitrome. 240 (1.14) 450080 - Liy
{Q63) If ] anew word, { my to put it ino my
conversation 5o | can leam it better. 340 (055 400@03) - 006D
{Q53) 1 watch people's faces and hunds w help me
understand what they say. 240152y 333¢0.8 o
(Q85) 1like the sound of English. 320(0.84) 367 (1.0%) 047
{Q57) 1 think about what 1 am going 1o say before |
Sﬁ 33684 41717y - 097
(Q58) 1 feel comfonable when using English. 320(1.30) 367 (1033 -00.47
Q8% Alnm}amafmdthbymsmgﬁnghshl
will become tike a foreigner. 240 (1.M) 3000190 - 060

* On a five-point scale nnging from 1 = 'not at all' 1o S = 'very much’
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Table 21 Group B mean scores and standard deviations on the use and study of English

* Sigtement Ori. March Oct.-
{acx4) {n=06) Maorch
Mean(SD)  Mean (8D}
@0 s;:d?:;k exphii . 475 (0.50) 4.67(0.52 0.08
j someone 1o some. 4, ) 67 (0.52)
(Q63) ?‘%zam ancw word, Iuy to
conversation so | can leam it 475{(0.50) 4.17@98) 058
(Q62) 1wash that I could speak En lﬁh\'?mﬂ 450 (1.00) 4.50(1.23) Q.00
{Q56) 1 am happy 1o use my !
mistakes, 4.50(0.58) 367(L75) 0OR3
(Q60) !f!ﬂon'zkmwhowmsaymthsn&l
think of 8 way tosay it, and then Iy it
in speaking. 4.50 (0.58) 4.33(D.8)) 017
{Q69) 1y to understand the Canadian way of life. 4.25 (0.96) 4.50(0.84) -0.25
Q57 lﬁnnkabomwlwimgmngwsaybcfme
1 speak. 425(0.96) 3.67{(1.51) 0S8
{Q54) When I'm reading - if ] don’t understand a
word, | ry to it by looking at the
giher words. 400 (1.41) 367(082 0.33
(QQ52) Hf something in English is too difficuls for
me, 1 ry to listen to sorne pag of it 4.00(0.82) 4331(0D.82) -033
(Q64) 1f someone does not understand me, I oy 1o
say it in a different way., 400 (0.82) 4.50(D.8¢) -0.30
(Q53) 1 wutch peopice’s faces and hands to help me
understand what they say, 400000 30041y 1.80
{Q65) 1like the sound of Eaglish. 4.00 (0.82) 4.67(D.52) -067
(Q68) 1 ask myself how well I am iwnmgwnghsh
and ] ry to think of hetter wa 3735(0.50) 450058 -075
{Q358) 1feel comfortable when usmg lish, 375(0.96) 3.50(1.38) 025
{Q59) At times I am afraid that by using
will become like a foreigner. 350129y 233121y 2.17
(Q67) 1oy to find my special problems in English,
and ] &ry 1o fix them, 300(0.82y 433082 - 133
(Q5%) Wkn!mnmmclass,luymfuﬂwaysm
m{ 2.75(1.26) 3350(1.08) -0.75
{Q61) When amspabngﬁnglmh 1listen tomy
pronuxciation, 2.50(1.29) 400089y - 1.50
(Q&6) My language is much berterthan English. 1.50 (1.00) 2.00(1.27) -0350

* On a five-point scale ranging from 1 = 'not &t all’ 10 5 = ‘very much’
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b.) Auitudinal questionnaires
(1.) Learning English
(a) Proficiency

Tables 22, 23 and 24 indicate the means and standard deviations of
attitudes towards leaming English for the class, and then for the two
groups, A (students of higher English proficiency) and B (students of
lower English proficiency). It should be noted that the questionnaire
included questions of both a negative and a positive orientation,
Furthermore, the statements relating to the following five factors:
willingness to 1ake rigks, social integration, locus of control, mode of
communication and motivation to Jeam, were randomly listed in the
questionnaire, Once the data was gathered, the answers were decoded,
taking both the negative/ positive orientation into account. Sentences were
aiso grouped according to the five factors.

As Table 22 indicates, in October the class quite strongly disugreed
with the statement "Working in small groups in class hclps students leam
more’ (M = 4.15). It is interesting to note that students seemed to prefer a
more teacher-directed classroom, as opposed to working with their peers.
Those statements eliciting more agreement from the class were "Students do
not leam much English from reading books’ (M =2.15) and "Any student
who wants to leamn English will be successful’ (M =2.0%).
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Table 22 Class means scores and standard deviations on antitudes towards leaming

English
*Srtements Oxt. March Oct.-
{(n=13) {ne=12) March
Mean(SD) Mean (SD)
(QM; Mnking maszakes in a foreign language is
400 (0.71) 446(0.52) -046
Q1 Agoudm legmer never makes ermons.  3.54 (1.27)  3.7§(1.42) -0.21
(Q7) Speaking out loud in class is & good way of
leaming. 1770028 350(3.2) 027
{Q17) Students should not speak English if they
make mistakes. 400 (1.23) 442¢1000 -042
MW
{QI9iltis to stay in your own first language
mgxgod c{as.. 3315 ¢1.21) 292 (1.08) 023
(Q8) ESL mdcmsshoulﬂ not remain in their own
cultumal gl‘\'mp; 169(1.25) 425(1.06) -0.56
{Q2} Working in small groups in class helps
students learn more. 415 (0.58) 425(062) -0.10
(QV0) Students waste time when they work in small
Ups. 400 (0.82) 3192(079) 008
{Q4) ESL reachers should always tell shdents
what to do in class, 246 (1.05) 24201.00) 004
{Q15) Students should make suggestions about
what to do in class, 400 (0.41) 400043y 00D
{Q16) Teachers should always foilow a writien
lesson plan 285(¢1.07y 250091y 035
{Qi3) ESL students should not 1alk sbout
themselves in class. 330 (0.86) 330 (1.o0y -0
Made of » W
(Q6} Students feamn most through listening 10
informatson in class, 262 (0.96) 242 (0.90) 0,20
(Q12) Students do not Jeam much English from
reading books. 215(099) 1.67¢0.89) 048
{Q5) ESL students leamn most by speaking 1o others
in English. 385 (080 4.17(1.03) -0.32
{Q9) Doing a Jot of writing in class does rot help
ESL students. 346 (1.05) 408{067) -0862
Motivas :
(Q3) Taking tests in class helps students to Jeamn
Enghsh, 339 (1.12) 4.00(D88) -D6!
{Q20) Any student who wants 1o leam English will
be successful. 208 {(0.86) 208(067) 000
{Q11) Students should continue 1o leam English
unti} they speak perfectly. 346 (097) 3. 64(163) -0.18
QI8) Smmtsmﬂyncedtom&gﬁﬂso
they can understand others. 346 (1.13)y 383103y 0437

*On a five-point scale ranging from 1 = T swrongly agree’ to 5 = 1 strongly disagree’
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The October means and standard deviations for Group A and Group
B (Tables 23 and 24) indicated some significant differences in opinions
between the two groups. Group B, consisting of the students of lower
proficiency, indicated that they strongly disagreed with the following
statements: ‘Speaking out loud in class is a goed way of leamning’,
"Working in small groups in class helps students learn more”, ‘Students
should make suggestions about what to do in class’ and "Students should
continue 1o lcam English until they speak perfectly’. 1t is notewnrthy that
there was &8 much stronger tendency for students of Group A 10 agree with
the statement ‘Speaking out loud in class is a good way of jeaming’. 'This
divergence in opinion is understandable, considering the higher English
language proficiency of these students. Obviously, these students had more
confidence in their oral English abilities than did the students of Group B.

Students in Group A most strongly disagreed with the following
statements: ‘Students should not speak English if they make mistakey’,
‘Students waste time when they work in small groups’ and 'ESL students
should not remain in their own cultural groups’. Based on the first two
statements, Group A students seemed to be more confident of their English
capabilities. This might be expected with students of higher proficiency.

There were two significant differences in the ratings that Group A

students gave in the questionnaire administered in March. The mean for
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the statement “Teachers should always follow a written lesson plan’ was
3.60 in October; in March the mean for this same statement was 2.50,
indicating stronger agreement. It is possible that students prior language
leaming experiences were very structured,

Furthermore, the rating that Group A students gave to *Taking tests
in class helps students fo Jearn English’ went from M = 3.00 in October to
M = 4.17 in March, showing stronger disagreement. Students may have
felt that becausc they could not adequately express themselves in English,
they would not perform to the best of their capabilities on tests.

There was one very noticeable difference in the ratings given by
Group B. The mean for the statement *Doing a ot of writing in class does
not help ESL. students’ increased from 2.75 in October to 3.83 in March,
indicating stronger disagreement. These students seemed to place greater

vilue on practicing their writing skills in class.
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Table 23 Group A means scores and standard deviations on attitudes owands leamning

English
*Siatemenis O« Afunch .-
in=5) (n =08} March
Mean (SD) Mean (8D)
(Q14) %g mistakes in s foreign language is
natural, 3R 04S) 4S50Sy 0T
Q1) A good language leamer never makes emors. 360 (OK9) 447 (11T - 087
{Q7) Speaking out loud in class is a good way of
leaming. 280 (1.3 300 (1.2 - 000
{Q17) Students m&! not speak English if they
make mistakes. 440 (0.55) SO0 - 060
Social -
Q19 ltisgood tos vour own first language
out of cﬁs& 360 (055 IS0 (RH
(Q8) students should not remain in their own
cu groups. 420 (084  433(1.21y 013
{Q2) Working in small groups in class helps
Is learn more. 400 (0.7 410 (D.63) T
(Q10) Students waste time when they work in smail
groups. 420 (0.45%) 417@an oM
Lacus of control
(Q4) ESL eachers should always tell students
what 1o do in class. 260 (O.8Y) 2834107 023
(Q15) Students should make suggestions about
what to do in class, 380 (0.45) 400 00 0.20
{Q16) Teachers should aiways follow a wrinen
lesson plan. 360 (089 250 (123 110
{Q13) ESL siudents should not talk abowut
:hcmlvcs in class. 4.00(0.00) 4.001(1.1) {1{})
(Qﬁ} Smdmts lwn mnsz through listening to
information in class, 320 (0B4) 300063 020
(Q12) Stixlents do not leam much English from
reading books. 200 000  1.50¢0.55) D5
{Q5) ESL students leam most by speaking to others
in English. 400071 4000.27) 0.4
(Q9) Doing 2 lot of writing in class does not help
ESL students. 360 (D55 43382 -0}
Motivation to leamn
(Q3) Taking tests in class helps students o learn
3006(1.41) 417(09%) -1.17
(Q20) Any student who wanis to iearn English will
be successful. 280 (0.84) 2.33(0.52) (047
(Q!l)mmddmmwm&gﬁm
ameak 300 (1.00)  333(i63) -0.33
{Q18) Studems need to tcam English so that
they can understand others. 3.60 (085 3B8I(1.1T -023

*On a five-point scale ranging from 1 =1 strongly agree’ to § = '| strongly disagree’
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Table 24 Group B means scores and standard deviations on attitudes towards Jeaming

English
* Statements Oct. March Oct.-
tn=4) {n="06) March
Mean(SD) Mrcan(SDj
{Qi4) ﬁ ?misukcs in a foreign language is
natural. 3.50 (0.58) 4.40(0.58y -090
{Q1) A good language leamer never mskes erross. 2,50 (1.29) 333 (1.63) - 083
{Q7) Speaking out loud in ¢lass is a good way of
leaming. 4.50 1.0y 4001100 050
(Q17) Students should not speak English if they
make mistakes. 325(1.50) 383(1.17) -0.58
Social intsgration
(Q19} 1t is good 10 sta {am your own {inst language
groupoutof ¢ 225¢0.50) 2.33(1.03) -008
{Q8) ESL students not remain in their own cultural
groups, 350129 4.317(098) -0467
(Q2) Woarking in small groups in class helps
students leamn more, 4.25 (D.50}y 4.50(0.55) -0258
(Q10) Students waste time when they work in small
ups. 3.25 (096) 3.67(1.03) -042
{Q4) ESL teachens should always tell students
what to do in class. 200 (0.82) 200(@83) 0O
(Q15) Students should make suggestions about
whit to do in class. 4.25 (0.50) 4.000.63) 0.8
(Q16) Teachers should always follow a wrinten
lesson plan. 2.25(0.50) 2.50(0.55) -0.25
{Q13) ESL students should not talk about themselves
in class. 3.00(0.82) 300(0.63) OO0
Mage of I
(Q6) Students leam mos: through listening to
information in class. 2.25(0.50) 1B3I(D.75) 042
({212) Students do not leamn much English from
reading books. 200082y 183¢1.17y 017
(QS) ESL students leamn mos1 by speaking to others
in English. 3.75(1.26) 433 (0.82) -058
(Q9) Doing a ot of writing in class does not help
ESL students. 275171y 383(0.75) -1.08
Motivat I
Q¥ ’l‘ak'mg tests in class helps students to leamn
350 (1.00) 383 (0.75) -033
(Qm)AnysmdrmwhowmmmEnghsh
be successful, 130058 1.83(0.75) -033
(Q11) Students should continue 10 leam English until
they speak perfectly. 425(0.50) 4060(1.73) 025
(Q1¥) Students only need to leam English 50 thay
they can understand others, 3.00(1.41y 383{098) -083

*On a five-point scale ranging from 1 =1 strongly agree’ t0 5 = '] strongly disagree’
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{b.} Imporiance of becoming proficient in English

Table 25 shows the class means and standard deviations for the
following question: How important is it for you to become proficient in
English? As evidenced in the following table, the students gave this
question quite a high mting (M = 4,23) at the beginning of the year.
However, the mean was lower for the December rating (M = 3.93). It may
be that the students felt that they were making satisfactory progress and.
for this reason, gave lower ratings for this question in December. The
mean for this question in Apnl was 4.39. It is possible that as students
focused more on preparing for the following year, they gave a higher

rating to the importance of becoming proficiency in English.

Table 28 Class means and standard deviations for the importince of becoming proficient
in English *

Oct. Dec. April
n=13) in=15) {n=13)

Mean (SD)  Mean(SD) Mean (SD)
4.23(0.73) 393(0.80) 4.39(0.65)

* On a five-poing scale ranging from | =
‘ot al all imporiant’ to 5 = ‘extremely

important’
Tables 26 and 27 give Group A and Group B means and standard

deviations for the importance of becoming proficient in English. It is

worth noting that the means for this question for Group A students
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increased slightly for the rating in December. It may be that these students
of higher proficiency were recognizing that in order to gain university
entrance for the following September, they might need to increase their
efforts.

The rating given to this question by Group B students decreased in
December. This may be due to heightened awareness of their own
timitations and they were therefore not indicating as urgent a need to
become proficient in English. Nonetheless, the means from responses
given in April showed increases for students in both Group A and Group
B. Again, these increases may reflect the students’ urgency to improve
their English skills so that they could successfully finish high school and

enter university in September.

Table 26 Group A means and standard deviations for the importance of becoming
proficient in English *

(n=35) (n=6} (n=06)

Mean (SD) Mean (8D} Mean(SD)
380045 400089 4.17(0.7%
* On a five-point scale ranging from ] =

:mwaiif:npom'ao5= ‘extremely
important
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Tahie 27 Group B means and standard deviations for the imporntance of becoming
proficient in English *

Oao1. Dec. April
(n=4d) {fa=195) n=7)

Mean (SD) Mean(SD) Mean (SD)
4.75(0.50) 4.00(0.71) 4.57 (0.

* On a five-point scale ranging from 1 =
‘not a1 all importanl’ to § = ‘extremely
important’

(2.) Self-ratings of English language skills
{a) Perceptions of self, mother, father

Means and standard deviations for perceptions of English proficiency
{self, mother, father) for the entire class are given in Table 28,
Furthermore, Tables 29 and 30 give the means and standard deviations for
the self-rating according to Group A and Group B. With respect 1o the
parents, fathers scored higher on all four skill areas than did mothers,
especially for speaking. The class indicated a slight increase in their self-
ratings of speaking and writing skills between October and December.
When the class answered these questions again in April, only the mean for
'l understand English’ increased marginally. It might be that the students
are recognizing that their receptive skills (such as listening comprehension)
are improving more quickly, as one might expect with extensive exposure
1o the L2,

When the data was divided into Group A and Group B findings
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(Tables 29 and 10), the students of higher proficiency indicated slight
increases in all areas, except reading, for the period from October to
December. In April, however, reading was the only skill area where
student ratings indicated an increase. The other three areas remained
exactly the same. It is possible that students felt they were reaching a
plateau in their acquisition of English and their self-ratings reflect this.
During the October/December period, the students of Group B
{lower proficiency) also experienced increases in all areas, except
understanding. It is interesting to note the significant increase in the
writing score for group B (from 3.25 to 4.40). As Table 30 shows, in

April the students perceived that their speaking and understanding skills

Table 28 Class mean scores and standard deviations on perception of proficiencies
(Self, Mather, Fathey)

*Srarement October 93 December 93 April 94
in=13) {n=15) {(n=13)
Mean (SDY  Mean(SD)  Mean (SDY

I speak Englis 246 0.52) 2L73(0.70) 2.62 (0.7

1 understand L:nglish 331 (0.48) 327 (0.59) 3.31(0.63)

1 wrice En 3.00 (0.82) 3.53(0.83) 3.39(0.9%)

fread i 346 (052) 3400.74) 331 (0.48)

My mother 1.87 {(0.83) - —

My mother glish 220 (1.15) — —

MymhcrwﬁmEﬁ 2.40 (1.30) - -

My mother reads Engl 2,40 {1.30) - —

My father speaks i 2.25 (1.22) - -

My father wﬂtmﬁ?nglﬁx 2.42 (1.38) - -

My father writes English 2.50 (1.62) — -—

My father reads English 2.50 (1.62) — ---

* On s five-point scale mnging from 1 = ‘not atall' to § = Tike a native speaker
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had improved, whereas the other two had deteriorated. The students may
have felt that their everyday communication skills were improving more
quickly than their reading and writing.

Table 29 Group A means and standard deviations on scif-perception of English
proficiency

*Sraternent October 93 December 93 April 4
{n=35) {n=46) (n=10)

Mcan(SD)Y Mean(S[2}  Meng (8i)

I speak English 240 (0.55) 283 ®D.75) 2.83 (huR)
I understand English 320 045y 150 (0.58) 150 (05D
1 write i 2.80 (0.45) 3.00(0.00) .00 (0.63)
I read English 3.20 (0.45) 317 (0.41) 333 (0.51)
* On a five-point scale ranging from 1 = 'not at all’ to § = 'like a native speaker’

Table 30 Group B means and standand deviations en self-percepiion of English

proficiency

*Suzement Ociober 93 December 93 Aprit 94
in=4) {n=235j {n=7)
Meag (SD)  Mean(SP) Muan (S

1 speak English 2.25(0.50) 2.40{0.55) 243594

I understand English 3.00 (0.00) 2.80¢(0.45) 3.14 (0.eY)

1 write English 325(096) 440(0.89) 3171 (L11)

1 read ish 350 (0.58) 3.60(1.14) 329 (0.49)

* On & five-point scale ranging from | = ‘not at all’ 10 § = Tike & native speaker’

(b} Amount of emphasis on language skills: previous English classes
Table 31 indicates the means and standard deviations for the amount
of emphasis that had been placed on language skills in previous English
classes. Writing and reading were the two areas which were noted by the
class as having had the most emphasis. Speaking was the area that the class
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indicated had had the lcast emphasis (M = 2.65)

Table 31 Class mean scores and standard deviations on emphasis on skills in previous
English classes (n = 1§)

*_Langugge skills Mean (SD)
Writing 3.65 (1.00)
it aen
Graminar 3.06 (1.03)
Speaking 2.65 (0.93)

* On a five-point scale mnging from 1 = ‘none at ali’ to § = 'very heavy emphasis’

(c) Student's self-comparisons to peersinative speakers of English

Tables 32, 33 and 34 show the mean scores and standard deviations
for how the students rated themselves in comparison fo their elassmates in
the English class and to native speakers of English. As evidenced in Table
32, when students answered these questions in December there were
increascs in ratings for both of them. This might indicate students’ greater
confidence in their own abilities as the year progressed. By April,
however, both of the scores had dropped slightly.

Table 32 Class mean scores and standard deviations on self-rating compared to others in
English class and to native speakers of English

*Suzternent Oc1. Dec, April
{n=13) (n=15)  (n=13)

Compare yourself to other students in your  2.23 (0.83) 280 (0.94) 2.69 (0.86)
Englixh class. How do you rate your English?

Compare yourself to native speakers of 1.39 (0.65) 193¢1.03) 1.77(1.09)
English. How do you rate your English?

* On a five-point scale ranging from 1 = ‘poor’ to § = excellent’
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The means and standard deviations of the two proficiency sub-groups
indicate that the students in Group A rated themselves higher for these
questions as compared to Group B students. This might be expected jrom
students who had a higher proficiency. Furthermore, the data from both
groups of students showed eithier an increase or an equal self-mating for the
questions each time they were posed. This seems 10 indicate an increase in

self-confidence for the students as the year progressed.
Table 33 Group A mean scores and standard deviations on self-mating compared w0
others in English class and 1o native speakers of English

*Suxternent Oc1. Der. April
{n=135) {n=96) {n=0j

Conpare yourself to other studemis in your  2.40 (0.89) 283 (L.17)  2.83 (0.9%)
Enghsh class. How do you rate your English?

Oompan: yourself 1o native speakers of 140 (0.85) 200(127) 200041.27)
Eoglish. How do you mate your English?

* On a five-point scale ranging from | = ‘poor’ 10 5 = ‘excellent’

Table 3¢ Group B mean scores and standard deviations on self-rating compared 10
others in English class and to pative speakers of English

*Staternent Oct. Dec. April
{(n=4) (n=3) {n=7;

Compare yourself to other students in your  1.30 (0.58) 220(045) 257 ™)
English class. How do you sate your English?

Wﬁ to native speakers of 160 (0.00) 1.20 (0.45) 1.57 (0.98)
&0 you naie vour ish?

* Op a five-point scale ranging from | = 'poor’ 10 5 = ‘excellent’
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The following table indicates the CanTEST scores for the beginning

and the end of this study. (The October scores are rank-ordered.)

Table 35 English Innguage proficiency scores (CanTEST)

Student Oxtober 1993 scores

March 1994 scores

List. Resd Writ. Oml Avemge List. Read. Writ, Omal Average
{§) 30 S0 4.5 4.5 475% wrar meen en eems e
{(10) 50 45 45 45 4625+ .~ 485 40 SO 45
€2) 5.0 45 35 45 4375 e e e e e
{($2} 40 40 35 45 40+ 50 40 40 40 425
(14) 40 35 35 S0 40+ 50 38 45 S50 45
{(6) 45 35 35 40 3875* 45 30 40 45 4.0
(8) 40 40 40 25 3625+ 50 45 35 30 490
{13 30 35 25 50 35* memeeme eemr eees e
{4) 1.5 20 30 40 2.625* 30 25 30 40 3125
9}y 25 20 35 25 2625 — e A5 e e
{7) 20 1.0 30 40 25 30 10 30 45 28715
{3) 15 10 20 25 L75% 25 1.0 2.5 45 2625
(1) 10 13 20 15 15% 25 10 30 20 2125
(11) 1.0 1.0 L5 2.0 L3ISHRE o e e e e
IS, were e e e bR 30 1.0 25 3.0 2375
16, wor e e e e 35 190 20 50 2875
17, eer eeme e e ee® 50 25 40 40 3.875
S,
“’&Msﬂmmﬁuﬁmmmcﬁngﬁshmhjm
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As was noted earlier, there was 8 wide range in the proficiency levels of
the students at the beginning of the year, Although there was still quite a
large range in English proficiency at the end of the study. it was significant
that, with the exception of one score (#10, which was averaged from three
components), all average CanTEST scores for the April test were higher
than the initial ones. Most students showed improvement in listening.
Seven of the eight students who completed both tests received higher scones
on this component.
d.} Performance in content courses
(1.} Needs assessment

Table 36 indicates the means and standard deviations for how relaxed
and confident the students were in the courses they took at St. Pat's High
School. The number in brackets following the subject indicates how many
students from the sheltered class were actually registered in that particulur
subject. As evidenced in Table 36, the data was organized into two
separate groups: (a.) those courses in which at least half the students were
enrolled and (b.) those courses where the number of students was oo few
to generalize for the class. With respect to the first grouping of data, it is
noteworthy that the highest mean was 3.84. This seemed to indicate that
even in those courses where students felt the most relaxed and confident,

there were still factors making them feel ill-at-ease. With respect to the
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second grouping of data, if there was 8 larger sample size, one might not
expect that students would rate physical education or history extremely
high. 1t should be noted that both students who rated physical education
extremely high were also heavily involved in extra-curricular sporting
activities. This was obviously a strong influencing factor on the rating they
gave. The ratings given for those courses in which more than 50% of the
class was enrolled indicated that on both the December and the April
questionnaire, students gave the highest ratings to chemistry, math and
physics. It may have been that the students felt more relaxed and confident
in those courses in which there was a higher mathematical content, given

the more universal nature of numbers,
Table 36 Degree of relaxation and confidence in high school courses.

* Subject area Noof December  Noof  April Dec-
students in=15; suudents (n= 13} April
enrolled enrolled

Mean (8D) Mean (SD)
IS5 (1) 400078 -036
343(1.09) (1) 350(1.00) -007
340(1.08) (O 322097 048
3.11(1.27) 9 244 (0.88) 067
3.09(094) (1) 3.10(0.57) -001
300 (1.08) (13) 285(1.13) 0.15
500000 () - -
500000 O - -
4000000 ©) - e
330 (0.71) (2) 350@71) 000
X 3% 2 300@O0» 050
Biology () 300(141) (3) 300Q2000 000

* On a five-point scale ranging from 1 = ‘not at all confident” 10 § = ‘extremely confident’
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Nine of the fifteen students who completed this questionnaire in
December took the opportunity to make the following comments about why
they did pot feel relaxed and confident in some of their content courses:

* New vocabulary &}
* Do not understand the teacher B
¢ New subject area not previously studied  {2)
* Long text ¢}
¢ Homework difficelt n
¢ Feeling of never being able to catch

up to others h

In April the students answered this same guestion about why they did
not feel relaxed and confident in centain courses. Nine of thinteen students

responded and gave the following reasons:

*;éon’lundmmd A
* New vocabulary {1
* 1t is difficult to ask gquestions H
* English has no scientific formulas 8]
* [ can't keep up to the closs 1}
* 1 don't do well on tests th

* Dont havcfno: bject knowledgy {1
* First term, § missed too many classes n

Students aiso had the opportunity to indicate why. in certain conrses,
they felt relaxed and confident. Al fifieen students who completed the

questionnaire in December responded and gave the following reasons:



* Interest in the subject
¢ Use of aumbers makes if casier
* Uses pictures or less English

* Student is comfortahle asking for explanation

* Understand the teacher
s staff and students

* Indifferent about marks; already graduated from

high school
’Esyniial

¢ Knows she/he is not the only intemational student

in the class

* Feeling of being shle to catch up to others in the

class

it is interesting 1o note the reasons students most often mentioned for
feeling relaxed and confident in their courses. Interest in the subject

matter obviously has a positive influence on students. Furthermore, it

6
(3)
(2)
2)
{2)
{2)

(1)
4}

H
4}
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wotld scem that those subjects with an emphasis on numbers and graphic

ilfustrations facilitate comprehension for the ESL students.

In April, students were apain given the opportunity to answer the

same question. All thirteen students responded and gave the following

reasons why they fee! relaxed and confident in some of their content

COUTSCS:

* Understand well

* Pay atiention in ¢lass

* Know what I'm doing

* Do well on tests

* Leamed the matenial in my country
* Use of numbers makes i casier

* Can keep up with the class

* Am interested in the subject

* Teachers are vety good

* Do my work at home

(%)
2
(2)
(2)
¢}
(1)
(1)
(N
8)
8y



{2.) Evaluation

The following table (37) indicates the first torm marks and the fina!

CanTEST scores for each of those students enrolled in the pilot sheliered

Table 37 CanTEST and first term marks of all grade 12 pilot sheliered Enplish studenis

Smdent CwTEST CawTEST Muth Chem. Phys. Eng. ESL Bw. Fo Geop Comp Ac
(Octobery  (March)

(§) 4758 . - - - - . -

{10) 4625* 4.5 77 % B8 72 6 LRI U8

{2) A375%* - - - - - - .

{12) 40°* 4.25 84 - 8 70 8t 77 80

(14) 40+« 4.5 -

{6) 3875 40 87 %3 B0 65 KO 77

(8) 3625+ 40 - &0 RO Kl R KO

(13) 35+ - 43 58 4 S8 - 73

(4) 2.625* 3128 - - - - - whi

(9) 2.625** - 45 63 66 42 50 77

(7) 2.5¢¢ 2875 55 & 70 Mb 60 -

{3) 1.75* 2625 27 NMG 4) MD 40 NACG

(1) 1.5+ 2125 95 S 66 ML 4D INC -

{(1§) 1.375%*¢ . - . . . -

{1§) -—--** 2375 NMG NMG - MD MD 20 NMC; -

(16) ----»* 2.875 NMG NMG TRA MD MD - NMGG -

(17). -t 3.875 NMG NMG MD MDD MD - NMG -

* Students in group A WDP = withdraw passing

** Students in B WDF = withdraw failing

*## Students who discontinued the English course  TRA = transfer

MD = mark deferred INC = incomplete

NMG = no mark given
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English course. Jt is interesting to note the various subject strengths and
weaknesses of individual students and to compare these marks with the
English proficiency scores they received on their CanTESTs, While
students indicated that chemistry, math and physics were those courses in
which they were most relaxed and confident, students’ marks show that
these were not always the courses in which they achieved the best results.

e.) Perfurmance in sheltered course
{1.) Needs assessment

Tables 38, 39 and 40 give the mean scores and standard deviations
for the amount of help students would like to get / need in each of 31
academic skill areas for the class and then for the two groups, A and B. As
Table 38 shows, all matings for the class were lower in December, except
that for ‘Working with a computer’. It may be that in the December
rating. the students perceived that they were progressing at a satisfactory
rate and were more self-confident and therefore indicated a reduced need
for assistance in the academic skill areas. The higher rating for "‘Working
with a computer’ may indicate students’ heightened awareness of the
importance of being computer literate. The fact that nine of the fifteen
students were enrolled in a computer course may substantiate this.

When students answered this same questionnaire in April, the matings

in 21 of the 31 academic skills areas increased. It may be that the students



were recognizing their own limitations at this point and knew their
academic English skills had to increase in many of the arcas. As the end of
the academic year approached, students may have felt especially pressured
to improve many facets of their academic English.

At the end of the list of academic skills, the students were also
encouraged to give other academic skill arcas in which they would like 1o
get / need help. Of the 13 students who responded to this question in

October, five responded and gave the following areas:
* Exhibitions (2)
* Music (1)
* Inform me of my mistakes individually (1}
* To go sce movies {1)
* To go see historical places (1)

In December, the students were once again encouraged 1o give other
academic skill areas in which they would like to get / nceded help. Five of

fifteen students responded and suggested the following arcas:

* Plans for after high school (1

* Communicating with other students (1)
* Expressing opinions (1)

* {Subject areas suggested) (1)

In April, one student of thirteen took the opportunity to add other arcas
where support was needed and indicated the need for help in chemisiry and

physics.
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Table 38 Class mean scores and standard deviations on the amount of help smdents
would Jike to get / noed in academic skill areas

*Avaddemic ares Ociober December  April
(n=13) (n=15) (n=12)
Mean (SD)  Mean{SD)  Mean (SD)
Vocabulary 3.69(0.75) 3.27(1.03) 383(1.037)A
Grammar 3.54 (0.78) 3.33(090) 333(1.16)
Speaking {conversation skills) 3850090) 3.07(1.22) 375(142)A
Pronunciation 385(0.80) 343(1.02) 358(1.0%)A
Asking questions in class 3.77(0.83) 280(142) 308(144A
Oral presentations 3.62(096) 3.07(1.49) 342(1.51HA
Discussion of scademic topics 354 (0.57) 260(1.18) 3.00(1.21A
Understanding reading material 377 (1.09) 3.07{1.22) 325(l.14)A
Reading from a textbook ;Gg (1.%;) %g; (;:;g) %% 8;) A
Reading and interpreting questions 62 (1.19) 87 ) X H4)
Reaingwithaﬁxm!img 3.39(1.39) 293 (L.10) 292 (1.08)
Reading English magazines and newspapers 3.31 (0.95)  2.67 (1.05) 2.92(1.38)A
Listening
Understanding the teacher 3.69(1.18) 260(1.18) 250(1.5])
Understanding directions in class 354 (1.39) 260 (1.18) 267 (L50)A
Listening practice in a language lab 3.54(1.05) 264(1.22) 275(1.29)A
Listening practice in class 331 (118) 247 (1.23) 242(L.17)
Writing practice 3.85(1.07) 3.00(1.13) 2.75(1.42)
Writing papers 369 (0.95) 3.20(1.15) 3.42(1.38)A
hrasing 3.62 (0.87) 3.13(1.46) 283(1.19)
Writing tests 3.54 (0.88) 3.27(1.28) 3.33(1.31)A
Taking notes in class 323¢1.17) 267 (098) 242(1.44)
Suudy Skifls .
CanTEST/TOEFL preparation 346(1.13) 3.00(1.62) 317(14D)A
Preparing for tests 3.23(1.09) 2.73(i449) 325(1.4HA
Working in groups 3.15(1.07) 247(1.36) 283(1.27)A
U ing homework 3.15(1.07) 2.60(145) 2.67(1.23)A
information on Canada and Canadians 3.08¢1.19) 285(1.21) 275(1.23)
Using the library 3.08(1.17) 2.13(1.13) 2S0(1.inaA
Working with a computer 3.08 (1.38) 3.27(1.53)A 342(1.73)A
Working independently 3.00(1.16) 240(1.35) 292(1.81)A
Understanding charis, maps 285(0.99) 220(1.01) 225(0.87)A
Organizing and 8 schedule 2.69 (0.95) 2.47(1.30) 242(1.17)

¢ On a five-point scale ranging from | = 'no help' 10 5 = ' lot of help’
A Indicates an increase in the mean score from the last time period
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Table 39 Group A mean scores and standard deviations on the amount of help students
would fike to get/ need in academic skill areas
*Academic area Ocvober December April
{n=5) {n=10j {n=0)
Mean(SD)  Mean(SD)  Mrean (SD)

Crammar/Vocabulary
Vocabulary 3.80 (0.84) 3.33(1.21) 367(1.21H1A
Grammar 3.60 (0.5S) 300 (089 300110
Asking questions in class 400(0.7H 233 (1.3 267 ({1ShHA
Speaking (conversation skills) 380 (0.45) 267(1.21) 333(161HA
Pronunciation 380 (0.45) 3.00¢lon 2RI (OYR)
Oral presentations 3.60(1.14) 267 (1.63) 300(14DA
Discussion of academic topics 360(1.14) 21717y 333(1.IDA
Reading
Rexiing from a textbook :00 {1.00) %27 0.8y 2.671{1.37)
Reading and i ing questions 00 (0.71) A L0S) 2R3 (0.7 A
Mg%m 400 1.0y 3.00(1.27) 3.00{1.1)
Understanding reading material 380 (0.84) 3.00 (0.8 283 (0.7%)
Reading English magazines and newspapers 3.60 (0.89) 250 (0.84) 3I7(L.I1THA
Listening practice in a language lab 3.80 (0.B4) 233(1.21) 233(N.5D)
Understanding the teacher 360(1.14) 250(1.8Y) 2331154
Understanding directions in class 360 (1.34) 2.50(1.82) 250(1.3%)
Listening practice in class 360 (0.55) 2.33(1.03) 233 (0.8
Wrid
Writing tests 400 (0.71) 300(1.41) 33381 A
Writing practice 3.80(1.10) 3.17(1.3%) 3.00(1.27)
Writing papers 3.80 (D.84) 3.00(1.27) 350(1.24)A

i 380 (045 3.00(l.67) 267121
Taking notes in class 3.800.84) 250(1.23) 2.17(h98;
Study Skills _
CanTEST/TOEFL preparation 400 (1.00) 3.00(1.41) 347(1.17)A
Preparing for tests 360 (0.55) 3.00(1.67) 3.07(09%A
Working in groups 340 (0.55) 217098y 283(19%)A
Understanding homework 340 (0.89) 2830160y 2.33(1.03)
Working 340 (0.55) 2.50(1.52) 267(1.21)A
Using the library 325(0.50y 2.33{(1.21) 233(0.8))
Information on Canada and Canadians 3.20 045y 267(1.21) 317(1.11)A
Working with a computer 320 (0.84) 283(1.17) 2.50(1.3%)
Understanding 8, Charts, maps 320 (0.84) 233(121) 217{0.75)
Organizing and a schedule 3.00(1.00) 2.50(1.52) 217{0.75);

* On a five-point scale ranging from 1 = 'no help’ to 5 = ‘a lot of help’
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Table 40 Group B mean scores and standand deviations on the amount of help students
would like to get / need in academic skill arcas

*Avademic area October December  April
(n=4j (n=3) {n=06)

Mean (D}  Mean (SD)  Mean (8D}

Crammar/Vocabulay
Yocabulary 3.75(0.50) 320084 A 4000389 A
Grammar 350 (0.58) 3.80(0.84)A 3.67(1.2}1)
Sycaking (conversation skills) 475(0.50) 4.20(0.84) 4.17 (1.7
Pronunciation 450 (0.58) 4.00(0.71) 433{0.5H)A
Oral presentations 4.25(0.50) 4.40(0.89)A 3.83 (1.60)
Asking questions in class 4.00(1.36) 3.60(1.14) 3.50(1.38)
Discussion of scademic topics 4.00(0.82) 3.60(0.55) 2.67(1.03)
Reading
Undersianding reading material 450 (0.58) 4.00(1.23) 3.67(1.37)
Reading and inierpeting 43509 380(190) 317139
Reading and i ing questions 25 (0. X A A7 {1.33)
Reading with a time limn 4.00 (0.82) 340(0.89) 283(1.17)
Reading English magezines and newspapers 3.75 (0.50) 3.20(1.10) 2.67 (1.63)
Understanding the teacher 450(1.00) 3.20(0.84) 2.67(1.63)
Liveoing pocice ina mgusge nb 429 (096 3001 41) 1171924

istening prectice in a 25 (0.96) 3.00(1.41) 3.17(L.72)
Listening practice in class 400 (1.41) 320(1.30) 2.50(1.5)
Writing papers 400 (0.82) 3.60(D.89) 3.33(1.63)

i 4.00 (1.16) 3.60(1.52) 3.00(1.27)

Writing practice 3.75(0.96) 2.80(D.45) 2.50(1.649)
Writing tests 3.50 (0.58) 4.00(1.00) A 3.33 (1.86)
Taking notes in class 350(1.29) 320(045) 2.67 (1.86)
Study Skills
Waorking with 8 computer 4.50 (0.58) 420(1.30) 4.33(l.61)A
CanTEST/TOEFL preparation 4.00 (0.82) 4.50(1.00) A 3.17 {1.72)
Working in groups 4.00 (0.82) 3.80(1.10) 2.83 (1.60)
Uring i ey 373 (130 280088 283 05n

sing i , Y} 2.67 (1.51)
Ui % 3150(1.00) 3.40(1.14) 3.00(1.41)

nderstanding
Information on Canada and Canadians 350 (1.00) 3.00(0.82) 233(1.21
Working independently 325(1.50) 320(1.10) 3.17(1.89)

Understanding chans, maps 325 (096) 280(045) 2.33(1.03)
&mﬁﬁmmmgm 3.00 (0.82) 3.20(0.84)A 2.67 (L.51)

* On 2 five-point scale ranging from 1 = ‘no help’ to § = 3 lot of help’
A Indicates an increase in the mean score from the last time period
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(2.) Evaluation
{a.) Transfer of knowledge from sheltered cowrse

Table 41 indicates the response for “Do you think this course is
helping you in your gther courses?” In December, the majority of the
students answered either ‘maybe’ or "yes’. When the sheltered students
answered this same question in their April questionnaire, the majority
answered ‘yes'. Please refer to the results in the table below.
Table 41 Degree of help provided by sheltered course

Decomber Al

No 1 No )
Maybe 7 Maybe 3
Yes 7 Yes 10

The students were also given two open-ended questions asking them,
in the first one, to elaborate on how the sheliered English course was
helping them in other courses. In December thirteen of the fificen students
responded and offered those reasons listed in Table 42, Furthenmore,
students also indicated why the course was not helping them. Two students

responded and gave the reasons listed in Table 43.

Table 42 Reasons why sheltered course is helping (December)
o oo ¢
Social contact made in this class 1
Table 43 Reasons why sheltered course is not helping in other courscs (December)

Already covered material }
All other courses mathematically based 1
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In April students again offered reasons as to why the sheltered
course was or was not helping them in their other courses. The responses
given by the students are listed in Tables 44 and 45. Note that 12 of
thirteen students gave reasons why their English course was helping them
in their other courses, while three offered reasons why this course was not

helping them in other subjects.
Table 44 Reasons why sheltered course is helping (April)

Expands vocaby
Helps spoken English
Helps me do homework

Table 45 Reasons why sheltered course is not helping in other courses (April)

g |
]

In some courses you don't have to

be perfect in English H
Varied proficiency levels; materials are

easy 1

{b.) Amount of help provided by sheltered course

Tables 46, 47 and 48 show means and standard deviations indicating
to what extent the sheltered students felt the English course was helping
them in 31 academic skill areas. As evidenced in Table 46, the December
class means show that students felt that the sheltered English course was
helping them most in Understanding directions in class’, ‘Understanding
the teacher’ and 'Reading from a textbook’.



Table 46 Class means and standard deviations for the amount of help provided by

sheliered course
Academic area December  April December-
{n= 15} n=13) April
Mean (SD}  Mean (3D)
Yocabulary 331 (0.86) 346(1.56) -{QIS8
Grammar 300091y 304D 000
Speaking
Speaking {conversation skilis) 313 (083) 346 (1.13) -033
Asking guestions in class 3.07(1.03) 331 (14 -024
Orul presentations 287 (099 325(1.2yy . Q038
Pronunciation 2.69 (1.18)  3.00(091y -031
Discussion of academic topics 257(1.09) 2920117y -0.35
Reading
Reading from a textbook 364 (1.15) 44209 -078
Understanding reading material 353083 4000000 -047
Rcadmg and interpreting questions 313 (0.83) 362096y -049
Englishmﬁnsm newspapers 293 (1.07) 391 (1.04)  O9R
273(L1) 3851893 - 0RK2
Undc:smndmg directions in class 373 (088) 4238} -050
Understanding the teacher 3.67(0.82) 408(1.0H) -04)
Listening practice in class 3.57 (1.02) 373 (L) -0.06
Listening practice in a language lab 3110117 32264 -0
Writing
Writing practice 360099y 43380 -073
Writing papers 347 (0.92) 4008y - 083
Taking notes in class 340(091) 415090 -075
ing 336 (1.01) 3.62(087) -0.26
Wriang tests 320 (0.94) 408 (0.86) - 088
Study Skills
Understanding homework 360 (091) 4.00(0K2) -040
Working independently 3.57(094) 377083 -020
Working in groups 347(099) 362(1.12) -0.15
Using the library 343 (085 333(12%) QIO
Organizing and ing 8 schedule 336 (093) 346(1.20) -0.10
Understanding graphs, maps 3.10(1.10) 318(0.87) -008
ing for tests 293 (0.83) 362(087) -0.06Y
bﬁammm%damd&nadim 271 (1.27) 3.00(1.04) -029
gw@awmpum 260(127) 255(1.31) 005
fTOEFL preparation 250 (1.02) 3.09(1.14) -0.59

* On a five-point scale ranging from 1 = no help' 10 5 = 'a lot of help’ plus N/A = does

not apply
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When the December data was broken down into Group A and Group
B findings, there were differences in the academic areas that students felt
had been helped by the sheltered English course. Group A students listed
‘Understanding directions in class', ‘Understanding the teacher' and
‘Understanding reading material’ as the areas in which the sheltered class
had helped them the most. Group B students gave the highest ratings to
"Listening practice in class’, ‘Reading from a textbook’, "Writing papers’,
"Taking notes in class’ and 'Working in groups’.

In April the data for Group A on how much the sheltered course was
helping in several academic areas shows significant differences in the
following § areas: 'Reading from a textbook’, ‘Reading English magazines
and newspapers’, ‘Reading with a time limit', "Writing papers’ and
"Writing 1ests’. These higher ratings for all of these statements indicated
that students felt the sheltered course was providing more help in these
arcas. The data from Group B during this time period indicates only one

significant difference in "Writing practice’.
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Table 47 Group A means and standard deviations for the amoum of help provided by

ocourse
Academic area Decersher  April Decembyer-
(n=10) {n=20} April
Mean (SD)  Mean (SD)
Grammar/Vocabulary
Yocabulary 375050 333 042
Grammar 150 (0.58) 22 B80WRH 070
Speaking
Asking questions in class 333082 M7(47)  Ode
Speaking (conversation skills) 3117 (041 2831y 034
Oral presentations 3.00(1.10) 283 ¢1a7) 017
Pronunciation 240 (1.1) 267¢08Y -027
Discussion of academic fopics 217117y 2600080y - 043
Resding
Understanding reading materinl 3R30TIS) 41711y -0
Reading from a textbook 380 ¢1L.3) 480049 - LOD
Reading and il;thaprcﬁng qugls:jdms 2 17 {0.78) 3501088 - 033
Reading En‘gh magarines and newspapers 2.4 (0.89) 3751080 - 1.35
Reading with a l:‘u:aeg::;'{l e 233 (082) 3750 - L2
Understanding direciions inclass 4.17(0.,7%) 40008 017
Understanding the teacher 4.00 (0.63) 3830.17 0.17
Listening practice in class 320 (0.84) 27508 045
Listening practice in a langusge lab 2.50(2.12) 200141y Q50
Writing practice 3.67 (0.52) 420083 -0353
Paraphrasing 3.20 0.45) 36705 -047
Writing papers 17041 417(L7S) - 1.00
Taking rotes m class 3.17 (0.98) 31BI(098) - 0.66
Writing tests 3.00(.63) 4.17(0.75%) - 1.17
Study Skills
Working independently 3.80 (0.45) 3.67(0%2) 013
Understanding homework 3.67 (082 3B3{.78) -0.16
Organizing and following a schedule 333082y 3.00(1.10) 033
Working in groups 3.00063) 3.00@WEy 000
Using the library 3.00 (0.71) 240(1.14) 00
ing for tests 2.80 (045) 3.67 (0.82) - 0.87
U ing graphs, charts, maps 267 (1.16) 275¢0.50) -0408
Working with a computer 2.67(0.58) 250(1.29) 017
Information on Canada and Canadians 250(1.38) 300100 -0.50
CanTEST/TOEFL preparation 240 (0.55) 3.00(141) -0.60

* On a five-point scale ranging from I = 'no help' 10 5 = a lot of help’ plus N/A = does

noi spply
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Table 48 Group B means and standard deviations for the amount of help provided by

shelizred coune
Academir area December April December-
{ncS) {ne7) April
Mean(SD)  Mean(SD)
Vocabulary 3.20(1.10) 3S7T(18L) -0.37
Grammar 300¢1.23) 31471 -0.14
Spukmg {conversation skills) 3.2001.30) 4.00¢0.82) -0.80
o mim jmew o
jons 00 (1.2 67 (1.37) -06
Asking questions in class 280 (1.64) 343(151) -063
Discussion of academic topics 230(1.30) 314(1.38) -034
Reading
Reading from a textbook 400(1.23) 4.314(1.07) -0.14
Reading English magazines and newspapers 3.60 (1.14)  4.00 (1.16) - 040
Umﬁg reading material gg (;. 13; gg? (0.??) - gg?
Reading interpreuing questions 20 (1.1 Y (111 -
Reading with s time limgq 320148y 343 (098) -0.23
Listeni
Listening practice in class 420110y 4.29 (076 - 0.09
Understanding directions in class 380084 443(0.79) -063
Understanding the teacher 3.60 (089 4.29(095) -0.69
Listening practice in a language lab 340¢(1.14) 357(1.62y -017
Wiiting
Writing papers 400(1.23) 386(1.07) 0.14
Taking notes in class 400(0.71y 4430079 -043
Writing tesis 3.80(1.30) 4001000 -020
Paraphrasing 3.60(1.52) 357113y 003
Wrinng practice 3.40(1.14) 443 (098) -1.03
Working in groups 4.00 (1.0 414 (1.0 -0.14
Uieandnghomork jgum som o
8¢ maps . . .43 {D.98) 31
Using the library 3.60(089) 400(0.82) -040
Working independently 340(1.14) 386 (050 -046
Organiznng and following a schedule 340(089) 386(122) -045
Preparing for w55 340(1.14) 357{098) -0.17
Information on Canada and Canadians 320(1.30) 3.00(1.16) 020
Wahn_ragrwuh & compater 280(1.64) 257¢(1.51) 023
Can' /TOEFL preparation 280(1.48) 3140167 -034

* On & five-point seale ranging from 1 = 'no help' to § = ‘a fot of help’ plus N/A = does

not spply
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{c.) Preference for sheltered courses

The students of the sheltered class were asked if they liked that only
interations! students were enrolied in their English course, This guestion
was answered on a five-point scale ranging from 1 = notmtalf to S ="
lot'. According to the December class response, the mean was 2,71 and the
standard deviation was 1.44. Data for Group A showed a more favorable
response to having a class with only intemational students (nean = 3,60
and standard deviation =1.67). On the other hand, the data for Group B
students indicated a less favorable response to this question (mean = 2.0
and standard deviation = 1.14),

In April, students in the sheliered course were asked the sume
question. The mean of the responses for the class was 3.39, with a standard
deviation of 0.77, indicating a more favorable response to being in a class
with only intemational students. Data for Group A showed a slightly less
favorable response than that of the class (M = 3.17, SD = 0.75). The data
from Group B showed 8 more favorable response (M = 3.57, SD = 0.79).

The students were also asked an open-ended question conceming why
they did or did not like that only intemational students were in their
English class. The number in brackets indicates the number of swdents
who gave that response. In December all fifteen students answered, giving

the following reasons:
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* Students of similar level are together in one class;
therefore can leam easier 2)
'Wwdmul:‘mm&mxwhhmﬂymﬂw m
*:mmm?mwmmmmwam
a standard for only imermationa) studems (1)
* 11 increases awareness of other cultures n

'I:bmtmuﬁmmmm

improve
* Other snudents are not of as high proficiency;
they slow me down 8}

3

In April all thirteen students who responded to the questionnaire

answered this question and gave the following reasons why they were or

were not in favor of a class with only international students:

* Others in class help me 3
* Leam from other culiures 2)
* Feel confident (1
* It is fair for international students when they are

in the same English course (1)
* The teacher helps us as they know our English

isn' ¢}
* Feel confident 11}
* Make more intzmational friends ¢}

* We are almost al the same level; the teacher

* Develisp our English from Canadisn students (1)
* Have to know where your English level is
compared 1o native H

{d.) Auralireading comprehension

The students were asked how much they understood of what Mrs.

MacDonald (the sheltered English teacher) said. Furthermore, they were
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asked 1o indicate how much of the reading material in the class they
understood . Table 49 gives the means and standard deviations for the
class. Tables 50 and 51 indicate the data for the two groups, A and B,

The December data from all three groupings indicates that the students felt
quite confident in their comprehension of what Mrs, MacDonald said (alt
means were 4.00 or above). There was cenainly more of a range in the
ralings that were given with respect to the reading material. The mean for
Group A was 4.17, while the mean for Group B was 3.40. Those studenis
of lower English proficiency seemed to find it more difficult to

comprehend the reading material.

Table 49 Class means and standard deviations for how much of whit Mrs. Muchonakd
says is undersiood; how much reading material is understood

* Statement Dec April Dec.-
{n=15) (n= 18} April

Mrean (872)  Mean (8
How much of what Mrs, MacDonald says

do you understand? 440 (01.63)  4.31 (095 O.0v
How much of the reading material in this
class do you understand? 400 (0.76) 38580y (18

* On q five-point scale ranging from | = ‘sothing’ i § = ‘everthing’

In April when students were asked to respond to these same
questions, the means for the class and for Group A decreased (Tables 49
and 50), whereas the means for both of the questions increuased for Group

B students (Table 51). 1t might be that the students of lower proficiency
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were able o perceive more easily the increase in their English skills and,
for this reason, the ratings they gave to both of these questions went up. It
is also noteworthy that the students of lower proficiency gave a higher
rating in April than those of higher proficiency for the question 'How

much do you understand of what Mrs. MacDonald says?
Table 50 Group A means and standard deviations for how much of what Mrs.
MacDonald says is understood; how much reading material is understood

* Statement Dec April Dec.-
(n=0) {(n=0) April

Mean (SD) Mean (3D}

How much of what Mrs. MacDonald says 4.33 (8.52)  4.00 (1.10y D33
do you undenstand?

How much of the reading material in this 4.17 (0.41) 400 (0.63) 0.17
¢class do you understand?

* On a five-paint scale ranging from 1 = ‘nothing’ to § = ‘everthing’
Table §1 Group B means and standard deviations for how much of what Mrs.
MacDonald says is undersiood; how much reading material is understood

* Statement Dec April Dec .-
(n=5) (n=7) April

Mean(8D)  Mean (8D)

How much of what Mrs. MacDonald says 420 (0.84) 4.57 (6.79) -0.37
do you understand?

How mwch of the reading materialinthis 340 (0.89) 3.71 (095) -0.31
class do you understand?

* On a five-point scale ranging from 1 = 'nothing’ to § = ‘everthing’

(e.) Interest in other content-based courses
The students were asked to indicate if they were interested in taking

other sheliered courses like their English class. It should be noted that the



data from the subgroupings in December exclude students who withdrew
from the course for one reason or another. For this reason, the December
means for Groups A and B may seem statistically impossible. While the
overall class data was very similar in December and April. a significam
change occurred for those students in Group A. Whereas in December
they had an average level of interest in taking other sheliered courses, in
April they were more strongly opposed to this idea. It may have been tlin
the students of higher proficiency no longer felt they needed ihcl type of

language suppon that could be offered in the sheltered course.

Table 82 Means and standard deviations for whether the students would be inwrested in
taking other sheltered courses

* Grouping Der. No of April No of Dec.-
{(n= 15} stidents {n=13} stidents Aprit
responding responding
Mean (SD) Mcan (8D}
Class 293(1.73y (1% 292 (1.8 (1) {313
Group A 3200179 (&) 200 (0.89) (6) 1.20
Group B 3.60(1.67) (S KA R IVt B ) - {011

* On a five-point scale ranging from I = 'not at alf 10 § = ‘extremely’
When asked to indicate which additional content-based courses they
would be interested in taking, six of the students responded in December

and gave the following answers:

Mathermatics {5 Compuier 2)
Physics {3)  Mechanical dawing (1)
Chemistry {3) English 1)
Biology 2)
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The number in brackets gives the number of students who suggested this
course. It is interesting to note that in December students expressed the
most interest in taking those courses in which they had previously indicated
that they were the most relaxed and confident (chemistry, math and
physics). Please refer to Table 36. The fact that the students expressed
interest in taking these same courses with only international students may
be indicative of the additional support they feel they need.

In April the students also indicated the courses which they would be
maost interested in taking in a sheltered format, Once again, math and
chemistry were the courses in which the . udents indicated the most

interest. The following are the results from this question:

Math {(4)  Biology {2)
Chemisty  {4)  History (H
French {2 Economics (1)

Computer  {2) Phys. Ed. (1)
Physics {2) Geography (1)

(f-) Difficuity of English 441 textbocks

Table 53 shows the rating the class, Group A and Group B gave to
the question conceming the level of difficulty of their English 441
iextbooks. It is worth noting the average response that the class gave (M =
2.58). As one might expect, students of higher proficiency rated the
textbooks as being slightly easier than their classmates.
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Table £3 Means and standard deviations for the leve) of difficuity of English 341 texts

oo,
Class 2.58 (0.67) (12)
Group A 2.83 (0.41) )
Group B 2.33 (0.82) ®

* On a five-poing scale ranging from 1 = very difficall’ t0 § = "very easy’

Furthermore, when given the opportunity to add further comments about
their answers, all thirteen students responded and gave the following ideas

to support the answers they had given:
* New vocabulary 6
* Need time 3
* Can' understand all (but get the main idea) 2)
* Need more practice M
* Texts are not too long ()

The number in brackets indicates the number of students who had given
that particular response. The vocabulary encountered in their Enplish 441
textbooks was obviously quile problematic for the sheltered students. Time
was another arca of difficulty.
{(g.) Assistance provided by support materials

Table 54 indicates the amount of help the support materials (charts,
diagrams, outlines) were providing in facilitating the students’
comprehension of the English 441 textbooks. While students in Group A
indicated the support material was providing an average amount of help,
students in group B found that it was helping quite a bit.
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Table 84 Mcans and standard deviations for the amount of help provided by supporn
materials

*Grouping % D) f;; of susdents
Class 3.69 (0.95) (13
Group A 3.33 {0.82) (3]
Group B 4.00 (1.00) D

* On a five-point scaje ranging from i = ‘notatall 0 § = ‘g lor’

Students were also given an opportunity to explain why they had given
their responses. Eleven of thirieen students elaborated on their answers,

Those statements which were comprehensible are listed below in order of

frequency.
* Helps betier undersiand the textbook (3)
* Gives us enocugh information (1)
* Materials are with consideration 1)
* Can undersiand charts, diagrams, ¢tc, better
than words (N

{h.} Order of text completion

The table below indicates how students liked the sequence in which
they studied the textbooks. In all three groupings the students seemed to be
quite happy with the sequence. When students were given the opportunity
to explain their responses, two students indicated that the order was
favorable because they had completed a series of novels with 3 similar
theme. Another student indicated that starting at an easier text was better

for intemational students.
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Table 885 Means and standard devistions for whether students liked the order in which

the texts were completed
*Grouping i No of students
ﬁ::: ($D)  who responded
Class 3.83(0.89) {12)
Group A 3.80 (0.84) 1&)]
Group B 3.86 (0.90) @

* On a five-point scale ranging from ] = ‘notar ol w8 = 'a lr’

(i.) Usefulness of activitiesitasks

Students were also asked to indicate whether the activities and 1asks
in English 441 were helping them develop their English academic skills,
For this question the most favorable response came from the students of
lower proficiency. The mean of their responses was 4.17. 1t may have
been that the activities and tasks were helping the lower proficiency
students grasp in more concrete terms (as opposed to abstract discussion

about concepts) what was being taught in the class.
Table $6 Means and standard deviations for whether the activities and 1asks wen: helping

develop academic English skills
*Grouping April No of students
Mean (SD)  who responded
Class 3.83(1.03) (12)
Group A 3.50 (0.55) {5)
Group B 4.17 (1.33) {6

* On a five-poins scale ranging from ! = ‘sotatall 105 = ‘a lot’
Students were also given the opportunity to explain why they had given
their answers. Twelve of thirteen students responded and gave the
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following answers:

¢ Makes me advance in English 3
* ] develop my English when Idoa ot

of sctivities 3)
* | can my English 2
:lxmkcsolharmmustcr' g;
* [ am a beginner ()
* Because I can read well ¢y

{j.) Rating of testslassignments

Table 57 shows the means and standard deviations for how students
rate the tests and assignments they covered in English 441. It is surprising
10 note that the students of lower proficiency found that the 1ests and
assignments were easier than did the students of the higher proficiency
group. The means for the three groups was still low, however, indicating

that the tests and assignments are somewhat difficult.
Table 57 Means and standard deviations for rating of English 441 tests/assignments

* Grawping April No of studenss
Mean (SD)  who responded
Class 2.69 {0.48) (13)
Group A 2.67 (0.52) 6)
Group B 2.71 {0.49) )

* On a five-poins scale ranging from 1 = very difficult’ 10 § = very easy’
All thirteen students elaborated on their responses in an open-ended type of
question. Students gave a wide variety of reasons as to why their tests and
assignments were difficult including:
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* It's difficult for me to express my ideas
2)

‘lundmﬂam in the textbook n
* Because § undersiand what is being said after

Jorddays {Hh
* First term assigruments were quite easy; second
term they're very difficult 't

* They are difficuli for me because 1 started 3
months late. It's my first time that 1
leam this type of English (n

There were also students who made statements indicating that their tests

and assignments were easy. These responses included:
* I's usually wriling an essay and there's
o of tme
# 1 can finish the tests/assignments without any

H

grest difficulty _ ()
* The mark ] got wasnt excelient, it was good (N
* We have mare time 10 prepare H

* They are OK because they can be understood H

(k.) Additional student’s comments

The last question of the April questionnaire invited students to offer
any additional comments they had about the pilot sheltered English course.
Of the thineen students who answered this questionnaire, eight chose to
respond. Six of the students wrote in English, while two of them wrote in
their first language. The following are some quolations (verbatim) from
the comments they made:

"1 didn't like about this course very well. Because English is my
poor subject. But I like this course because I will can leam more English.
Sometimes, when 1 read the books, I didn't understand as well as then { feel
so boring. ] wish ] know English very well that 1 can to leamn in my
English class to be good.” (These comments were made by a Group B
student who had the second Jowest score on the October CanTEST. Pleasc

refer to Student # 1 in Table 37, page 121, for a complete listing of this
individual's marks}



144

"1 would like comments that English course make us very |...] and
comfortable because this class only intemational students, but not meake the
intemnational students will be leam more from the Canadian students,
However, English course 441 is very difficult to the international students
because some of the intemational students are different levels, then 1
concluded that the intemational students may be comfortable only English
course. |...] (Group B student, No, 4, Table 37)

"What | really like about this course is that its not compressed it's 8
fairly nice course, One of the changes 1 would make is include English
native speakers so students will leame more, including how to read and
write. Another suggestion would be taking the class once in two month to
observe and learne about Canada (Halifax in particular) and Canadians.
The final suggestion would be seperating people from alike cultures and
alike languages so they practice more English. Also there should be a
policy in class room and that is no other language is allowed to be spoken
except English this will give courage to students to speak and learn
English.” (Group A student, No. 14, Table 37)

"I like the teachers because if the courses I found hard they explain
everthing but some teachers they explain hard some easy.” (Group B
student, No. 18§, Table 37)

" 1 like it because 1 am emproving my English and I will be very
happy if my teacher check on the homework I did.” {(Group B student, No.
16, Table 37)

" like about this course because it improves my ability in writting
and reading and understanding novels & articles. I have developed my

knowledge in English. I wouldn' like to make any change it is good like
this.” (Group A student, No.17, Table 37)

2. Sheltered English teacher

Please refer to Appendices I, K, M and O for the tapescripts of the
interviews and questionnaire that were completed by the sheltered English
teacher, Further discussion of the information conveyed by Mrs.
MacDonald can be found in the following chapter.
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V. DISCUSSION / RECOMMENDATIONS / FURTHER
RESEARCH
In the previous chapter, the personal data of the students in the pilot
sheltered English course indicated that they came from quite varied
backgrounds with respect to life and school experiences. Furthermore, the
responses given on the various questionnaires revealed many interesting
differences, especially when the data was subdivided into the higher and
lower English proficiency groups. Moreover, the first CanTEST indicated
that there was a wide divergence in their English language ability (scores
ranging from 1.375 to 4.75 out of a possible 5.0). These factors,
particularly the English proficiency level, appeared to be important
determinants of how the pilot sheltered English course would unfold.

Prior to discussing in detail the findings from the student data, however, it

is important 10 address the first of the three research questions:

A. How does the grade 12 pilot sheltered English course differ
from a8 mainstream grade 12 English course with respect
to:

1.) objectives?

2.) syllabus?

3.) materials (authentic/adapted)?
4.) role of teacher?
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5.} role of student?

6.) course content, sequencing, activities and tasks?

7.) assessment?

In a questionnaire that was answered in November, the sheliered
English teacher offered insight into how these two courses differed from
onc another. (Please refer 10 Appendix J for a copy of the questionnaire
and Appendix K for the responses to the questions.) Morcover, her
comments are occasionally supplemented by observations made by the
researcher during visitations to the pilot sheltered English class.

1.) Objectives

Mrs. MacDonald, the sheltered English teacher, indicated that the
objectives of the mainstream 441 English class traditionally focus on
masicry of materials, based on prior knowledge and build-up of skills.
However, the objectives for the sheliered course were more focused on
having students leamn how to deal with representative materials (i.e.
materials that would represent the same level of skill as other grade ‘2
work, but possibly not as many texts as would be handled in other classes)
rather than demonstrating a mastery of form. This was apparent during
researcher observations in the sheltered classroom. For example, in
dealing with the text Anthem. the sheltered English teacher tried to make
the students aware of how a writer uses a descriptive passage 1o convey a
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particular message. Subsequently, the discussion in the shekered class
focused on why the writer would have a lot of descriptive passages
concentrated in one area of the text,

2.) Syllabus

According to Mrs. MacDonald, the syllabus for the grade 12 pilu
sheltered course differs from the mainstream course in that there are a
number of specially designed materials (eg. graphic organizens) that are
used as bridges to facilitate comprehension of the materals. These
"bridges” are used to develop or fill in knowledge that the sheltered
English students need in order to successfully deal with the subject matier
at hand. At the same time, the syllabus for the sheliered course must
paraliel that of the mainstream 44§ English course by incorporating the
traditional texts, requirements, assignments, elc,

Mrs. MacDonald employed various forms of “bridges” to try 1o
ensure students' comprehension of the authentic advanced level material.
Her approach at the beginning of the year was thematically based around
the concept of "power” - abuse of, how to get it, why people want it, how
to keep it, what good it gan do, ete. This theme was chosen so as to build
on students’ prior knowledge and experiences, and because of its
universality. To suppornt this theme, Mrs. MacDonald started the year with
an article and a short story, both of which dealt with power. Subsequently,
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the class began to work with The Moon is Down by Steinbeck which was
again reiated to the "power” theme,
3.) Maerials

The sheltered English teacher indicated that there was a need for
authentic materials to be used in a sheltered course if it was to be viewed as
a grade-Jevel credit, She also pointed out that these materials should not be
watered down. This need is underscored in the literature (Sasser &
Winningham, 1991; Schifini, 1991; Wong Fillmore, 1989). During the
course of this study, the materials that were covered included The Moon is
Down. Animal Farm, Lord of the Flies, Anthem, Death of 3 Salesman and
All My Sons. There were also additional support materials (newspaper or
magazine articles, poems, shornt stories) that were intended to reinforce the
thematic topics being discussed in the texts. Furthermore, graphic/visual
organizers were used to highlight the main points and to make the reading
material more comprehensible o the students.

1t should be pointed out that although the materials to be used in a
sheltered class should not be watered down, visuals and graphic organizers
are needed 1o facilitate students’ comprehension. This requires extensive
preparation. As the literature points out, sheltered teachers need additional
release time in which to prepare and revise materials (Crandall et al, 1987;
Crandall & Tucker, 1989). A point that Mrs. MacDonald brought up in
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the August and December interviews is that she had been given no
additional release time in which to develop additional support material,
This shortcoming in the current sheltered English course would abviously
have adverse affects on both the teacher and the students.
4.) Role of teacher

The teacher of the sheliered English class saw her role as muin-
faceted. She noted that she was required to:

(a.) meet the needs of the students, as well as those requirements of

the school/province and the universities;

(b.) provide help, supporn and exposure o academic materials at an

appropriate level;

(c.) provide a model of English language in varied academic contexts

in the class;

(d.) help students further develop academic languape skills;

(¢.) and encourage the students by providing a suppurtive

environment.
5.) Role of students

The students in the sheltered course, according to Mrs. MacDonald,
are encouraged to be actively involved 1o get the most out of this course.
For example, during one period when the researcher observed the class,
the students worked in small groups to complete a graphic organizer of the
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key concepts from a chapter in Anthem. Although Mrs, MacDonald
indicated that it was a high priority for her that students take a key role in
the activities, in retrospect she noted that if she were to offer this course
again, shc would have the students involved in more group work.

It was interesting 1o note that in the interview that was held with
Mrs. MacDonald in August, she stated that she did not anticipate any
behavioral problems with the sheltered students. Nonetheless, as the year
progressed there appeared to be certain students who seemed to lack
motivation, Their class attendance was often sporadic and they seemed
quite withdrawn in class, choosing to distance themselves from the other
students and not participate in the discussions. Therefore, it was apparent
during classroom observations that Mrs. MacDonald's role of providing
encouragement also included a motivational role in some instances. It may
have been that these students who seemed to lack motivation had already
graduated from high school in their respective countries and, therefore,
they did not feel pressured to achieve the Canadian equivalent. Some of the
students were taking the TOEFL exam throug! sut the year when it was
offered in Halifax and, in some cases, the sheltered course was merely a
means 10 this end.
6.} Course content, sequencing, activities and tasks

With regard to course content, sequencing, activitics and tasks, the
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sheltered English teacher pesceived that the sheltered course differed from
the mainstream class primarily in the speed with which the content could be
covered, and in the variety of activities and numbers of tasks which wen
required of students. Mrs. MacDonald pointed out that "...what we may
need 1o sacrifice in numbers of texis, variety of approaches to the same
skills, will be more than compensated for by the clarity of focus on centain
end results - the depth in which each necessary skill is developed so as 1o
become par of everyone's repentoire.” She concluded by stating that the
same sorts of academic tasks and activities must parallel those completed in
the mainstream class.

During the observation periods, it was apparen! that the tasks being
completed were at a high scademic level, but with a great deal of repetition
in order to reinforce the key concepts. Furthermore, the activitics and
tasks focused on the praciice of acadeniic skills that students need for
success in their academic courses.

7.) Assessment

Finally, Mrs. MacDonald cited the need for non-threatening forms of
assessment to be used in the shehiered class to avoid damaging students” self-
confidence, particularly in the beginning of the course. Two forms of
assessment that she discussed for use in the sheltered or the mainstream

English course were the process approach to essay writing and the



152

portfolio approach, which would allow students to demonstrate what they
were able to produce throughout the year. In the current sheltered course,
the process approach was used for the mid-term examination in January.
The process approach is one in which students are given a topic and over
an aliotted period of time are asked to write an essay and then go through a
revision process prior to submitting a final draft.  Although Mrs.
MacDonald indicated an interest in using portfolios with the sheltered
students, time did not allow her to use this approach. During the April
interview, she stated "I need to be inserviced on pontfolios. 1 just didn't
have time to access all that good material.” Throughout the course,
students were required to complete assignments such as personal response
papers to readings and these were then handed in to the teacher to be
graded.

Based on the information that was provided by the sheltered English
teacher and those observations made by the researcher, there appear to be
some key differences between the grade 12 pilot sheltered English course
and the mainstream grade 12 English course. First, the mainstream
English teacher would be aware of what materials the Canadian native
English speakers might have completed prior to grade 12. The sheltered
English students, however, may have studied a whole array of literary
works differing significantly from those in the Canadian cumiculum.
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Because of the sheltered students’ inexperience in dealing with the Canadian
curriculum, especially the cultural information that is often conveyed in
literary works, the sheltered English teacher would need to provide key
information to serve as a bridge for the sheltered students and hence
facilitate their comprehension of the authentic materials. 1t must be
pointed out, however, that even though these students may have difficulty
in comprehending their English materials, they may come from a rich
literary background that the sheltered teacher has difficully accessing
because of the linguistic and cultural bariers.

Second, as Mrs. MacDonald indicated, the sheltered students would
concentrate more on how to deal with the representative materials, as
opposed to their mastery. Therefore, her role as facilitator was to provide
students with the knowledge they need in order to approach the material.

Finally, although the students might not cover the same pumber of
texts as the mainstream classes, the depth in which they deal with them
allows all the students to master the skills being taught. It is impontant (o
note that by making these changes in the sheltered classroom, the ESL
students are able to complete the same material as the mainstream students
and therefore they do not academically lag behind their peers.

A key point that arises from the preceding discussion is that students’
chances of succeeding in the sheltered course are enhanced due 1o the
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instructional adjustments. But, is this necessarily true for all L2 leamers?

The literature pointed 1o the fact that students participating in a sheltered

course should be beyond a beginner proficiency level (Burger, 1989;

Fichiner, Peitzman & Sasser, 1991; Krashen, 1984; Krashen, 1985; Sasser

& Winningham, 1991). This created an interesting scenario in the current

study, given that the students' English proficiency levels ranged from

virtual non-speaker to quite advanced. This issue will be addressed in the
discussion of the second research question which focused on the changes
that the sheltered students experienced over an eight-month peried in
several different areas, as outlined below:

B. For students in the sheltered English pilot program, will
there be changes over an eight-month period with respect
to:

1.) English proficiency?
2.) confidence in their use of English in an academic environment (as
indicated on students’ self-measures)?
3.) attitudes towards:
a.) sheltered course?
b.) content courses?
¢.) leaming English?

4.) use of leaming strategies?



185

1.) English proficiency

The students’ English proficiency levels appeared to be a central
factor in dictating how this sheltered course would unfold. The literatore
on this topic clearly indicated the need for students to have more than a
beginner English proficiency level prior to entering the sheltered course.
This implies that ESL. students might need 1o be given some son of pre-
entry assessment/placement test to ascertain their language level. This type
of measure was not completed prior to the student’s enroliment in the pilot
course. Rather, all those students who were in necd of ESL support and
who were age appropriate for grade 12 were put into the pilot sheltered
course. The initial CanTEST scores (Table 35) reflected a variation in
English proficiency from 1.375 (very low proficiency) 1o 4.75 (very high
proficiency), out of a potential score of 5.0. Given the preceding
discussion, it was not surprising that after the January examination the
sheltered English teacher made the decision that only students of higher
English ability (score of 3.5 or more) would continue 1o work towards
acquiring the grade 12 academic credit. Those students of lower English
ability (score below 3.5) would first need to improve their general
language skills and therefore would not be receiving a grade 12 academic
credit.

It is worth noting that before the beginning of the academic year, the
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sheltered English teacher had already indicated that she expected a wide
divergence in proficiency levels. At that point, she was most concemned
about not having the time she needed to tailor the materialsfinstruction so
that everyone would have a fair chance to succeed. Although the lack of
preparation time was noted again in the December interview, Mrs.
MacDonald stated at this point that the divergence in English proficiency
levels was "the most problematic” aspect of class. Nonctheless, because of
the reduced number of grade 12 age-appropriate ESL students at St. Pat's
High School, Mrs. MacDonald acknowledged that she would have had to
acceps all of the students or risk not having the sheltered class to teach. It
is imporiant to emphasize that it was under these less-than-ideal
circumstances (8 wide divergence in proficiency levels, the "catch-22" of
accepting all or no students and no additional release time for the teacher)
that the grade 12 pilot sheltered English course proceeded.

During the first term, there obviously had to be some sort of balance
as Mrs. MacDonald anempted to fulfill the objectives and thereby validate
this course as an authentic grade {2 credit and yet meet the linguistic
requirements of such a diversified group of ESL students.

In the December interview, Mrs, MacDonald made several
references to the compromises that she had to make to deal with this
dilemma. For example, Mrs. MacDonsald indicated that “the people with
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adequate English level are bored sometimes and feel I'm going much 100
slow and the other people aren't in the picture at all.” She went on to say
that "I don't know where to pitch my lessons half the time and the text is
too difficult, as I've said, for the lower level. I really don't have the
bottom half of the class anywhere where 1 can do something for them.”
There was obviously an attempt being made to accomodate all of the
students in the pilot sheltered English course. Although in the August
interview Mrs. MacDonald indicated the need for students to be realistic
about their own expectations, she seemed more decisive with her own
expectations during the second interview: "... I have to modify what I'm
doing to try to include everybody and I think I'm at the point where I'm
going to give up on including everybody because it's not realistic. 1 might
like to think that, but I knew from the beginning, I think, that the
newcomers couldn’t do grade 12.” It seemed that it was only a matier of
time before a change had to be made in the pilot sheliered English class.
This leads to a discussion of the changes the students expericnced in
English proficiency during the eight-month period of the study. An
examination of the October and March CanTEST scores (Table 35)
indicates that apart from student no. 10 (whose score was a~eraged over
three components), all student's March CanTEST scores were higher than
their initial scores in October. Of the eight students whose complere scores
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for October and March are shown, seven showed improvement in their
listening comprehension. Results for the oral interview were more varied.
One student's score decreased, two remained the same, while five
increased. Recalling the BICS/CALP distinction that Cummins (1984)
makes, one might expect that the scores for listening and speaking would
increase for those students who had arrived within approximately the past
24 months. Six of the eight students had arrived in Canada within that time
frame. The resuits indicated that of these six students, five of their
listening scores and five of their oral scores had increased during the
course of this study.

A comparison of results for the reading section of the CanTEST
showed that in March twe of the eight students had a higher score than that
achieved in October. Four students obtained the same reading score, while
one had decreased. More change occurred in the writing scores. Five
students received a higher writing score, two had an equal result, while one
score decreased. 1t is interesting to note that students indicated the
sheliered course was helping most with their writing skills (Table 44).
This constructive feedback hints at the positive role the pilot sheltered
English course may have played in the increase in student’s writing ability.
2.) Confidence in studeni’s use of English in an academic environment

The data from the student’s self-ratings of their English (in the four
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skill areas) (Table 28) indicated a fractional increase in their speaking and
writing measures during the period of October to December. The rating
for T speak English’ increased from 2.46 to 2.73 (answered on a five-point
scale ranging from 1 = 'not a1 all’ to § = 'like a native speaker’). Although
we may deduce from this that students were feeling slightly more confident
about their spoken English, this mating was still quite low. It was not
surprising, then, that during periods when the researcher observed the
sheltered class, most students seemed quite reluctant to participate orally.

The mting for T write English’ saw a bigger increase, going from
3.00 to 3.53. However, it should be noted that in indicating how much
emphasis had been placed on the skills in previous English classes, writing
was at the top of the list. Therefore, it was understandablc that the rating
for the writing skill was the highest of the four skill arcas.

Further to this, when the data was broken down into the two
proficiency groups, the most significant change occurred for Group B
students in the measure for ‘] write English’. (Please refer to Tables 29
and 30.) This mean increased during the October - December period {rom
3.25 to 4.40. It was surprising that students who had scored below 3.5 on
their English proficiency test would mate themselves so highly in writing.
An examination of the October and March CanTEST scores (Table 35).
however, revealed that students in Group B consistently received either the
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highest or the second highest scores for the writing component. It would
seem logical, then, that these students gave themselves high self-ratings for
this particular skill. The fact that the mean for writing in April had fallen
to 3.71 may indicate that some students had come to realize other skills
were improving more quickly than their writing. (Please note the
increases in listening and speaking scores for the March CanTEST in Table
35). Furthermore, in January students would have completed their mid-
year exams and their results may have caused students to re-examine how
they rated their English skills.

In April when the class rated themselves in the four skill areas
(Table 28), the only increase was for understanding English. As the
previous discussion of students’ CanTEST scores indicated, the area in
which most students improved throughout the study was listening
comprehension. This might validate the higher score that students gave
themselves in April for understanding English.

It was interesting to compare each student’s initial self-ratings on
these four skill areas 1o the scores on the CanTEST. Although most
students seemed to accurately assess their English language ability, there
was an equal number of instances where students either underestimated or
overestimated their ability. it may have been that certain students came
into the sheltered course with somewhat unrealistic perceptions of their
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own English ability. In the December interview, however, Mrs,
MacDonakl alluded to the fact that students were realizing their own
limitations. She stated that, "... they work quite hard, but 1 think, 100, that
some of them, the newcomers, for example, are realizing that they can't do
this. And!think we should say this to each other straight out because they
have sort of withdrawn from the material. They can't do il.”

Despite this realization for certain students, other measures indicated
an increase in confidence for the class. Based on the ratings students gave
themselves in comparison 1o other students in their English class and w
native speakers (Tables 32, 33 and 34), the sheliered English students
appeared to gain in confidence. Nonetheless, it is also important to poini
out that these ratings, especially the comparison 1o native speakers of
English, were quite low. Group A students collectively gave a rating in
December of 2.00, while Groups B students gave a rating of 1.20. In
April, the rating that students in Group B gave increased to 1.57 which was
again quite a low score.

In a question that directly asked students to mte how relaxed and
confident they were in their courses at school, the findings indicated tha
those courses which had more mathematical content (i.e. chemistry, math,
physics) were also those in which students indicated they were most at easc.
Please refer 10 Table 36. It may be that students could more easily
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comprehend the subject matter in these courses, given the heavier focus on
numbers instcad of extensive written texts. In fact, in December three of
the students explicitly stated that the use of numbers makes the subject
matter easier to comprehend. The fact that ESL and English received the
lowest ratings might lend further support to this hypothesis.

Fusthermore, when students' marks from all their first term courses
were examined, some interesting patterns were discemible. In four of nine
instances, either English or ESL was the student's lowest mark. As well, in
four of nine instances the highest mark that a student achieved was in one
of the mathematically-based courses {(chemistry, math or physics). Both
the ratings of their courses and their first term marks seemed to imply that
students were able to perform better and, hence, had more confidence (or
vice versa) in those courses where numbers were a prevalent focus.

Recall that students were also asked if they would be interested in
taking other sheltered courses and, if so, in what subject areas (Table 52).
In December, the subject areas in which students expressed the most
interest were math, physics and chemistry, while in April the top responses
were math and chemistry. The fact that students indicated they were most
at ease in these mathematically-based courses and yet wanted additional
sheliered courses 10 be offered in them raises the issue of how relaxed and
confident they actually were. It might be that the sheltered students
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thought they could perform even better if they were grouped with only
international students.

3.) Anitudes towards:

a.) Shkeltered course

In December, the students were asked to indicate if they felt the
sheliered course was helping them in other courses. (Please refer to Table
41.) Of the fifieen responses to this question, seven answered "Maybe' and
seven answered 'Yes'. This seemed to reflect the quite positive role this
course was playing in teaching the students the skills which were applicable
in other disciplines. When asked how they thought this course was helping
{Table 42), six of thirteen respondents explicitly indicated that they were
acquiring skills for other courses.

In April, students were even more convinced that the sheltered
course was helping in other courses (Table 41). Of thinteen respondents,
three answered ‘Maybe' while ten said "Yes'. The two top reasons given in
support of their answers {Table 44) were that (a) it helps students practice
writing skills (5 respondents) and (bj it helps them understand English (4
respondents). It is possible that as the year progressed, students realized
that in the sheltered course they were are able to get more individualized
writing attention and the teacher could take more time to explain than in

some of their other courses. Therefore, in April more students indicated
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that the sheltered course was helping them acquire skills they could transfer
to other disciplines.

Another question asked if it was preferable that only international
students were in the sheltered class. (These results may be found on page
133). The class mean in December was 2.71. Those students who were in
favor of this set-up indicated that they liked being in class with students of
a similar lovel because it was easier for them to learn. The primary reason
for studenis not being in favor of this set-up was that they believed they
needed to have contact with Canadians i+ order to improve their English.

When students answered this question at the end of the study, the
class mean was 3.19 indicating a slightly mere favorable response than the
December rating.  Students noted they were in favor of this type of
learmning situation because (a) others in the ciass could help (3 respondents)
and (b} they would learn from ouser cultures (2 respondents). This later
responsc was an interesting comment on cross-cultural communization.
Although one student again indicated that s/ne did not like the set-up of the
course because of limited contact with Canadians, other students pointed
out the valuc of learning in a culturally diverse classroom.

Finally, students were asked to indicate if they were interested in
taking other sheliered courses. In December, the class mean for this
question was 2.93 (Table 52). 1t should be noted that this mean included
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data from four students who later withdrew from the course. When the
data was broken down into Group A and Group B findings (and hence the
data from the four students who withdrew was disregarded), the mean for
this question increased. The mean for Group A (students of higher
proficiency) was 3.20, while the mean for Group B was 3.60. It was not
surprising that students of lower proficiency might be more in favor of
taking additional sheltered courses. It would seem that the students of
higher proficiency might have both the confidence and the ability 1o
function with less ESL suppont. The Group B students, however, may
welcome other sheltered courses as a safe haven in which they would feel
less intimidated.

In Apri}, there was an even wider divergence in the responses to this
question. The rating given by students in Group A was 2.(X), while the
mean for Group B was 3,71 (Table §2). Again, it might be that us the
English proficiency of Group A students neared the requisite level for
university entrance, they were more willing and able to rely less heavily on
their sheltered suppon class.

b.} Content courses

As a previous discussion indicated, students appeared to be most at

ease in those courses which were mathematically-based (chemistry, math,

physics) (Table 36). Students gave a variely of reasons why they were
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more relaxed and confident in certain courses. Of the fifieen students who
answered the question in December, six indicated that 'an interest in the
subject area’ was an impontant factor indicating how they felt in the course.
{Please refer to page 120.) Three students indicated that the ‘'use of
numbers makes it easier’. Those explanations given by at least two students
included: 'uses pictures or less English’, 'student is comfortable asking for
explanation’, 'understand the teacher', and ‘supportive staff and students’.

Findings from the April questionnaire (Table 36) reflected similar
ratings on the courses in which the students were most relaxed and
confident (chemistry, math and physics). In offering reasor.s why they felt
this way (see page 120), four students stated that they ‘'understand well’. At
least two students gave the following reasons: ‘pay attention in class’,
know what I'm doing’ and ‘do well on tests’. The primary reason why
students did not feel relaxed and confident in certain courses was that they
did pot understand (4 responses) (se¢ page 119).

The reasons that students gave to support why they were relaxed and
confident were an interesting mixture of interpersonal and extraneous
factors. For example, the reasons given in December seem to be a balance
between the two. In April, however, the reasons given by the students
were all interpersonal. 1t may be that students were accepting more
responsibility for their own leaming. Furthermore, this willingness 1o take
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control of their leaming may be indicative of greater self-confidence in
their own ability.
c.) Learning English

The class results on attitudes towards leaming English (Table 22)
show that there were no significant differences between the two periods
when the questionnaire was administered. This seems 1o indicate that
students’ attitudes toward the use and study of English had not changed
greatly throughout the course of this study. It was notewonhy that when
the October data for the class was analysed, the students most strongly
disagreed ith "Working in small groups in class helps students leam more’
{Mean = 4.,3). This seems to indicate that students preferred to work
either independently or to rely more heavily on their teacher for their
leaming. During the December interview, Mrs. MacDonald acknowledged
that the students preferred a more teacher-centered type of instruction. "]
try 1> get them to work in groups, to have somebody be responsible for a
section of the book and that way eliminate the need for them to cover so
much material on their own. But it’s quite difficult. They don't trust each
other. And they want to hear it from the front of the room.” This may be
indicative of the prior schooling experiences of these students.

An examination of Group A and Group B October findings showed

significant differences in attitudes between the two groups. Pleasc refer to
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Tables 23 and 24. Findings from the students in Group A reflected a
strong sense of self-assurance with their English ability. They strongly
disagreed with the statements ‘Students should not speak English if they
make mistakes' and ‘Students waste time when they work in small groups’.
It would seem logical that students of higher English proficiency would
take on this more assertive role in their acquisition of English. Students
from Group A also strongly agreed with the statement ‘Speaking out loud
in class is a good way of leaming’.

Furthermore, there were two significant differences when responses
to the October and April questionnaires for students of Group A were
compared. They showed stronger agreement with the idea of the teacher
always following a written lesson plan. This may have been influenced by
prior schooling experiences which may have been very traditionsl with
teachers following a prescribed text and lesson plan. The students
disagrecd more strongly with the idea that taking tests in class helps
students to learn English. The response 1o this question was intriguing as
onc would expect that these international students would be accustomed to
taking tests. They may possibly have felt that taking tests was not the best
manner for them to adequately display their knowledge of English.

Conversely to what Group A indicated in October, students of Group
B strongly disagreed with the statement 'Speaking out loud in class is a
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good way of leaming’. It would seem logical that thesc studemts of lower
proficiency might prefer to take on a more passive role in leaming English
until their Janguage ability increases, These students also sirongly
disagreed with the statements "'Working in smal! groups in class helps
students learn more’ and ‘Students should make suggestions about what o
do in class’. It would seem that the students of 10wer English proficiency
preferred a very teacher-cemered approach. Again, this is not surprising,
given their lower English ability.

Another question asi_ed students to indicate how important it was for
them 10 become proficient in English (Table 25). Although the students
gave this guiie a high mting in October (M = 4.23), the response in
December was less enthusiastic (M = 3.93). In April, the rating of 4.39
exceeded the October response. This incnease in April may possibly be
attiibuted to the fact that students were focusing on plans for the upcoming
year.

4.) Use of learning strategies

When the data for leaming styles was examined, there were no
significant differences (+/- 1.00) between the October and March class
data. All significant differences manifested themselves when data was
broken down into Group A and Group B findings. With respect to
‘preferred classroom activities', Group A students indicated less support
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for the idea of listening to and using cassettes in class. The mean decreased
from 3.00 in October to 2.00 in April (Table 2). It may that these students
of higher proficiency did not find this task academically oriented enough.

Students in Group B, ho'.cver, indicated more support for this same
activity. The rating they gave it increased from 2.25 in October 10 3.67 in
April (Table 3). These students of lower English proficiency may have
liked this more passive mode of leaming. It may also be that improving
their listening skills was a higher priority for these students because of
their lower level of English. At the end of the study, the students in Group
B also rated listening and notetaking as more important than they had in the
carlier questionnaire. This mean increased from 3.00 to 4.00.

The largest increase for Group B students was for the statement 'l
like to have my own textbook’. Whereas their rating for this statement had
been surprisingly low in October (M = 2.00), it increased significantly in
March (M = 3.67) (Table 3). The students of lower proficiency may have
initially been unable to comprehend a lot of their texts and therefore placed
little emphasis on having their own copies to work with. As their English
proficiency level increased, however, the importance of having textbooks
might also have gone up and hence the higher rating in April.

Tables 8 and 9 in the leaming styles questionnaire show means and
standard deviations for different types of group learning. pairs, group,
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class. It is interesting to note that the March ratings for both Group A and
Group B showed significant differences for the statement 'l like to leam
English with the whole class.’ It seemed that as the year progressed,
students placed more value on input they received from their classmates in
the pilot sheltered English course. This was reflected in the reasons
students gave to explain why they were in favor of having only
intemational students in the class (please see the results on page 134).
Three students stated that others in the class help them, while two said thin
they leam from other cultures. Despite the students’ desire that the teacher
deliver a teacher-centered lesson plan (as Margaret MacDonald alluded 10
in her December interview), it appeared that students were more willing 10
interact with their peers.

In the final section of the leaming styles inventory, students rated 2
series of statements on the use and study of English. Tables 20 and 21
show significant differences that occurred for the Group A and B data.
There was a significant change for Group A students on the statement
"When 1 don't understand something in English, I ask somecone (o cxplain it
to me'. The mean for this statement increased from 3.40 in October to
4.50 when swudents rated it in April. The fact that these students were
making more use of this strategy may indicate an increase in self-

confidence.
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The results for students in Group B also showed several significant
differences in the use and study of English. It is noteworthy that the rating
for the statement 'I watch people’s faces and hands to help me understand
what they say' decreased from 4.00 in October to 3.00 in March. Itis
possible that the students in Group B initially needed to rely more heavily
on this tactic because of their weaker listening comprehension. As this skill
increased, however, they might have been less in need or relying on the
nonverbal cues.

To summarize, the majority of the significant differences in the
section on leaming styles seemed to occur with Group B students. It is
probable that the students of higher proficiency were already well-versed
in the strasegies that best suited their leaming styles and, for this reason,
there were fewer significant differences found in their data. The students
of lower proficiency, on the other hand, were possibly expanding and
developing their use of learning strategies all the time, hence the more
obvious changes in their data.

At the end of the study, the sheltered English teacher and the students
in the pilot course were asked to evaluate different aspects of the program,
as outlined in the following research question. The ensuing discussion
includes data from questions posed to students in the questionnaire at the
end of the study and comments that Mrs. MacDonald made in interviews
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with the researcher.
C. How do students and the sheltered English teacher evaluate

the program with respect to:

1.) content covered?

2.) materials that were used?

3.) sequencing of materials? pace of materials?

4.) activities and tasks?

5.) assessment?
1.) Content covered

In the questionnaires, the students were not asked directly 1o
evaluate the content covered in English 441. Instead, in December and
April the students were asked tc rate the amount of help they received
from the sheltered course in 31 acadenuc skill areas (Tablces 46, 47 and
48). The daia for Group A studenis (Table 47) revealed significant
differences beiween the December and April ratings in the following five
skills: ‘reading from a textbook’, "reading English magazines &
newspapers’, ‘reading with a time timit’, ‘wriling papers’ and "wniting
tests’. Given the variety of literary works that were siudied in the
sheltered 441 English course (The Moon is Down, Animal Farm, Lord of
the Flies, Anthem, Death of 2 Salesman and All My Sons), it was not
surprising that the rating for reading from a textbook increased
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significantly. When the researcher visited the sheltered class while they
were studying Anthem, the students were involved in finding examples
from the text in order to answer questions requiring both inductive and
deductive reasoning skills. It is possible that the students were more
confident in reading from a textbook at the end of the year because of the
emphasis that was placed on this in the sheltered course.

It is noteworthy that the significant differences for Group A
occurred only in the reading and writing sections. It may have been that
these students of higher proficiency were not challenged enough in the
areas of listening and speaking because the teacher had to adjust her
teaching style in order to accomodate the students of lower English
proficiency.

The Group B April ratings (Table 48) indicating how much help the
sheltered course had provided showed one significant difference for
‘writing practice’. This score increased from 3.40 in December t0 4.43 in
April. I is possible that much of the work completed in this course was
too difficult for these students of lower English proficiency and hence
there were fewer significant differences in the data for these academic skill
areas.

Mrs. MacDonald indicated in the interview at the end of the study
that she was quite pleased with the content of the pilot sheliered English
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course. She supported this by stating that she felt the matenals worked
well and that the theme (power) was a good one.  Furthermore, My,
MacDonald indicated that with the knowledge gained from teaching this
pilot sheltered English course, she knew more about how materials could
be used in a more efficient manner. If she were given the opportunity 1o
teach the course another year, she stated that she would be able to develop
additional support materials, including items such as graphics that she may
have once thought impossible. {in the interview, for instunce, she used the
example of developing a graphic for symbolism.) She concluded by stating
that there were lots of things she could improve.

2.) Materials

In April, students rated the level of difficulty of their English 441
textbooks. As Table 53 shows, Group A students indicated that they found
the 1exts easier (M = 2.83) than did students of Group B (M = 2.33).
Given the higher English proficiency level of students in Group A, these
results were not surprising.

The students also indicated how much assistance they felt was
provided by the support materials such as chants, diagrams and outlinces,
Please refer to Table 54. One might expect that as a student’s proficiency
level increased, their need to rely on support materials might decrease. In
this respecl, the results were predictable in that students of Jower
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proficiency indicated that these leaming tools were more helpful (M =
4,00) than did students of Group A (M = 3.33). As their open-ended
comments indicated, these visual organizers facilitated comprehension of
the textbook.

in August, Mrs. MacDonald raised questions about the choice of
materials for the English 441 course. A major concem that she had was
that some of her colleagues would incorrectly view the sheltered course as
a watered-down version of English 441. Within this context she stated,
"f've been al pains to choose texts that are grade 12 texts that everybody
uses 50 that they can see that I'm not changing the textbooks. I'm not doing
grade 10 herc. F'm not doing less.” This was apparent when the
researcher was observing the sheltered English class. The materials that
were being used were obviously in keeping with those found in an
academically-oriented grade 12 classroom. Furthermore, the activities
which Mrs. MacDonald had the students complete demanded higher order
thinking skills.

It should also be noted that Mrs. MacDonald was actively involved in
building up supplementary materials that could be used to facilitate the
students’ understanding in the sheltered classroom. In the December
interview she indicated:

“I bring in outside material. I try to build up, as 1 did with other
books, some knowledge which they can apply to the textbook. 1
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bring in material on, say the establishment of demucratic institutions,

[...} So,if I bring in auxiliary material, then I think 1 can make the

text ideas morne accessible and. of course, we're using all the graphic

organizers that 1 can find and video matenials.”
These comments that Mrs. MacDonald made in December were imporniant
as they clarified the extent to which materials development was an integral
part of the preparation that she undertook for this pilot course. The
common thematic elements that Mrs. MacDonald sought in all the
materials, coupled with the visual presentation of them, may have
facilitated students’ understanding of the concepts and skills that she was
teaching. The amount of time required to find and adapt additional suppon
materials for such a course must not be overlooked.

In another question, students were asked to rate hov much they
understood of the reading materials that they used in class (Tables 49, 50
and §1). 1t is interesting that students in Group A seemed quite confident
in the rating they gave in December (M = 4.17). Nonetheless, when
students answered this same question in Apnl the mean had decreascd
slightly to 4.00. Conversely, the results for the students of lower
proficiency were lower in December (M = 3.40) than those for the April
rating (M = 3.71). Ironically, the March CanTEST scores (Table 35) for
students in Group B indicated that the reading score was consistently the
lowest of the four skills. It might be that the higher rating given by Group

B students at the end of the study is more indicative of their increased self-
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confidence, as opposed 1o their actual ability.

The consistently lower ratings given by Group B students in this
instance might be further clarified by comments that Mrs. MacDonald
make in the December interview with respect to the English 441 materals.
She stated:

" But I just think that at this point in the year, there are some

students for whom that book {Lord of the Flies] 1s an impossibility.

Everything I've done is an impossibility and it's because of their

inability to function at that level - symbolic level, descriptive use

of words, the necessity to write essays not only on content, but on
using world knowledge and involving more than onc sourve. They
just can't do it. The best that some of them can do is to take chunks
out of the text and copy them for me. And they're trying. That's
the best they can do.”
It was apparent from these comments that the low English proficiency
levels of certain students in the class compounded the difficulty they
experienced when they tried to deal with literary texts in English 441,
3.) Seguencing of materials | Pave of materials

Students in both groups seemed to like the order in which they had
completed their English 441 texts (Table 55). One studemt indicated the
order was favorable because of the similar theme found in the scries of
novels they used. Mrs, MacDonald also feli that the order of the 1exts was
suitable. She identified that pace was a problem arca because she was
trying to make the class inclusive for all students and therefore siowed

down too much. For this reason, she indicated they she did not get through
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as much as she could have with the more capable students.
4.) Activities and tasks

The students gave a positive response to the question of whether the
activities and tasks in English 441 were helping develop their academic
finglish skills (Table 56). The rating Group A students gave was 3.50,
while Group B students rated it at 4.17. Group B students may have given
it a higher rating because they were forced to work at a more advanced
level. In striving to meet the challenge of doing this work. they seemed to
find the activitios and tasks useful. Conversely, because Mrs. MacDonald
initially worked at a Jeve! that would accomodate both groups, the higher
proficiency students may not have been pushed to their potential, and hence
the lower rating.

Although the sheltered teacher indicated that she was generally
pleased with the activities and tasks in the English 441 class, she pointed omt
two arcas in which she would have liked to have had them devote more
time and encrgy to: oral work and peer/group work. Even though she felt
she had done a reasonably good job, she also indicated that she could
probably do better. Given the nature of a pilo# course, one would expect
that the instructor would be taking note of things that conld/should be
revamped for the follow-up to this course. Mrs. MacDonald did so and

this information helped provide a focus for the recommendation section
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that follows. In the April interview, however, Mrs, MacDonald explained

that it was highly unlikely that the sheltered course would be re-offered in

its current form during the 1994/95 year due 1o budgetary constraints.

5.) Rating of testsiassignments
The students in both groups gave a mediocn respense in their rating

of the value of tests and assipnments (Table §7). 1t is surprising that Group

B students gave them a higher rating (M = 2.71) than did Group A students

(M = 2.67) and thereby indicating that the tests/assignments were casier.

Mrs. MacDonald also recognized a need 1o make chanpes 1o the tests anid

assignments, such as more writing early in the course and the use of

portfolios to evaluate students’ work. The sheliered English teacher
indicated. however, that she necded to be inserviced on portfolios.

D. Recommendations / Suggestions for further research
The following recommendations are based on findings from the pilot

sheltered English course:

1. Placement of ESL students.

a.) That students being considered for a sheltered course compicte some
form of English language proficiency measure prior to being
admitied to the course {eg. CanTEST).

b.)  That students with a minimum intermediate English proficiency level

be enrolled in sheltered courses, thereby allowing them to continue
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to improve their English language without academically lagging
behind their grade level peers.

c.) That students who are not yet at an intermediate English proficiency
level be enrolled in general ESL classes which would concentrate on
improving their English language ability in the four skill areas:
reading, writing, listening and speaking.

2. Sheltered course offerings.

That additional sheltered courses be offered in other disciplines,
taking into consideration those subject areas suggesicd by students
in the current pilot sheltered course.

3. Revamping a pilot course.

In any type of pilot program such as this sheltered course, there
will be arcas which need to be revamped (content covered, pace of
materials, activities and tasks, assessmemt). Therefore, Mrs.
MacDonald should ideally be allowed to reoffer the sheltered course
in order to allow her to implement the changes she identified.

4. Class size.

Given the financial cut-backs in the Halifax District School Board,
it is highly unlikely that a sheltered course will be offered at St.
Pat's High School next year because of insufficient enroliment

of grade 12 ESL students at that location. A possible solution is to
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offer a shelicred course at St. Pat's High School for both students
from this school and the neighboring Queen Elizabeth High School,
This would appear to be a feasible undertaking as there are alnready
students who take classes in both schools.

5. Teacher preparation time.
That those teachers involved in offering sheltered lanpuage
instruction be offered additional release time, given the extensive
amount of time that is required to prepare and revise materials.

6. Teacher inservices.
That those teachers who are working with students through the
sheltered approach to language leaming attend nservices (on such
topics as program planning, malerials adaptation, language strategy
instruction, assessment including the portfolio approach, cic.)
conducted by experts in the ESL field.

6. Suggestions for further research.
If the recommendations put forth in this study arc implemented in
another sheltered course, another study should be underntaken to
monitor its progress. This would provide further valuable
information about this particular approach to second language

teaching in the local context.
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Appencdix A
Student Questionnasire - Oclober

1. Are yous & visa qodent? Yoy No
2. Howoldare you?
3, Male? Female?
4. Wha grade level are most of yoof coorses in? 1y 11 12
3. Picase indicake how many years of education you have compleied:
schood . ycars where?
university _____vyears wheme?
oodlege years where?
Oxher {please indicate) ____ years  when?

6. What country are you fram?
7. Did you go o school ia your country in:

avﬂhse(mswmte)
___ atown (sbom 5000 pecple

_ acity(abow 50 )
abmmy(amm%’c
8. What is the firsd language you kamned 1o speak?
g, ﬂmwchmkdxh:gms)m?eﬂhmnmmm
Chinese _—

Urdi

~Viepamese  ____ Ponguoese Kmhsh __Krio
__ Amhanc ___ Polish .. English
__._Arsbic — . Spanish ___ngm‘lm ____ French
__ Pomian . Gregk . Tigrinian
.. Other (Please indicate)
10. Which tanguage(s) did you shudy in your couniry?
11. Did you sindy English in your coimiry?  YES NO
H YES, where did you study English? & school
al umiversity
_____ other (Please indicate)
If YES, did patve speskers teach you?
YES NO

!Z.Edmm&ﬁwmamymﬂ‘%wam%nmmw?

If YES. in what country?

13. V have siedicd English for______ less than one month
—2-5momhs
6- 12months
e 1-2vears
—_ mose tan two years, Please indicate how many years:

14. 1 bswe stodiod Englich: mainly by

___ mainly in ESL classes that were NOT ai schoo!
— I have never formally studied English
—___ other (Please indicaie)
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15, How loog have you been in Conada?  _____ yeans months

16. How many English courses have youcomploted inCamada?
17. Where did you take these courses?
18. Do you speak Epglish at home in Halifax?

pever ___ somoof the time most of the time always | __
19. Complete the following sentences by circling the number in the approprisie column.

1 =notatall 3 = [uifly fluemily S = like a sative speaker

2=aligle 4 = very fluentdy

1 speak English 1 2 3 4 s

I sndentand English 1 2 k) 4 5

I write ish 1 2 3 4 s

I read Enghi H 2 3 4 $

My mother fish 1 2 3 4 §

My mother English i 2 3 4 5

My mother writes English 1 2 3 4 5

My mother reads i 1 2 3 4 s

My father speaks English 1 2 3 4 5
father undersiznds English | 2 3 4 ]
father writes English 1 2 3 4 b

My father reads English 1 2 3 4 b

20. Compare yourself tn other siudenis in your English class. How do you nae your English?
{Cirgle one)

Poor Fair Good Very Good Excelkent
21, Compare yourscH to native speakers of Enghish. How do you rate your Enghah? 1Cireke one)
Poor Fair Good Very Good Excelient

22, How importani is it for you to become proficieni in English? (Tincle onx)

Not at all Somewhst  Avorage Vory Extremcly
imponant imporiani imponiance  importsal it e 1)

23. In other English classes thal you have tken, please indicate how much emphasis was placed
on the ing areas:

{ =poncaall 3 = average § = very heavy emphasin
2= plinie 4 = quitc 8 bil
Grammar i 2 3 4 5
Lisionimg H 2 3 4 L]
Speaking 1 2 3 4 5
Reading L} 2 3 4 §
‘Writing 1 2 3 4 5
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24, in tvs English course, how much help would you like to get in the following arcas:

f=nphe 3= average S=alotof help
2 = a bit of help 4 = quite a bt of help
GRAMMARNOCABULARY
RITTNAT 1 k] 4 5
vocshulery 1 2 3 4 5
speaking ( m skilh) 1 2 3 4 ]
conversation 5
i i 2 3 4 5
in class H 2 3 4 5
discussion of academic topics
i inl issues/science) 1 2 3 4 5
on! preseniations 1 2 3 4 5
English magazines and newpapers | 2 3 4 5
seading from 8 extbook i 2 3 4 b
ing roading material 1 2 3 4 s
reding with & time lomit H 2 3 4 5
reading and interpreting questions | 2 3 4 5
bistening practive in class 1 2 3 4 5
g praciice in a Enguage lab i 2 3 4 5
the i 2 3 4 5
understanding directions in class } 2 3 4 S
WTiling practice H 2 3 4 5
faking notes in class H 2 3 4 5
WTHINg papers 1 2 3 4 5
writing tests i 2 3 4 5
paraphrasing-putting answers in ypuy words 1 2 3 4 S
STUDY SKILLS
CanTEST / TOEFL prepamtion 1 2 3 4 s
information on Canada and Canadisns i 2 k) 4 5
understanding homework i 2 3 4 5
organizing end following a schedule 1 2 3 4 s
understanding graphc L ams, maps ] 2 3 4 5
nsing the hibrary 1 2 3 4 s
working with 8 computer 1 2 3 4 5
preparing for iosts ! 2 3 4 5
working in groups 1 2 3 4 3
wirking indcpendenty i 2 3 4 L
OTHER
Please list any other arcas that you would
like heip with in your English class,
osher | 2 3 4 s
other i 2 3 4 5
other H 2 3 4 5
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3 = avemge
i

$ = very much

2 = cnly a linte
How do yos learn best in your English class?

Apriuin B
Learning Styles Questionnaire® . October / Mm:r\
Below is a Hist of siatemonis. Please indicate bow you foel about cach by cinciing the number in the

approprigte colemn,

4 = fairly well
1 ke to feam by listening to songs.

1=nntaiall

Example:

Ll at il s 2 el al s a b el ab b ok a1 ol o

T RFTTTTTTTNTT T

WL OF, 1, WP, PO, (T, O, o, OF, VT L B O O,

AN NNNNN NN

A Wt wEm AR ewn SR WU S TR e S B @ - e Gem

Y
filiie, o dult |
mwwww mmmmm mmm
;mmmmmmmmmw 2is
didiigyeiiesss
1533531

16. 1 like 10 make tapes and heve the feacher grade them,

17. 1 tike the teacher o explain gverything to us.
18. 1 Bke the teacher 1o give ws probiems to work on.

Ul 2% 4 o

T

L RNt . )

(o fa oyl

-~

19, | tike the 1eacher fo help me tafk shout my interesis.
20. ] Hike the wacher to il me all /1y mistakes,

21, | like the seacher o cOMEct me i

in

22.1 hke the teacher i correcl me in privese {alone).

23, 1 ke the weacher to ket me find my mistakes

.,

bl B 4

™ e

e gon e

fron of everyose.

VWL WL W W WL WS @ WL L VLWL W VDLW LW WL N

L i i B B AR A A A B R A A R A

£F, 0%}, OF, I, (€, (7, £, 1N L€ IV 07 0N, [ 0, 07 0L 0L 0L 4 TRL 0L 0N PN

NN MNMNMHIACN NI N NN ™

!
1
¥
1
1
H
1
1
I
3
1
1
1
i
3
}
1
1
1
1
§
i
H

class.

ish by {alonc).
by wﬁblwm.

my
ke o leam English with the

English ing projects oulside of class.
mmw&mm
English by using computers.
by doing
‘“ﬁd‘- .
by
by
by
by
oty
waiching

f5aiat5aaaNagsagaaaaad
282882888 mmnmmwn»mmmmm
A4RHERA4 2208408872353
SR R B S E 1o $- 3= E 3 L A F
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47. 1 like to Searn ] in English 1 2 3 4 5
@imwmg%mg&ﬂm i 2 3 4 s
49“&:&!&1:1’1% in SICS. 1 2 3 4 5
$D. 1 Jike 1o Jesrn English ing the lidrary 1 2 3 4 5
§1. When | don't umderstiand someihiag in English,

1 ask someone i caplain it to me. 2 3 4 5
v 3 is too difficuh for me,

loywk ?ﬁﬂmmda 1 2 3 4 5
53. } waich people’s faces a5 hands to helpme

understand what cicy say. 1 2 2 4 5

54. When I'mo reading - if | don’t understand 8 word,
!uywmdumdnbyhﬁuguzhcmm 1 2 3 4 ]

55. When | sm pot in class, | oy to find ways fo use
my English, | 2 3 4 5

56. 1 am happy (o use my Enaglish cven if | make
fiistakes,

-
[ ]
w
&
w

§7. 1 think shout what | am guing o say before | speak. J 2 3 4 5
K. ) feel comfriable when using English. 1 2 3 4 5
S9. At gdmes 1 am afraid that by using English | will
become fike 8 foreigner. H 2 3 4 5
60. I | don'y know how 1o suy something, § think of
2 way o say it, wad then |y it in sneaking. 1 2 3 4 5
61. When 1 am speaking English, 1 listen to my
provunc iation. i 2 3 4 5
62. T wish that 1 could speak English very well 1 2 3 4 5
63. i § lcam a ncw wond, § iry {0 put it into my
conversation so | can it bewer. i 2 3 4 5
63, Il someene does not ondersiand me, { try to
say it in a different way. 1 2 3 4 5
65. 1 like the sound of English. 1 2 3 4 5
66. My language is much beicr than English, t 2 3 4 5
67. luymfmdmyma!mvhicmsm&g!ﬁh.
and { iry 10 fix them. 1 2 3 4 s
68. 1 ask mysclf bow well I am feamning English,
and 1 try o think of beliex ways o leam. 1 2 3 4 5
69. 1 fry to understand the Canadian way of life. 1 2 3 4 5

* This questionnsire has boen adapted from Willing (1988) and Jackson Fahmy & Bilion (1992)



Appemalin U
Whst do you feel abesit these satoments, Circle the ketters that march you own fechngs,

SA =1 stongly agroe

021 St kow

D = ] disagree

$D = | strongly disagree

Exgmpic:

Cansdaissgoodplace tolivesnd leam English. SA A 3] sh
1. A good language lcamcer net. o makes sy, SA A DD SD
2. Working in small groups in class helps swdenis keam more. 5A A O D Sb
3. Taking tests in class helps students to keam English. SA A O D SDh
4. ESL teachers should always tell stisdents what so do in class, SA A O D Sbh
5. ESL students learn most by speaking 10 others in English. SA A O D SDh
6. Stedems feamn most through listoning o informuting in class. SA A OB Sh
7. Speaking out loud in class is a good wity of ieaming. SA A U D Sh
8. ESL susdenis should not remain in their own cohural groups. SA A O D S»
9. Doing  }o1 of writing in class does nat help ESL snsdenis. SA A D D Sb
10, Sntents wasie 1ime when they work in small groups. SA A O D S
11. Smidents should continee o learn English unti) they speak perfectly. SA A O D 8D
12. Ssudenis do no feam much English from reading books., SA A 0D 8D
§3. ESL studenis should not talk sbout themselves in class. SA A O D Sh
14. Making mistskes in a forcign langoage 5 maiuml. SA A O D SDh
15. Students should make suggestions about what to do b ¢k SA A O D Sh
16. Teachers should always follow a writen lesson plan. SA A O D SD
17. Students should not speak English if they make mistakes. SA A O D 8D
18. Students only nted to feam English 50 that they can undersmnd others. 8A A (3 D SD
9. Ii is good i stay in your own first language group out of class. SA A O D S
20. Any student who wants to learn English will be successful. SA A O D SV
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Appendin D
Needs Assessment (December / April)

This question is istended 1o find out what sreas you find difficoll in your grade 12 English
LOurse, mmmmmmmmuﬁm

1= no = svernge help S$=ailaiof help
2 = abit of help dnm:hﬂdhﬁp
ORAMMAR/VOCABULARY
1 2 3 4 5
mmmy H 2 3 5
speaking {(conversation skilly) : § 1; 4 ‘55
4 h
sxking questions i class 1 2 3 4 5
discussion of academic pics
i isspes/science) 1 2 3 4 §
oral prescniaBons 2 3 4 §
English magorines and newspapers | 2 3 4 5
reading from a &oxtbook 1 2 3 4 s
ing roading materal i 2 3 4 s
seacding with a timee Hmit 1 2 3 4 5
reading and intorpreting questions i 2 k! 4 5
bisteaing practice i class 1 2 3 4 5
Iistiening practice in & Enguage lob 1 2 3l 4 5
the scacher 1 2 3 4 s
understanding directions in class 1 2 3 4 S
peactice 1 2 3 4 S
writing .
taking notes in class t 2 3 4 5
vmmsgpapm 1 2 3 4 3
i 2 3l 4 5
pmbmngmﬁngmswmmmm! 2 3 4 5
STUDY SKILLS
CanTEST / TOEFL prepanarion i 2 3 4 5
mfoymation on Canada and Canadisns 1 2 k) 4 5
homework i 2 3 4 5
organizing and fol a schedule 1 2 3 4 5
; maps 1 2 3 4 §
using the Jibeary 1 2 k] 4 5
working with & computer i 2 3 4 5
preparing for tests i 2 3 4 5
working in groups H 2 3 4 5
working independenily i 2 3 4 b4
OTHER .
Picase st other areas you find difficult in your grade 12 English course.
other 1 2 3 4 5
other 1 2 3 4 $
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LISTENING
listening nractice in class 1 3 3 A N/A
hstening practice in 8 kaguage kab 1 2 3 4 5 N/A
undessnding the seacher i K} 4 & N/A
undersianding dirortions in class 1 2 3 4 N/A
writing pactice 1 b4 3 4 b N/A
taking notes in class 12 3 4 S NA
writing papens ! 2 k] 4 s NIA
wriing lests i 2 3 4 5 N/A
paraphrasing-poiting swwers in yout wonds § 2 3 4 ] N/A
nl.mmm { TOEFL, preparation 1 2 3 4 b N/A
information oo Canads asd Canadions 1 2 3 4 b N/A
undorstanding homework 1 2 l 4 b N/A
osganizing and schedule } 2 k) 4 5 N/A
understanding graphs, maps 1 2 3 4 s N/A
using the Hbwary H 2 k] 4 s N/A
working with a computer | 2 3 4 h N/A
prepanag for exis i 2 3 3 b} N/A
warking in groups 1 2 k| 4 \] N/A
working independensly § 2 3 4 L} N/A
QTHER )
Plesse list other arcas that you belicve v are improving hevause of youn Faghsh vk
oiher 1 3 3 4 A
oiher H 2 3 4

12. Do you like thai paly international studenis are 08 this Laghsh coune?

Not at gli Abiy __ _ Average . Quicahi | . Al

Please cxplain why or why nol.

et e e A e —n

. ——————— e . S e e TR e WA e i

b A s ———_

i3 How much of what Mrs. MacDonald says do you understand? Ploaw oheck one.

Nothing . Abii_____ Avessge  Quicabit ___ Everything
14.  How much of e reading mmierial in this ciass do you usdentand? Please chook onc.
Nothing _____ Abdi__ Avemge _ Quiteabit ____ Everything

18, §§¥§ﬂ§§§§5 (For example, math, sxcial
santics or science with only intemationa studenis)?

MNotmad_____ Abit_____ = Aversge Quite ____ Eawcmely

18, i yoo answernd Maybe of Yes to question 13, which counse or councs wimld you hike 1o

take? (Flease indicate).

200
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Appreicha F
Student Questionnalire: Apri

Hurw rolaned s condident sre you in she comenes you tadee a1 school? In the Manks below,
pm&hﬂxmspmm The circle the number that corresponds ks how you frel
shou voune,

1 = punt p nl confident 4 = quite confideny
2 = aoy vory confident 5 = extremncly confidem
1= 0K
e 1 2 3 4 3
e 1 2 1 4 s
— 1 2 3 4 5
U 1 2 3 4 5
e e 1 2 3 4 §
I i 2 3 4 3
e | 2 3 4 s
T 1 2 i 4 5

In the cotres where you do hot feel relaxed ard confrdent, why do you foel thes way?

_— i e g ey, —

rmm a gy e —m—— ————r L —_—

I the counes where yom do foed relaxed and coafidoent, svhy do yoo focl this way?

a4 e me e e o ——

Compleie the following sertences by circling the aumber in the spproprisie column.
Y = nod gt all 1= fairly Ruently 8 = like 8 2w

2=k 4 = very fluenily pesker

| speak English 1 2 3 4 b

| understand English H 2 3 4 )

} wrin ish | 2 3 4 5

! read English 1 2 3 4 5

Mr?mﬂmmmmmwm How do you rase your English?
one

Poor Fair Good Very Good Excellens

cwmrwmmamm How do you maie your English? (Circle
one

Poos Fair Oood  VeryGood  Excellem



10.

11

12,

rJ
=
r*o

How imponant is it for you 1o bocome proficient in Enghah? (Caele omn

Not st 2l Somewhass  Avermge Very Estemehs
Enportam imyportant snporiENy  impostas imjavian

Do you speak English @t home in Hahifan?

Never Somc of Most of Always
e thme the time

Do you believe that this comse is helping you in your gther sourses?
No Maybe Yo |
How do you think this course is helping you 30 aiber courses? |

et e e e e e

e g . gt e e o et i e o i e

e e e

If you do o think 1his caunsc is helpang yu m your vther coutses, why aat?

a———. . e~ . e~ -

h&p&& 12 English coursc helping you improve in the folluwang arcin? Pleswe
ling the number that corrospaonds.  yuu have med warhod om a puatcula

hﬂh&ucim,p!ueccmk N/A.
1 = 00t g1 8} 3= gverege S$=aln
2sabdi 4 = guitc s bt N/A = duxcs g apply
QORAMMARNOCABULARY
frammar 1 2 3 ] b N/A
vocabulary f 2 3 4 b N/A
(cwmﬂimsﬁ!h) i 2 3 4 5 N/A
chass i % 3 j b NA
a=king questions in 1 3 5 N/A
discutsion of academic opics
isspes/science ) 1 2 K] 4 5 NIA
ol presentations 1 2 3 4 S N/A
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17, i you ticlicated an fntervst i taksig: other courses wih anly mtemnatneal sodents, whah
course oy courses would you ke 10 take? (Please rank your chotors by msting | heside
the course in which you would be most intereated, 2 hesufe your secoshd chanee, o).

e Mah . Ecotgmics oo Payswx 0 Phwa I
— Higoey __ Chemistry _ Baudegy | Grography
___ Freach ____ Computer  ____{nher (ploase imsdscate)

18.  How difficult are your English 441 searhucks? (Please vircle oowd

Vi Difficlt  OK  Easy  Very
%\ Fasy

Please eaplain why. R

—— e« p—— = —

19.  Duoes the support material {chans, dingrams. outhnes) help you beyter umberstond thw
English 441 icxthooks?

Nplaall Abil Average _ _ Quitcabst = Ak
Praseesplainwhy. _ ...

ot A e ame e

20.  Did you like the ander in which you completed the toass m vour Enghisli corwe?
Noi ag all Abil Average _ _ Quitcsht _ . Akd
Pleascexplaowhy. __ L L.

21, Ascthe actjviries and tasks in English 441 helping you develop your seademc fnghsh

skills?
Notat ali Abil Average .~ Qumicadit _ Akt
Piease explain why. S . ’

- pm

22, &?&mmmmdmm!mmmdﬁm&gm 4317 4Cucke
one

g’m Difficult OK Easy gg

Please cxplain why. e
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23. Your comments sre very valusble, If gw would like to make further
commentz about your English 441 course in your or in English,
please write thems in the space below. Thank you.

For example: What did you lke about this course?
What changes would you make 1o this coorse?

i e e e .
e e e




Appemin G
CanTEST and firs: term smarks of all grade 12 pilel shelorod English studenix

Swént CwTEST CmTEST Math Ches Phys. Fmg B B Ko  (lreg Comp An

{October)  (March}
(s) 41580 . . . . . -
(10) 4628* 45 7 N B 7 8 . - - K} ¥
{2)  4375%e . - - e e e e
(12) 40+ 4.25 8 - - 8w W - 81 77 Ao
(13) 40+ 4.5 - - . - - . .
(6) 3875* 40 7 8 8 65 R 77
{(8) 316825°* 4.0 ™ . - 8) 80 - 831 RO N
{13) 35 - 43 X L | B -
(4) 2.625** 3128 - - - - - - - - R .
{9) 2625 . 45 63 66 4 S - . - 77

{7y 2.5°+ 2875 S8 Rl T MDD &)
(3) 178+ 2628 27 w6 40 MDD & - - - NAKG -
(1) 13+ 2325 95 S84 66 MD 4 - - I
{11) 137§%** . - . - . . -

(18) ....»e 2375 NMGONMEG - MD MD 2 - - NAEG -
(16) .--% AR7E NMG NMG O TRA MDD MDD - - - NAKG -
{17). ---* IBTS NMG NMG MDD MD MDD - - - NMG -
* Studeats in group A WDP = withdraw pasung

** Swdents in group B WDF = withdraw failing

**2 Sudenis who discontinued the English course TRA = tansicr

MD = mark dcfercd INC = incompleie

NMG & no mark given
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Appendin H
Interview With Margaret MacDonald - August 31, 1993

Please give me a brief overview of how you envisage the sheliered
grade 12 English class to be.

How many students will be selected for the grade 12 English course?
Will the class have a maximum size number?

In general, do you snticipate any problems with the class?

Will there be linguistic barriers? Will any students be in the class
who have very little or no English?

How do you expect to deal with that problem?

Are most of these students aspiring on to university?

What do you find exciting about doing this grade 12 class?

What are you looking forward to most?

What are you not looking forward to?

Do you expect resistance from the grade 12 ESL students themselves
about going into the course beceuse of how others might perceive it?
What strategies do you have for delivering the material to the
students?

it seems that the ESL students, then, are very aware of what other
classes are getting in their grade level and what they're gelting or not
getting.

How will you handle materials development?

Do you expect that some of the students who are in the grade 12 class
will also be in the general ESL class?

How will you assess the students in the grade 12 sheltered Enplish?
Will the students within the grade 12 sheltered have ESL

throughout the year (from September to June)?

How often will you meet the students every week?

Do they come into the class expecting you 10 concentrale on certain
skilis?

Do you have any other comments?

207



Appentix |
Interview With Margaret MacDonald - August 3, 1993

1. Please give me a brief overview of how you envisape
the sheltered grade 12 English class fo be.

Well, | think that . . . when | think about it early in September, it's going
10 be small. Iexpect it will be mostly male simply because most of the visa
students end up being boys. And I expect that the other students in the class
besides visa students will be Vietnamese. So, I'm looking at1. . . my
preconceived idea is two major groups and mostly male. But, if it stanis
out small, 1 expect it to grow through the moath. It'} take about a month.

2. How many studenis will be selected for the grade 12
English course?

Back in June when { asked the registrar how many had already been
registered into it, be said he had pulled students from grade 11 who were
non-native speakers and 5o there were already half a dozen to ten names
that he had in mind, And ] think what will happen this fall is that there
will be students from some other schools. There will be newly-registered
visa students and I think they'll be selected on the basis of last vear's
teacher recommendation and just the registrar trying to be aware, | hope,
of new names and non-native speaking backgrounds.

3.  Will the class have a maximum size number?
There will be, I think, a maximum of 20.

4. In general, do you asticipate any problems with the class?
I don't anticipate any problems that are surprises. I think the problems
will be arranging the help - to tailor it to the need of each student, so that'l
be a time problem. 1 think that's my major problem, pot with the students.
1 don’t anticipate behavioral problems or motivational problems really
because generally I take time 10 try to make sore that everybody's
motivaled. And if they feel . . . if I see they're getting down about
something then I'll iry to remedy that situation one on one. But 1 think the
problem will be time getting people, not pidgeon-holed, bul assessing needs
for one thing and for that class, wiloring the methods that I'll have to use
s0 that everybody will have & fair chance because there will be, even
though it's 8 grade 12 class end everybody has somehow reached that class,
1 think there will be a wide divergence in the background.

§. Will there be linguistic barriers? Will any studenis

be in the class who have very little or no English?

If they're newly-registered-in visa students or new immigrants who might
have graduated in their own country, yes, there will be some who don
speak any English.

6. How do you expect 1o deal with that problem?

A lot of time! If you're asking about methodology, well, I'd sort of

have 10 start with them the same way | would with any student. But, ] will,
I think, take pains 1o try 10 communicate to everybody in that grade 12
class what will be realistic to expect for them. 1don't want to discowage
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anybody, but if somebody comes in speaking no English, it's the rare grade
12 stucent who will go from zero to passing the TOEFL and into
university.

7.  Are most of these students aspiring on to university?
In my experience, most of them do, yes.

8. What do you Mind exciting sbout doing this grade 12 class?
] guess | like the idea of doing something that's new. I like it for me and
having had experience in ESL with grade 12 students in the high school, |
likehforthem Jt's at least a nod 1o recognizing that somebody is going to
have to give these students some extra help, some specialized help - the best
1candoit And, I like the idea of baving a class of kids who are really
motivated - that's been my past experience. And they won't be staying in
the schoo! for the third year to play football. They'll be trying to study.
So that's pretty exciting just in itself.

9. What are you looking forward 1o mest?

Trying to see if I can make it work, 1 think thar's the most exciting thing.
All the things that I've been leaming about, trying to put them into use and
I know I'm going to fall on my face some in the first year. Bu, at Jeast ]
will, ] hope, by the end of the year be able to say ‘well, I did a good job
for this person and that person and ] developed - 1 started developing -
some really good materials’ even if I'm not reaily happy with how it went
for everybody, but thatll be fun.

10. What are you not looking forward to?

The only thing I'm not looking forward to is, perhaps, the attitudes of
some of my colleagues and having 1o establish the class as a legitimate
grade 12 becruse | think some of the teachers and some of the other
students, if not even the guidance counsellors, will see thisclass as a
watered-down English class. And 5o, in the thinking I've dome about it so
far, Fve been st pains to choose texts that sre grade 12 texis that everybody
uses 50 that they can see that I'm not changing the textbooks. I'm not doing
grade 10 here. T'm not doing Jess. And so | think what I'll like least is |
expect there will be some innuendo and some sort of undercurrent: 'well in
your class you're not doing quite as much or you're not doing the same as
I'm doing. So, and you have it easy, you don't do this or that.' Iexpect
that. Maybe Il be pleasantly surprised and maybe it won't be as
pervasive as 1 think it might be,

11. Do you expect resisiance from the grade 12 ESL students
themselves about going into the conrse because of how others
might perceive it?

I expect 1o have to answer questions from them on why are we sl

hete together? What books are we doing? Is this exactly the same as
everybody else’s? Is this a university credit? 1Is anybody going to ask us
?mmwmymmmmva{uwhaﬁn&fﬁwhy? Yes, I'm ready
oF thai.
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12. What strategles do you have for delivering the
materisl fo the students?

Well, 'm wrying very hard to keep up with what's happening in Toronw
and Vanoouver and | have pulled out all my visual organizers, everything |
ever had for advance organizers and trying to adapt it to the framework
approach, the knowledge framework and I have tried, in choosing the
grade 12 textbooks, to start thinking about how | can organize the major
concepis and the themes - there's also a theme-based approach 1o what I'm
trying to do. So ] would expect that maybe I'll have to go more slowly
because 1 have more to do along the way. But, strategics, I guess I'm going
10 have 1o say I'll do them. . . pantly I know what I want to use, but pantly
it's ad hoc, Ihave to see the class. I have o find out who can read quite
readily and who can't, who needs help to write from the word go, just
sentences. Maybe others have already written essays and know something
about that  One of the students I spoke to already who may be in my class
said T didn't get any poetry last year’ and he thought that was 2 flaw where
he was Iast year. And so, that's why | say | have 10. . . well that's
materials, I know, but even the strategies for delivering the materials. . . 1
really, to some extent, have 1o wait and see what stage they're at.

13. 11 seems that the ESL students, then, are very aware

of what other classes are getting in their grade level and what
they're getting or not

1 think so. Tbat‘swhyi’mhumngiﬂdnadeoent}obafseilmgﬁxclassm
the beginning of the year that word may spread and they'l) understund thm
this could be something really good, not something less that they're getting.
And | want to do a decent PR job for them so that they'll understand this is
legitimate, this is for them and it's & credit and it's not ESL. This is getting
credit for doing your English,

14. How will you handle materials development?

Nightly! 1tll be every day. Tve taken out all my materials on the books
that I've decided to use and I'm in the process of tying 10 adapt those
materials {o the kinds of organizing techniques that | know [ should be
using for these students. So, it will be on a thematic basis, but it will also
be skills-based and it will have to be content-based as well. So tryinp 10
balance, drawing all those threads together, is going 1o be, I don’t like 1
say ad hoc, but itll be nightly, itll be weekly and | just cant do it all in
advance. And il's going to take g Iot of time and  hope I don’t fall on my
face becanse ] can't find the time o do it all because I'm also rying to
revamp the ESL class and my grade 10 ciasses.

15. Do you expect that some of the students who are in the

12 clsss will also be in the general ESL class?
1 would think if it's their first time in 2 school here then | think maybe they
would be there 100, because there we would develop more the, concentrate
more on the BICS level of communication. 1 think thal's more what 1 do
there. We do more talking and not so much concentration on skilis, except
for when exam periods are coming up and they have to do reports or they
ask me 10 help them with differcnt skills. Mostly we're developing their
own skill levels in ESL, not on grade level and not connected 10 any
sextbook in particular, I don't do their homework for them. So if's
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whatever they tell me they need, that's the needs assessment and totally
individuslly based in ESL. So, materials development in the 441 is

going to be, 1 expect it 1o take & real Jot of time, which is why, when

1 spoke to Camnl Chandler, | said 1 hope you're willing also, just not
crossing my bridges, but saying have 1 got 2 years here? Because the first
yeas, 'm not going to be totally pleased with what I'm doing, 1 just know.
There won't be time enough. And when I look at the Vancouver material
and realize they've been inserviced and helped with univessity Baison and
I'm not going to have the time officially given for any of that, then 1 think
wel! if | make it through by myself with just doing link-up with the
university on my own, then 1 think that'l] be pretty good.

§16. How will yon assess the students in the grade 12 sheltered

lish?
f&sﬁwlmmmmwmbsmbmmnwﬂlamm
for as much as | know now. See, I should explain that there's a new
timetable in the schools. There’s a new assessment period. I'm nnt sure
whether the exams will be the same as what 1 was used to the year before
last. But, if they are, the exams are the same, then they were worth 30%.
So T0% of what a student does is in my hands. And I can build up
portfolios and do my assessment in that way, And, pretty much, it's up to
me, [don't think that | have to be in step with anybody else, so § intend to
use portfolios for them from the word go.

17. Wil the studenis within the grade 12 sheltered have ESL
throughout the year (from September to June)?

Yes, it was suggesied that I do a first semester of ESL and then in a second
semester the 441 supported. And ] told my department head that that
wasn't really feasible. You can', 1 can't expect the grade 12 students to
cram a whole year's development into § months, really 4 months, like the
native English speakers will be able ro do. 1don't think they can do that, |
would try it if they were going to let me repeat in the second semester, do
them both ip the first semester. Bui, as it is this year, I'm doing it all year
long.

18. How often will you meet the students every week?

This is something eise 1 dont know for sure. ] think, it looks like, maybe,
3 times 8 week. The classes are 65 minutes jong, 5o they're longer than
we've been used to. Ang | think 65 minutes is 3 good length, not 10 tire
shem out too much. It's long enough for us to do & variety of activities in
the class. I think it won't be 100 bad, but portfolio approach with a
traditional exam is, well it's not even & raditional - we do the process exam
and 1 would cenainly do that. 1 like to have the students, if possible, select
their own essay subjects for the exsm and maybe spend only parn of that 30
exam marks on any kind of test. If there's something in the work we're
doing that can be tesied, then I'll do that. If it's more theme-based ideas,
discussion and their own take o0 a novel, then it be writing. So they'll
have a lot of practice in writing.

19, Do they come into the class expecting you to conceutrale
an certain skills?
1 will ask them what skills they think they need to concentrate on. 1 know



that sonmse of them may say 1 need 10 practice my speaking because muwi of
thern want tp leamn 1o speak like other people their age. But, F'm also
bound by some of the constraints of it being a grade 12. They shoukl, by
the end of the year, iy to have skills at oral presentation, and they should
try to write well. So, | think those things are sort of in line with
developing the non-native speaker skills because by the end of grude 12,
they should be able to do those things - the native English speakers as well,
and some of the native English speakers aren't very good at anything like
that either. S0, a variety. | hope I can be eclectic and get in something
for everybody.

20. Do you have any other comments?

Only that, 1 hear that this new program, as you can tell by my figure of
secing them three times a week instead of every day of five days out of
seven, my time is actually less in the classroom with this system. And |
need more time with these students. So, I'm just a little bit apprehensive
about time constraints. In fact, quite a ot apprehensive not only in the
classroom, but for myself. I'm just hoping 1 can keep on top of all the
things I'd like to do because I've been given no time that anybody clse
doesn’t have. The siaff didn't feel that they could free up any time for me
10 take over this ‘problem’ for them. And | know where they wer voming
from. But, all the same, it makes it very difficult for me 10 say "Well, I'm
super teach, Icando all this.” I'm going to try. 1 don't know that ! can
do i1 all. That's my apprehension. But, 1 think it's going to be fun 1 try.

)
ra
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Appendix §
Questionnaire - M. MacDonald {(November)

1. What, in your opinion, is the overal] aim of your sheltered class?
2. What objectives have you established for the Gr. 12 sheltered English
program?
3. How does the grade 12 pilos sheltered English course differ from a mainstream
gragde 12 English course with respect to:
a.) objectives?
b.) syllabus?
¢.) materials (authentic/adapied)?
d.) role of teacher?
¢.) role of studenm?
f.) course content, sequencing, activities and tasks?
£.) assessment?
4. How do the course materials that you have chosen for the sheltered class relate
10 your overall aim and objectives?

Sheltered Course Overview

5. Pleasc give s bmfdcsmpumofﬁncmnpwmcfdwchss {No. of students,
maleffemale ratio, countries of origin, language proficiency)

6. Did you encounter any particular problems with the class at the beginning of
the year?

7. What is the language level of the students? Are there mixed levels? Is this
problematic? How do you dea! with this?

8. What seem 10 be the attitudes of the students towards taking this sheltered
course?

9. What teaching suategies are proving 1o be effective?

10. What pertinen: information did your initial needs assessment reveal? Do
your objectives coincide with the needs that your students identified?

11. Have you begun to formally assess the students? In what manner? Have you
started to gather maierials in portfolios? What materials have you
included in these or what materials will you potentially include?

12. Please add any other comments that you feel are pertinent.



Appenshy B
Questionnaire - Margaret MacDonald - November
Geals, Objectives and Materials:

1. What, in yoor epinion, is the oversll aim of yeur sheliered class?
The overall aim of my sheltered 431 English class is to facilitate the poal of my
students - namely, to get as good a high schoo! leaving mark in English as they
can. 1 hope 0 be able 1o help the students cope with the demangs of a 44}
English class by using supportive methods and materials, while furthering the
leaming of the L2 necessary for the academic orientation of this class. | hope the
end result will be students who are bester prepared 1o deal with whatever future
academic demands are placed on them, that students who have had pnly ES).
Support a1 some time or other, and who've had 1o &y o survive in an "un-

su;)w 441 English class.

2. What objectives have you established for the Gr. 12 sheltered
English program?

The objectives for my 441 sheliered English program are:

&.) 1o build on non-native speakers’ prior academic bachgrounds/suengthsy/
interests.

b.) to make "English” litcrature, poetry, writing, speaking and Jisxiening in
scademic contexis more accessible 1o students,

c.) 10 foster siudents’ interests where choices of material are feasible.

d.} to build students’ confidence in academiv skills needed for post-sevomdary
work.

¢.) 1o teach relevant study skills and leaming stnategies concurrently. as well as
the necessary vocabulary.

{.) 10 wy 1o sike a balance appropriate to {he Irnguage levels of my sundents,
berween challenging and entiching their usage of L2.

g.) to bring the students to a pisce where they can deal with most academsc
demands through s familiarity with how to cope with required work, us opposed
to a less skills-based approach o literature, the media, eic.

3. How does the grade 12 pliot sheltered English course differ from a
mainstream grade 12 English course with respect to:
8.} objectives?
b.) syilabus?
¢.)} materisls (authentic/adapied)?
d.) role of teacher?
e.) role of student?
{.) course content, sequencing, activities and tasks?
g.) assessment?

a.)Tndiﬁnnany the pbiectives of 8 mainstream 44} English class tend towards
mastery of materials, based on past knowledge and build-up of skills;
the sheltered course objectives are geared more towands leaming how to deal
with representative materials, than towards demonstrating 8 mastery of form
based on (often) irrelevant criteris and materials,

b.) Syllabus - the grade 12 pilot course syllabus differsfwill differ from the



mainstream course in that | must introduce into the “content™ a number of
“bridges” pieces of work, to develop, fill gaps in knowledge, etc., before the
mainstream sylubus can be dealt with by the students (see outline). The syllabus
musi, however, be seen 1o be a genuine 441 level syllabus, in that it incorporases
a represeniative number of "traditional” , or altemate yet demanding texts,
requirements, assignments, eic,

¢.) Materigls - the materials must be avthentic. By this | mean that the texis we
are aiming st coping with must be seen to be the authentic ones which have to be
dealt with by every other 441 student; otherwise, students will have no regard for
the course, and will the staff, sor will universities. The students do not
wani 10 be patonizsd by being fed less-than-authentic grade 12 materials. The
choice as 0 which authentic materials are suitable for a sheltered class is an
impostant factor in making materials sccessible, ruther than using such texts
(only) as Coles notes or Lamb's Tales from Shakespeare or some such adaptation,
These may be used as bridges, but ] think they advance the student very little
funther on the road 1o self-sufficiency in handling authentic materials. There are
more useful ways of approaching difficult materials,

d.) | consider my role 1o be that of facilitator, in o broad sense. I want to tilor
the course as much as possible to develop the needs they have expressed, as well
as those imposed by the schoolprovince, and university demands "down the
roxd”. ] provide as much belp, suppost, and exposure to materials and skills as ]
can; 1 try 1o mode! academic use of language in varied contexis in the class; I ry
to provide the students with opportunities to practice such skills as | feel the need;
and 1 iry to encourage when the going gets tough, as it must. (This should ali be
the same for mainstream 441 classes, but because of attitudinal differences as well
as background faciors, mainstream teachers "expect more™ of their students in a
different sense, and end up usually ying to enforce expeciations.) Nos-native
speakers usually have few attitude problems, making the teacher's role a more
rewanding one.

2.} The role of the student in the sheliered class is, as I see il, 10 be sctively
involved - to participate ss fully as possible. Only by so doing can the student
avail himvherself of all the course has to offer. I think this is what 1 expect of the
mainstream student too - though 1 have less chance of getting such involvement,
again because of attitudinal differences in many cases.

{.) With regand 10 course contenl, sequencing, activities and tasks - | see the
sheltered course differing chiefly from the mainstream course in the speed with
which conten! may be covered, and in the variety of sctivities and numbers of
axks which are required of students. It seems to me that a mainstream class
teacher can assume that there are some givens with regard to background and the
"bridges” needed in sequences of materials; the activities and tasks in 8
mainstream class are often determined by the need for creative and varied
spproaches 10 doing more of a particular skill development. In the sheltered
course, | feel that what we may have 10 sacrifice in numbers of texts, variety of
approaches to the same skills, will he more than compensated for by the clarity of
focus on certain end results - the depth in which each necessary skili is developed
30 as (o become part of everyone's repertoire. | see sequencing as being more
important to the shejtered class student than {0 the mainstream student, who can
make his/her own connections, or can grasp them with minime| effort because of

215



=16

background; however, the same sorts of tasks and activitiex must be seen 10 be
done.

g.) 1 fee] that quite non-threatening foems of assessment must be used at the start
of the supported class. It seems 1o me that the students need time to bulld some
self-confidence rather than having to face that they "don't know” - they know that
already! Therefore, 1 have delayed formal assessments somewhat, Wit when they
&m,ﬁymumwmmmmwimmﬂmmmt
We use a process approach to essay writing, which is very much suited to aiding
the non-native speaker's efforts to write well (extra time can be given. e1c.). In
the mainstream class, one could jostifiably begin assessment in a “formal” way
almost immediately, {1 will have more 10 say on assessment soon - §1's about 1o

happen!) 1 hope to use a type of portfolic approach 10 assessment, =0 as 10 help
students see for themselves where work is needed.

4. How do the course materials that you have chosen for the shellered
class relate 10 your overall aim and objectives?
1 have chosen to begin with the theme(s) of Power - abuse of, how w get i, why
people want it, how to keep it, what good it gap do, etc. Related ideas are
dicatorship, revolution, democracy, aggression - pros and cons. To suppor
theze themes | have chosen an article, a short story, the sovel The Moun is Down
by Steinbeck, Animal Fanm by Orwell, and Loggd of the Flies by Galding. 1 fee!
that these materials can be presented in 8 meaningful way because of the theme
link, building on siudents’ prior knowledge and experiences (most ESL siudents
know more about power and its abuses that do the native speakers!) Also, these
themes and materials for Term | are relatively free of difficult cultuml bases for
undersianding, such &s would be the case in The Great Gashy or Son of g Smaller
Hemm. or Iherit the Wind. Yer the styles of the chosen texis and materials are
valuable as teaching material, as well as being of a high level of English usage,
yet the vocabularies are not of an excessively high level | remains 10 be seen
whether my choices are good ones - 1 hope they are! (Students want 10 know tht
we are doing some novels and plays in common with everyone else.)

Sheligred Course Overview

S, Piease give a brief description of the composition of the class.
(No. of siudenis, male/female rativ, couniries of erigin,
Isnguage proficiency)

The 441-8S class is composed at present of 15 students (one registered, whom I've

met once, but who hasn't returmed lately, and one who is a1 present jusi

“suditing”). There are eleven young men, and three young women, in regular

stiendance. They come from Iran, the Magdalens, Hong Kang, Vietnam,

Germany, Ethiopia and Irag. Their language proficiency varies, but at Jeas: all

can function - one student is fairly low in both speaking and writing, but gaining

all the time; then they range all the way 10 high proficlency in both spoken and
wrinen Englith



Appendix L
Interview Questions For Margarelt MacDonsld - December

1. What pertinent information did your initial needs assessment reveal? Do
yy objectives coincide with the needs that your students identified?
In rewrospect, would you have altered your initial needs assessment
procedures? I so, how?

2. What material are you currently covering? How are students coping with this
material?

S,ijmn;;.kgm.mywmaﬁngmmemmﬁusmmmﬁmnmm

4. What teaching stategies have been effective? Why? Which have not been
effective? Why not?

$. Is it problematic to have students with various language levels in the sheliered
English class? How do you deal with this?

6. How are you formally assessing the students? Have you started to gather
materials in portfolios” What materials have you included in these or what
material: will you potentially include?

7. Will s!;:kms be writing an exam at mid-year? What type of exam is this Jikely
to be?

8. Did you encounter any particular problems with the class at the beginning of
the year? in the first semester?

9. In rerrospect, what changes would you have made at the outset of the course
with respect to:

a.) objectives

b.) composition of the class

¢.) materials chosen and their sequencing

d.) assessment .

10. What are the anitudes of the students towards taking this sheliered course?
gm :heirqmimdes changed from the beginning of the course 1o this poim?

50, how?

11. How would you evaluate the success of the sheltered course so far?

12. Will your objectives for the sheitered course be altered for the second half of
the year? How?

13. What materials do you intend to use after the exam? Why have you
chosen these materials?
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Apivdie M
Interview with Margaret MacDongld - December 16, 1993

1. What pertinent information did your initial needs assessment
reveal? Do your objectives coincide with the needs that your students
identified? In retrospect, would you have altered your initig! needs
assessment procedures? If so, how?

Well, there was a lot of pertinent information. 1 think 1 did a needs assessment
overioad st the beginning and should have had my own needs assessment
instrument - an assessment instrument, academically, as well as all the other
questions | asked because 1 did a lot of questions via interview and guestionnaire
on preferred learning strategics and where they thought they reeded the mos
help and things like that. And ] think perhaps I should have balanced what they
said with an assessment instrument for myself, not that it would have made a lnt
of difference because 1 had 10 have the kids there. My objectives coincide, |
think, with the needs that the students identified because their overriding need is
to get a grade 12. Those who come from other countries and the one who
doesn't, still want to pass the grade 12 English. The other students want 1o
improve scademically and so most of the things I'm doing, my gaals, are to
improve them academically. The ESL class looks after the other objectives.
Would | have altered my needs assessment procedures? Yes, | thiok so. | wonh!
have wanted 10 speak o them ideally before they were put inio my class, my
after. And | would have wanted to really have someihing fairly concrete abowt
their academic abilities, which was not possible given the way thinps were set up.
Things were set up 50 that every student of grade 12 age-appropriate status was
put into my class whether that student spoke any English or pof and some of them
didn't, still speak very little but are making progress but are not going to get a
grade 12 and therefore should not have been registered into grade 12. But if }
hadn's accepted them, 1 wouldn't have the class to try out this year.

{interviewer: Was there any discussion about Jooking at lanpuage levels befone
students were admined to the class?)

None. Na.onlytbmdwyhadgmdumcdmshenmcwnmcsandﬁwwsmagt
appropriate. Some, as & mater of facy, are in grade 11 in everything clse Jbut are
in my grade 12 class because it's being taught by me.  And therefore nobdy else
in the high school has to cope with non-native speakers in grade 12, which they're
happy about. So if, if | were 10 be doing it again next year | would make some
changes. But, there's np way, number one, that I'm going 1o gel to do if and
there would also be no way | would get to make changes. So there are no
choices.

{Interviewer: Why do you think you might not get to do it nexs year?|

Given the curment worsening fiscal climate, the nolification from the bourd that
every teacher must teach 150 students, that means that unless something really
unforseen would happen, I can't have a class of 15 students next year. 1 will have
1o have a class of a1 least 25. So I may keep the ESL, maybe. 1 don't expert to
keep the sheltered class.

{Interviewer: Although ] know last year in working with some of those students,
there were students who came over from Queen Elizabeth High Schod. Would it
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be feasible for the schoo! 1o take 2ll the grade 12 students from both schools o

create a shehtered course?}

I think it's a good idea. 1 don't know that there's going to be any suppost for the
idea downtown. | don't know how other high school ESL teachers would regard
it. There has been a conscious effort, | think, by downtown ngt 1o differentiate

among programs in the high schools.

[Interviewer: Have any of the other teachers, though, at St. Pat's commented o
you about the sheliered course? Have they inguired about it?)

Yes, they inquire about it - just as to how well it's going and how am | doing and
am | seeing progress. | have begun a library unit with the Jibrarian. We had an
exchange with a grade 12 math teacher. The math weacher has provided me with
an alphabetized list of mathematical terms which his students came up with in
their class and which he came in and explained to my class - sort of across-the-
grade-level mathematical terms. And the science one is in the offing for after
Christmas. So, they do come and ask e about how people are doing but that
might be more connected with ESL than the sheltered class. I don't think
anybody cares to know much about what I'm doing.

[Interviewer: When would staffing come up for 19947 When would courses to
be offered come up?}

It's going to start right awsy. The registrars will start looking at numbers of
students in February, after the exams and staffing is an issue already. We've had
a depanments! meeting. We know that we're going 10 lose people and we know
that our classes are going 1o get higger and we're all going to have 10 take more
clusses.

{Interviewer: So, if the sheltered course were not there next year, what would
happen to all the students who would be in need of English language suppon?}
Maybe they'll have ESL, generalized ESL. Other than that, they'll be placed in
somebody's English class. If they're fucky, they'll be placed in mine - if I gera
grade 12; | know something about how to provide them with support.

{Interviewer: Will they be dispersed, do you expect, or together in one class?]
The repistrar might try to put them in my class, together with me. But that will
be a class of native speakers as well. Jus! 1o make up the numbers, there will
have to be 25 i0 30 or 3§ in the class. But at least they know that ] can give them
extra help. So they mighs do that. 1think they try to place them with people that
they know will help them because one or two other people in the past have been
sort of the focal points for putting them into class. But, it happens that sometimes
they get put with a couple of other teachers and then they just sit there. The
teachers don't know what o do with them.

fInterviewer: Do other teachers in the school, across any of the subject
disciplines, ever come to you asking for assistance - what do they do with these
students in the class - if these students sre coping or aren't coping?)

Yes, the chemistry teacher, for example, didn't know how 20 mark a project that
was handed in and really 1 can understand why, The content wasn't very good
and the presenialion was not good at all. So they don't know what to do with
them. They don't know how 10 assess them.

|Interviewer: Has there ever been sny move made within the high school 10 offer



an inservice, for instance, 10 teachers with respect to dealing with international
students whose proficiency might be lowes?

No, there's been no apparens interest in that at all. No,  think sthere has been not
even any opportunity at siaff meetings 10 ask people if they'd like some help,
And 10 tell you the truth at this point in the year with the load I'm camrying, §
wouldn't have time to0 go 10 their clssses and help them - as much as 1 might want
to. And you know, before I can help people out in that way with some cross-
content visuals and things like that, I'd have 1o be given s Hitle time and #t's my
going to happen, as far as | know.

2. What material are you currently covering? How are students
coping with (his material?

In the sheltered class, ] am currently working in Lond of the Flics and the
students are finding it difficult for differens reasons. It's difficult because of the
nature of the book even for the half of the class that | think shoukd be working on
it. But native speakers find it difficult - so I'm prepared for that and | can help
them - I know what the difficulties are with the understanding of the buok, so 1
am prepared 1o deal with all those. But ] just think that at this point in the year,
there are some students for whom that book is an impossibility. Everything I've
done is an impossibility and it's because of their inability to function at that level
- symbolic level, descriptive use of words, the necessity to write ¢ssays not anly
on context, but on using world knowledge and involving more than one source.
They just can't do it. The best that some of them can do is to take chunks out of
the text and copy them for me - and they're trying. That's the best they can do.
They can't offer opinions because they don't have any background in reading
books like this. 1 can make the subiect accessible but they can't read the text and
they can't talk about it. So some of them will find it hand but they'll work at it
with belp and others will work a1 it and be terribly frustrated because they can't
do it, which is why ! think I'm going 10 have to say o some of the studenis "Let's
be realistic now. It's halfway through the year and we're working on your
English skills. We can't give you grade 12. You won't expect 1o get it this year.”
So the students cope by working - they work quite hard, but I think, 100, that
some of them, the newcomers for example, are realizing that they can't do this.
And 1 think we should say this o each other straight out because they have sort of
withdrawn from the material. They can't do it

3. What adjustments, if any, are you making 1o the materials 1o make
them more comprehensible?

Well, the materials are the text. ] bring in outside materials. 1 oy 1o build up, as
1 did with the other books, some knowledge which they can then apply to the
textbook. I bring in material on, say the establishment of democratic institutions.
T'll bring in material on our society, the problem of whether children are
corrupted by society or does society, in fact, keep the lid on basic human evil.
These are big questions, bit everybody has an opinion on them. So, if 1 bring in
auxiliary material, then I think I can make the text ideas more accessible and, of
course, we'te using all the graphic organizers that | can find and video materials,
We have the video tapes. | have taped material from telavision programs about
children. 1 have newspaper articles and all of that is ready to use. So, I'm
hoping that thar will make the text pot so foreign by itself - that the poetic use of
the language will be seen 10 have some relevance to res! things. And for the
Iower levels, | had a thought sbout trying to write out every chapter, as a
summary but 1 don't like thar. 1 don’t like the more accessible versions of
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Shakespeare and whatever it is that's out there - Cole’s notes fashion or those
Httle books that are Shakespeare-made-easy, because the other students have to
dea) with the language as it is. And these students want to fee] that they are
leaming up to a certain level. They don't want Lamb's Tales from
wlthﬁzk!m%mﬂhauldﬂmiflmptemﬂhim We work out our
own summaries, outlines and things Jike that. So I dont think that I can change
the text. I can cerminly add 10 it and mik about it and we can do different things
with it. So, ] think, as far as ] can go without changing the text, § think they still
have to deal with the text - the authentic text - they have to cope with it

{interviewer: Have you been working with any leaming stategies which would
facilitate their comprehension?]

! ry 10 get them to work in groups, o have somebody be responsible for a
section of the book - and that way eliminate the need for them to cover so much
material on their own. But it's quite difficult. They don't trust each other. And
they want 10 hear it from the front of the room, I iry to have them do some
work on their own on special parts of the book. T'll pick out a certain section and
then we discuss it. But, because of the ability level of some of the people in the
class, it's very difficult to have some of them work with the others. It's really
not fair. There's no stimulation for the better students. So, it's been very
difficult to apply leaming strategies when the basic question is can they read it.
And many of them can't read it. So I'm tlking about it and thsy way they learn
it. But they caniread it. So it's been really hard to get them to work together.
Some will work together. The others are really ... I think it's beyond them.
They can’t work rogether because they don’t havethehasas. They just can't get
the text read in time to do anything. But those are about 8 or 10 and then there's
the other half dozen - they can't do if. So it doesn't really matter what strategy 1
use, ] think, because the text is just beyond them. So was the Mpon is Down. So
was Animal Farm. And I can't get any simpler than that. In Vancouver Project,
they were doing Of Mice sod Men, but that's still Sweinbeck. And I really think
that maybe the newcomers needed this term just 1o begin to fitin. And 1 juss
have to be clear with them that they don't expect a grade 12 because they won't
get it. They're making amazing progress in speaking and relating to other people
and that was imporiant because they just - they didn't even know numbers or our
weekdays or our months or the year, They didn't know what year they were
born in, you know, in this calendar. A lot of progress, but not enough for this.

4. Which {strategies] have not heen effective? Why not?

Well, that's why not. ] just have too far apart the poles in the class. Now, the
others I've given predictive strategies, for example, and asked them 1o write

personal responses, 10 do journals, to do context questions, world kaowledge
questions, other sorts of things and they can do that and work quite well at it
But the others can't. All they can do is copy from the book.

§. Is it proeblematic to have students with various language levels in
the sheltered English class? How do you deal with this?

This is the most problematic thing because, given that some of the students can
truthfully expect 1o be treated at a grade 12 level and some of them have
graduated in their own language, but haven's enough English to do grade 12,1
have no common ground on which to approach some of them. And the people
with the adequate English lzvel are bored sometimes and feel I'm going much oo
slow and the other people aren’t in the picture at all. So the divergence berween
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the two levels is just too much. So I don't know where to pitch my lessons half
the time and the text is too difficult, as I've said, for the lower level. 1 really
don't have the bottom half of the class anywhere where 1 can do something for
them. So they are better off in ESL because they needed to stan to talk and to
make friends and 10 realize that they have things to contribute 1o other people
and ask more general questions and leam too some of the general skills. But
they're not going to be at a Jevel tv cope with grade 12 - maybe by next fall
maybe. They've only just begun to bring their dictionaries to class and to oy to
read. Other than thai, it wasn't part of what they felt they could do everyday.
And maybe not even now.

{Interviewer: If you went back to the people who gave the initial go-ahead for
the sheliered course and explained this to them a1 this poini - that research shows
that students, once they get into a sheltered course, they should probably be
beyond a beginner level, 8t an intermediate level, what do you think their
resction would be?)

1 think they would say "Well..."” 1 know what one person said "We give you what
you want and then you complain.” 1 think the reaction is "You got a nice small
class of cooperative students. What do you wani?" 1 think the reaction is "Thar's
the best you're going to get. They're happy there. They're getting support from
you. You want to help them. So that's the way it's going to be.” Without those
students there, there woukdn't be & class. They wouldn't even look at it under 10
or 12

[Interviewer: Would there ever be the possibility though, for instance, using the
sheltered English class, a theme-based approach, as you're doing - use that to get
the stadents 1o an intermediate level and then once you krow the students would
;ﬂ;&e 1o function in a sheltered class, to put them into a sheliered class another
’)
There might be some suppon for that. So you're thinking that there'd be the
ESL which is general and does theme-based things. But then, say, | have a
sheliered class and within it, just determine through working with the kids what
level they are in. And so it would be a non-credit, but an English skills
development.

{Interviewer: Or, for instance, in working with the three levels in the general
ESL this year, you obviously know the students and whai level they're at. So in
another year, you would know, for instance, that students would be capable of
functioning in & sheltered English class.}

That would be nice if I could register in myself who [ think should be there from
theESLdasswdmemsayshomwhogmmmuﬁmnSemzmw
registration. That would be nice. That would be ideal because then we could be
on the level about what's supposed to be happening. Whereas it's been almost
polarized in the class right from the star1, because it's not that people didn' like
each other but some people want desperstely 1o forge ahead. And 1 have 10
modify what I'm doing 1o try to include everybody and § think 'm at the point
where I'm going to give up on including everybody because il's not realistic, ]
might like to think that, but I knew from the beginning, I think, that the
newcomers couldn't do grade 12. But 1 was happy to have them there. They're
very plessant and they work hard. But I'm going to have to tell them now what
we're doing.
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[Interviewer: Do you expect then within the sheliered English class that you
would have them work on general ESL skills, so you'd actually be developing
two lessons for every sheliered class?]

I think so, yes, unless during that time period 1 only do the grade 12 and 1 ask the
other stodents who need the more general English skills development to meet me
a1 another time. That might be a possibility which would mean that we'd use up a
spare period trying to do skills development just with them in a small group.
That would be beneficial for them. Because in ESL it's oot just reading that 1
would do. So ] don't know.

[Interviewer: Is there any way of having an outside person, someone come in and
support you in the sheltered course? Sameone who coukd work with the students
who are not as proficient?]

1 think so. I'm hoping that I might look at ... I'm hoping to do that too because
Fve had offers from people who would like t0 come in and just work with the
students. And if [ could get them on a regular basis, that would be grest because
also half the class wants to do TOEFL., more than half the class and | haven't
worked on TOEFL at all with them. So I'd tike to do TOEFL practice or
CanTEST work orfand work up to the exams in the 441 and development of
English skills. You know, maybe, it makes sense to do thas with people because
some of the newcomers shouldn't be in grade 10. Although, if I determine that's
where they were, that's ... some people would say that's where they should be.
But I wouldn't see putring them back there. So it's really problematic. They
should be with somebody who could have sort of a carte blanche to say "Well,
this person is at a grade 10 level now, but he can be in the class with people his
own age.” The grade 10 classes are temmible. They would be horified to be in
them and it wouldn't do them a bit of good. So, yes there's always
individualizing of approach that needs to be done to benefit them most. So, how
do 1 deal with this? I'm trying to think of the ways.

6. How are you formally assessing the studenis? Have you started to
gather materials in portfolios? What materfals have yon included in
these or what materials will you potentisily include?

! have begun to formally assess the students. They bave had shon writing
assignments. They have had daily journals. They have had to make responses to
reading. They have had to prepare littie presentations for class and they have had
end of unit tests. And no, I haven't begun to gather materials in portfolios yet
becanse of this problemstic disparity among the students. But I will because 1 am
going to, as I've said, scparate the class in some way. And then for the students
who remain the next half of the year will be portfolio and more involvement, 1
think, more interactive involvement because they will be able to relate to each
other more on a level which is really difficult now. Right now I either have the
students paired with like ability or I keep on pairing them with those who need
help. And ! don't think that's working, There's too big a difference, too big a
gsp. And what materials will I potentially include? 1 will include the journal
work and my responses. | will include ... I hope to develop more of the library
unit and have them working somewhat on their own in the library. Atleasta
little bit of the time. And I would include assigned writing pieces. Ihave s
number of ... for example, in Lord of the Flies. I have some quotes. There's a
guote from Stringer, a quote from McArthur, for example, on whether people
are naturally war-like or how do they leam to love. Another one on the balance
of good and evil in people and these are developmental things that I would ger
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them to wrile on and we would talk about and I would incorporate those in their
I need 10 bring myself up 1o speed on what should be in 4 ponfolio. |
have to review that. But everything I get them to do should be in there.

7. Will students be writling an exam at mid-year? What type of exam
Is this likely to be?

1 think I will give them all the option of trying the mid-year exam in January. 1
have aboust six classes when we go back in January during which 1can speak to
them all individually and get 10 grips with this problem in language ability and if
they want to my it, those who are not very good, I'll et them iy it just for the
experience. But we have to have an understanding sbout what the trying means -
that it's just for experience and that they shounldn't be terribly upset and frustrated
because they can't do it. The others will be writing an exam. It will be a process
sort of essay exam. It will tske three days including the exam day. So that's four
and a half hours. And if they need more time, they cao have it. 1 will supervise
them for that. 1 hope that they will choose with ... in collebomtion with me their
own subjects for the essay and that they will be able to incorporate Lond of the
Elies, some of The Moon is Down. if they want or the Animal Farm and any
other pieces of work we've brought to the book. So it should be sumewhat
tailored by them, but Il make sure that it's at a level that's going to gel them the
marks they want.

8. Did you encounter any particular problems with the class af the
beginning of the year? In the first semesier?

The biggest problem was and continues 10 be the language level separation. On
the part of the people who can't cope with the language, there was, | think, a lack
of realization that continued or maybe it was the same problem - | was going to
say a lack of realiration that continued about the work thart had o be done and
they just can't get to that work at all. So things didn't come in from those people
which makes sense because they just couldn't get through the reading to stan with
and that's the only problem. They are alf willing 1o work. The sad thing is the
people with the least language will sit there and just stare at it and think they're
going 10 get somewhere. And so we have 1o be realistic about where they will get
10 by the end of the year. So I think that's the only problem. The only other
problem was at the very beginning when we didn't know who would be scheduled
into it and maybe some very lackluster native speakers were going 1o be put in
there. But that wasn't in the class iself. Ididn't have a problem selecting texts
for the first term. I'n going to give more thought to the second term because
we're not doing Shakespeare. That's about it. I can continue with poerry and
things like that so that won't be a problem.

9. In retrospect, what changes would you have made at the ouiset of

¢.) materials chosen and their sequencing

d.) assessment
8.) ] would certainly be clearer in my own mind because now I know how far
back I shoukd start and what I should stress and how long 1 should stay with it.
Whereas I think what I have done is, I've done maybe three things at the same
time and that's hard. I should concentrate on clearcut, very clearcut separations
of tasks and | think, with the students who are quite good, | tended 10 give a few



things al] ag once. And i ... 1 would have the sequence of events in my own head
for the kids much more clearly outlined the next time 1 go about it. And,

objectives, 1 think 1 would, with students who were more on a leve! for language
sbility, ] could be more on s level with them in telling them what sorts of things 1
expect of any grade 12 so they would know exactly where we were heading and |
didn't do that. So I can do that in the next term.

b.) And composition of the class, well we've dealt with that pretty much,

c.) Materinls chosen and their sequencing? I'm still preity happy with what I've
done that way this term. I think ... ] like the materials that | vsed. ] would
expand my library units so that their world knowledge that they could bringto a
text, they could betier see how that works and value that kind of thing more. The
sequencing, 1 think, was OK 100. In another year, if there weren's ... we spent
how many classes on testing? Quite a few. Yes, so in a sense, that sort of broke
up a sequence of events. Bui that was necessary and valuable t00 so there would
be time to do more developmental things in another term.

d.) And assessment. Yes, if 1, at the beginning was able to be clearer with them

and in my own mind with my objectives and have them really clearly set out, then
1 would be able to assess better because we would all be clearer on who was going
10 be ... had 1o be able to do what by such and such a time. And thart sort of kept
getting pushed back because of the people who couldn't keep up. So I wasn't very
happy with that. But assessment will eventually have to be seen to be the same as
everybody else so | wouldn't change that, but just the way I got there.

10. What are the attitudes of the students fowards taking the
sheltered course?

i haven'i asked them so ] don't really know. Maybe some of the better students at
this point, I would suspect that they wish they were with native speakers simply
because we've had 10 move more slowly that I should have. And | wonder if they
think they're going to get their money's worth, so to speak, because they know -
because they've said to me, some of them - "You know we should do more of this
or that” because they know what they've done in their studies in their own
iznguage, some of them. And they're driving 10 get somewhere and they want to
work so hard and I think they think that we're moving slowly. So 1 wouldn't be
susprised if there is that attinxde. But they've been very cooperative and maybe |
haven't asked them either about whether they're more relaxed in this class and
feel better able to speak so I don't know. No, I will when I'm doing the personal
interviews, I'll ask them. And | always try to tell them that i'd iike their
suggestions so that I can take it under advisement and incorporate it into what I'm
doing. And a couple of them are forthcoming with ideas like that. So, but ]
think maybe once we split the class up, that sthey'll be s lirtle bit more challenged
and therefore feel that they're leaming a bit more, ] hope.

Have their sttitudes changed from the beginning of the course to this
point? If so, how?

1 haven't noticed any. Once in awhile the only person whose attitude 1 may
notice, it's probably the best three.  You know, there's the top three. And one
doesn’t really count because this doesn't marter to her. She wants to pass and she
wants 10 do well but she doesn't need this. The other two do. | think they're the
people T'm sort of referring to when 1 think I'm not pushing them hard enough,
I'm not making them do what they want to do. And so if there is that feeling,
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that they might have ... they've come in thinking "Yes, I'm going 1o get s lot of
help” and thar's still there, but 1 wonder if they want more than that. And if they
do, then they have reason for that because that's the way the class jusi fell out.
But that can change. So, maybe if they want to be more challenged and they want
0 work harder and see more resulis than that'll happen next term.

:'l.?ﬂmwmldmmm&tmoflhrMuﬁmso
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Well, I can only judge by two pepple coming into it who are &t the level where
they should be and | think they feel that this is better and that they know they
couldn't cope well with the other one because the teachers didn't take time 10
explain in enough detail or allow them the time they need for the reading. Soif
I'm locking at their attitudes, then ] think maybe it's successful because | haven't
had any ... I don't think ... if theres any doubt about how fasi we're moving, |
don't think that overbalances the help that they know they can get. And so I still
think that's OX. From my point of view, the success of the sheltered course is
brought down by the langusge level problem because I've said 1o you that 1
wonder if the resuits will bear out all the work that's gone into i1, simply because
the students who were pat in there can't do the work. So I'm not going to have
this wonderful success rawe in the assessment of all of them. You know, but then
anybody who understands would know that it wouldn't work anyway because the
newcomers, 1 couldn't work miracles with them. Thar's silly. It's ... I'm happy
to be doing i so far because 1 think my experience in grade 12 in the past and
with these textbooks makes it possible for me to make adapiations thai the
students wouldn't get in the other classes. I know that if 1 were doing a class of
native speakers, I'd be pushing them in different ways and in ways that have to do
with the Janguage of the text - the symbolic use of the language. metaphoric and
all the connotative things that are supposed to be picked up by a native speaker
which the teacher would not develop with the native speaker. So I'm happy with
some of the approaches I've been able 1o work up. It can be betier.

12. ‘Wil your objectives for the sheltered course be allered for the
second half of the year? How?

Yes, my objectives for the second half of the year are going to be clearer in my
mind because some of them are a re-presentation of the same sorts of skills thai
started off with. And if | have clarified the goals of differcnt segments of the
class, I'll be sble o do it in 8 more properly sequenced and timed way and also in
the second half of the year, I think the class will feel ... the academic part of the
class wil) feel more cohesive and we'l] all be looking a1 university at the end. 1
don't think that otherwise my objectives will be aliered. 1 still want the same
things. 1 just think I'l] be able to do them more effectively, given a better
language base with the studenis. And to be a little more organized myself
wouldn't hur. But that's about all I can think of a1 this point unless, well untij |
see what the exam is like. Thatll be the acid test. Once ] can see what they can
do given all the time and help 1o write, reviews before the exams and texts 1o
work with © see what they can do, then I'll know for sure what 1 need to do next
term. The exam, 1 like this exam because it's formative, as well as summative,
and it's educational for them - it's pot just a test of memory work. I1's something
they need 0 know how to do anyway. So ] think the exam will be a gauge and
informative for me. And as ] work through it with them, I'm allowed 10 help
them in some facets of the writing so itTl be a good thing to have. 1} be
evidence of the things that I think 1 already know.
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Hnterviewer: Are all the grade 12s using the process approach to writing
EXAISY,
Evaybidyiagadeiz.llnﬂlﬂmm We've used it for 2 long time and
’mmhm?wueemmm:meyh?:e pui:c;m dmmmﬁ
to out of memory
@mwmm»m they can't do it. It should be ... ] like the
mmb&mﬂrﬁmmﬁmhmnﬂm ltcanbeas
clastic as the teacher wants. And you get good resulis. 1t gives the kids every
fair chance. They can use dictinnaries, they can use sextbooks, they can prepare
notes. They can't bring in notes from outside. You have 1o guard against that
because people want to bring in canned essays but they're not allowed to do that,
So we make that clear. But other than that they can ask questions, they can leam
how to spply what we've been talking about. So it should be a good assessment.
We'll bave some good evidence of where they are and therefore where they ought
1o go, | think, after the exam.

13. What materials do you intend to use sfier the exam? Why have
you chosen these maierials?

This is still up in the air. 1 haven't really had time to ook at the available
texibooks. All 1 know is that | am not going to put the class through Shakespeare
in detail. They might actually want 1o do MacBeth because they slways want 10
be seen to be doing what everybody else does. But MacBeth is sor1 of an
international Shakespesre. You know, there's the Japanese RAN and the Russian
one and ] think the Polansky one, they would enjoy to see the video tape of. And
the theme there is an international one.  So it's not 5o culturally laden that they
can't do it. ] would think about Lear, but it's too long, much too long to even
wke bits ot of. Hamlet is good too. Just depends on where we are at the end of
the erm. | might be able 1o Jook at some Shakespeare by the end, but 'm not
soing 1o drag them through one from cover 1o cover if | think we can't benefit
from it. Other than thay, there will be concentration, 1o some extent, on the
poetic use of language because even though we're going to be looking st non-
ficion or factual writing. 1 think to say that they have done the same as
everybody else, they had better be aware of the connotative values in the
language. So we'll look at that - different sons of poetry, nos the romantics or
anything like that. Nobody does that, not even the native speakers. Media unit,
the making of the news. I might use that because that's something again that they
can all relate to. And | have some good video bits and pieces on that and
supplementary materials on the distortion of the language and distortion throagh
images as well. And that would fit in with what we've already started 10 do, for
example, in Lond of the Flies, which I'm not finishing by the exam, by the way.
We're going to continve on with it. So the exam is only part of the process
really, more so for these kids than the others. There is the power of language
theme. So we can just continue on with that. So I don't know exactly what other
texts I might ge1 to but that will depend on time and what the exam shows me. |
would hazard a guess that since the exam takes us 10 the end of January, then
there’s February, March, April and May - four mosnths. Four months equals out
10 about forty classes. That's not as long as it sounds if you take out the things
thal have to be taken out and all the interrupdons. So if there’s some

al the end, there might be another novel in there - something that would tie in
with the library unit and media work. And some other assigned readings, shorer
perhaps. But I'll know more about that in January.
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4. Did you have any other comments?
No, not really, Just that it's been really interesting t0 iry 10 do this and it would
be nice if 1 thought 1 were going to get to do it next year. But i think the
writing’s on the wall, that | won't. On the other hand, if the schoo! department
and registrars put all the non-native speakers in grade 12 into my class, then what
I'm doing would cermainly stand me in good stead with developing the course for
the non-native speakers if I think I can manage two going at the same time - two
grade 123 because that's what it'd be. Beeause the things for the non-native
speakers, that's what the principal and the guidance didn't understand, they just
whatever I use for native speakers to support them would work with the
non-native speakers and they're not the same kinds of things. Because they're not
locking to develop the same things. So, but no, 1 mean I have no regrels about
doing it and 1 think it's really interesting. F'm still happy to be doing it. But ]
will have t0 make that change in the «lass for it to work at all ... for some of
them.



Appendiy N
Interview with Margaret MacDonald - March 3, 1994

The following is the wpescript of an interview held with Margaret
MacDonald, the teacher of the pilot sheliered English course. During this
interview, Mrs. MacDonald commented on the following topics which were
discussed in the review of the literature;

- Instructional Guidalines that were used for the Sunnyside Sheltered
English Program in Arizona (Freeman et. al)

- Common chamceristics of schools effectively responding to the
needs of ESL students (Minicucei & Olsen)

- Instructional techniques thal could be used in sheliered instruction

(Oberst)
- Steps 10 developing a sheltered English lesson plan (Valdez Pierce)

in order to facilitate the reading of the interview, the lists dealt with each
of the above topics are reproduced prior to Mrs. MacDonald's comments.

Anmg{ﬁ'eeman el at) ‘i

(1) Work on developing basic concepts of the content area, moving
from concreie 1o absiract. Avoid memorization of facts, dates, and
50 on.

(2) Expand concepts through reading and writing to ensure
maintenance.

(3) Develop the students’ ability to read texts in the content ares,
inchuding the ability to summarize, categorize, pick out main facts,
make inferences and judgments, compare and contrast, analyze and
synihesize, and so on.

(4) Develop the suxients’ ability to solve problems related to the
content area.

(5) Develop an improved self-concept and increased self-confidence
in the studdents as the result of competence in the conient ares.
{Freeman et 8l., 1987, p.364).

"1 like the look of these guidelines because, 1 guess, they were for me
simpler and more o the point than, for example, the Oberst guidelines.
Maybe that's a function of the fact that I'm feeling a little overwhelmed a1
all the things I'd like to be doing and am not able to do. But, number one
concep! in the guidelines was that work on developing basic concepis of the
content area, moving from concrete t sbstract, avold memorization, eic.
And this is what I'm trying to do and have tried to follow up one of the
graphic organizers that | gave in the fall which was an sttemt 10 show that
if we move from the specifics of one story we can generalize and make
therefore conclusions about how 1o approach any siory. And the same for
one nove} and then any sovel or most novels that they'ye likely to meet.
So, I've tried to develop maybe, for example, little basic charts that show
how character is developed in one area and how sequence is developed,
how chapters are put together and move from that into generalizing and
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expanding the concepis,

Number two was expanding concepts through reading and writing to

ensure maintenance. | certainly tried to do that one. | try 10 work in the
, 10 bave them read and write pretty much on the same sons of
things that I've been trying to talk about in class.

The third one - develop the students’ sbility 10 read texts in the
content area inclnding ability 1o summarize, categorize, pick out main
facts, make inferences and judgements, compare and contraxs, analyse and
synthesize and 50 on. These are, il seems o me, directly related to the
isnguage development in the Language Framework in Mohan's
Framework. And moving from smmmarizing, sequencing, picking oul
facts, that is content-based stuff that has 10 do with the novel and then
moving through to the more difficult kinds of questions and finally
evaluating and judging. 1 think those are the things that I'm mying to get
them to do. Those are directly in line with the grade 12 curriculum
anyway.
And number four, developing the students’ ability to solve problems
related to the conient ares.  The problems related 1o English are the ahility
1o understand a genesal organigational pattern in both reading and writing
and to be abie 1o say something about the use of language for certain
purposes and thar’s exactly what P'm wrying 10 do with, for example, nlking
in Anthem about the use of description 10 convey something sbout a
charucter. And 1 would like to think that eventually we'll get down w
msmber five. Because if they do those things, then number five will follow-
develop an improved self-concept and increase self-confidence as a result
of competence in the content area. In the library project that we started
work on yesterday, I think they're fairly daunted by it. But if they can do
it and realize of what value it will be 1o expand the background knowledge
that they would bring to the novel, 1 think that would resuli in more
confidence. I'm hoping it will.”

(1) attempts to build a shared school-wide vision which incldes
English leamners;

(2) a culturally suppottive school climate;

(3) ongoing raining and staff support involving all teachers in the
preparation for and planning of programs for students leaming
English; and

(4) coordination and articulstion between the ESL/ilingusl
department and other depariments, and between different grade
levels (Minicucci & Olsen, 1992, p. 15).

"] was really interested when I looked through this list because, of
course, 1 don't think that our school meets any of them, Number one says
that the schoo! atiempis 10 build a shared school-wide vision which includes

learners. 1 don't know that there's any conscious effort 1o do that.

In fact, including English lzamers as a recognized pan of the schoo! is not
that's aimed at at all. There is a multi-cultural association, there

are associations for the black students. But multiculuralism for the pon-
native speaker happens outside the school. The only way in which they're
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welcomed to the school is in the ESL class. Other than that they have 10
make their own way and many of the ESL kids are involved in their own
communities’ cuhtural sssociations which don't ... they don't come into the
school per se.

Nwmmmlwymaﬁwmm. Well,
for the xame reason we don't have that. We don't have any sont of
recognition, except what little 1 can do, that there are cultural differences,
some of which are really positive and valuable. Kids ask me questions in
class abnut whether in this culture you can say that ‘He is my good friend.
} love him." This, from a boy. There sre cultural differences which are
not made clear to the rest of the school and sometimes the kids are
misunderstood because of thut. So, no, there's no supporntive school
climate. But, J guess we could say that there’s no supportive school climate
for any of the kids, There's jus! ... somehow we don’t recognize that kids
do come from different backgrounds and there's never any encoumgement
w0 share what sorts of things in their backgrounds they value. That would
anly happen in a small classroom setting

iniagaﬂmﬂmmapmﬁwdvimaﬂmi&nmﬁm
preparation for and planning of programs for students leaming English?
Nil. | got support in preparation for and planning during my sabbatical
year in that 1 was given the sabbatical year and prior to that, | was givena
shont-term study leave. But since | have retumed, no, there will be no on-
going training. And, there has been no staff support, no de ntal
support. 1've been able to have no free time for planning, for linking up
with other teachers. And there's been no way 10 invelve any other teachers
except for one of two whom 1 was able to invite into the English ax a
second language class, So, no, in the high schools at least, it isnot a
prionity. It is not even on the agenda,

Fourth, coordination and srticulation between the ESL/bilingual
depariment and other departments and between different grade levels, No,
only insofar as F'm able to understand on my own hook what goes into
grade ten level work, eleven and twelve. And therefore, maybe be able 1o
do something to help the ESL kids. Bui, what I'm doing is on a very -
probably a very ineffective level. And I'm quite isolated in doing it.
Nobody is interested, except that | have the stixdents in the group. And, for
the most pan, 99% of the ESL students in the school are in my classes. So,
they're noi of concemn to anybody else in the English department; there are
on-going concerns re, their progress in content-area classes but 1 am given
not time to help out with those.”

1. Students’ English oral language development and comprehension
are

2. Teacher uses only English.

3. Lesson pacing and schedule are modified to form bite-sized units
of instruction.

4. Teacher uses nanual language but simplifies hisher language 10
maich the Jevel of student com,

S Tm}mmmmmwwnm

a. gesnures, body language, physical action
b. media: visuals, charts, overheads, filmstrips
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¢. manipulatives, realia
6. Teacher confirms students’ comprehension of lesson by frequent
checks of student responses.

8. non.verbal: physical action or product

b. verbal
7. Teacher adapts materials:

a. selects key ideas from lesson to teach

b. reads aloud and discusses key ideas from text

¢. utilizes picture reading for texts and study prints

d. summarizes orally main points of lesson

¢. selects worksheets which are highly visual

f. md?mnduﬁmﬁlmmm
8. Language experiences reading spproach is used for initial literacy
skills in L2 (quoted in Weinhouse, 1985, p. 58).

“ This is a good }ist. ] just daunts me because I think ‘Oh, 1 should
be doing all of these and I can't do most of them most of the time.' The
criteria which deal with the oral development of language, 1 really fec! !
baven't done very well at that. Many of my students don't want 1o 1alk,
especially the Oriental students. And, I'm at & position right now where
I'm forcing them by placing a mark on oral participation. And, a couple
of them are frighiened 1o death. So, I'm going to have 10 spend time
outside of class coaching them and even then, theyll probably lose their
voice. They'll be afraid to speak. That's difficult. 1 keep on working on it
and § don't like it to seem like 2 threat. So marks are a coercion that they
understand, | guess. Otherwise, they just depend on cach other and they
appoint their own spokesperson, usually 2 make,

Teacher uses only English? Yes, it’s the only language | know.

Lesson pacing and schedule are modified to form bite-sized units of
instruction. No, not always. It would be nice, I think ... perhaps I'm
driven by the idea that I moved 5o slowly last term there is an awful lo1 1o
cover this term.  We are almost at the second mid-1etm already. And after
that, there's the exam. And up to that time ] really have to be pushing
them 10 get op to where 1 can say ‘Now you write the same exam as
everybody else.” And be able 10 do some independent work which the
other students could be expected o do.  So, § guess, what | give them each
day is probably not in any way bite-sized. 1 have to fill up my hour. And
most of the time ! iry to change approeches or subjects and sometimes
don't do very well at i1

Number four. Teacher uses natural language, but simplifies histher

to mstch the level of student comprehension. To a point, but
looking at it from the other end is that I should be ... being redundani, yes,
and simplifying to stan, Butmunvembmgﬂmmupmdwmmsmm
have 10 be used. And for some of them, I think something that has 1 be
contidered also is giving them language that is just a littie bit higher than
where they are s0 that they keep wanting to know what that means. They
leamn a little more that way too.

Number five. Props 10 demonsirate what is said. Well, sometimes
gestures. Maybe some body language. Visuals, | try to work in whenever
I can and whenever, | guess, ] have the time to develop some. And charis
sre useful, Overheads, sometimes. I can't always get an overhead
projector. Filmstrips, videotape. I use videotapes when I can make my



own. When | can find a film that's suitable. There gre a number ! want 10
buy, but I haven't got the money right now. Manipulatives and realia. No,
not in my subject. There jus? isn't anything that | see so far that would
help. Everything that ! do is pretty abstract unfortunately.

Number six. Teacher confirms student’s comprehension of lesson by
fregquent checks of student responses. Well, on the aon-verbal level,
sometimes, yes, | can check by Jooking at somebody, making eye contact.
They nod o7 they indicate. Verbal, { don't get & lot of verbal resposnse
from some people in the room. And from some people 1 do. So, I guess
there are probably, if I was keeping a track of i, there are probably in
each fesson some kids who don't respond one way or another. And maybe
I don' ask so0 I could be more aware of that.

Teacher adapts materials, selects key ideas from lesson to teach. |
try, but then I have to cover a lot of key ideas. 1can'tdo it on as simple a
leve! as possible. Reads aloud and discusses key ideas from text.
Sometimes | do that. Utilizes picture reading for texts and study prints.
There aren't any. | don't have any. Summarizes orally main points of
lesson. At the end of lesson, sometimes 1 do that. Usually I'm quite
redundant as I'm going through it so everybody, 1 hope, gets the poin: and
often | use the board so that I'm writing down main points as ] go. Selects
worksheets which are highly visual. If 1 have a visual that | can use, ! do.
And if ] have to just draw a kind of chart, | try that. There isn't always a
visual way 1o do it or else ] don't have time to do i1. Np, for 'f' - wums off
sound, narrates filmstrips, no. 1 haven't done that,

And languages experiences reading approach. Not for these readers,
I don't think I've mried that. ] can see using that for rank beginners. But,
their drive afier the last exam was to use the text. And, 1 wanted to have
them feel 2 litile more cenain that what I'm doing is not babying them and
not stanting with them. They want 10 start with the text. And they want 10
feel they have some mastery of it. 1 think that would help build their
confidence so I'm not using language experience approach. They have to
do reugh work for me which I will then go over with them. So, maybe
we're starting from where they are, at least 10 that extent.”

1. Study the mainstream curriculum and textbooks and consult
with mainsiream teachers as to what they think are the mos!
imporiant units, vocabulary, and skifls needed for successful
completion of a course of study (eg., math, science, social
studies).

2. Identify key concepts and vocabulary needed to teach each
lesson.

3. Select activities and resource materials that demonstrate the
vocabulary and concepts to be taught. .

4. Construct a semantic map by representing topics and subtopics
as branches madiating out from the central theme or topic.
(Valdez Pierce, 1988, pp. 6-7).

“Number one, 1 did. Suxily the mainstream curricaium and
textbooks, consult what are the most impornant units, vocabulary skilis
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nesded for successful completion of the course of study. Since | have
taught grade 12 for years, ] think I know pretty much what the other kids
would have 1o do and would have o know. So, | have selected materiak
that are at a grade 12 level, but ones that don't have the cultumal baggage-
ones that J think would really snow them under with having to have every
wmﬂexp&aincd.

mwmvmbuhrymded” Aggin, ] think I'm trying to
:hﬂm. imes the 441s don't get my best lesson of the day.
Somebody else does. ESL had a couple of good ones lately.

Select activities and resource materials that demonstrate the
vocabulary and concepts to be taught. 1 probably need to spend more time
ing for activities. Resource materials? I spend as much time as I can.
We're working in the library. That took the librarian and me abowt three
hours last week and it'll take a couple more. And then, if the siudents can

use those materials they will understand the novel a lof better.

And number four is a good idea and 1 will do that as a review tactic,

I think. 1 should have done it at ine beginning. I did for The Moon is
Down: 1 didn't do it for Anthem. Constructing a semantic map to

represent topics and sub-1opics and I think that's & good idea to show where

everything that we've done fits in. So, Il do that
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Appendix O
interview Questions - M, MacDonald (April)

1. What materials do you forsee covering during the remainder of the
year?

2. How will students be evaluated during the rest of the year?

3. Now that you have completed 3/4 of the pilot shehered English course,
how would you evaluate the course with respect to:

a.) content covered?

b.) materigls that were used?

¢.) sequencing of materials? pace of materials?

d.) sctivities & tasks?

¢.) assessment?

4. How do you think the students will evaluate the course, having
completed 3/4 of the year?

5. Would you want 1o teach the grade 12 sheltered English coarse again?
Why or why not?

6. What changes would you make if you were re-offering the course next
year?

7. What changes, if any, do you feel need 10 be made at an administrative
level in order to provide the best leaming situation for these ESL students?

8. Do you know if the course will be offered again next year? When might
this be decided?



Apperahin P
Interview with Margaret MacDonald (April, 1994)

1. What materials do you forsce covering during the remainder
of the year?

Well, we're presently finishing Anthem and I think all we will have time
for to the end of the year will be two plays by Arthur Miller: All My Sons
and Death of 8 Salesman. Some poetry, maybe; but I think chiefly those
two plays. And maybe a little bit of McBeth, bt 1 don't think time will
allow.

2. How will students be evalnated during the rest of the veor?

Well, I've had to realize that my approach - if you remember, I said |
would oy portfolio - portfolio was something I didn't get to this year. So,
I think for the rest of the year | will evaluate on a skills basis. 1 will look
back a1 all the things I wied to have them do. And they're pretty good at
them. So I think ] will have them do evidence of the kinds of things which
1 think 1 have accomplished. And before the end of the year, they will
have 10 do another full-length essay, process style. The end-of-the-year
exam, we have all decided in the department, is going to be a shorter thing
because of time constraints. We've lost a couple of days for marking
purposes and the grade 12 marks are the first that have 1o go in. So, we're
going to have a grammar or proof-reading small part which I think my
students should be able to walk away with. And the rest of the exam will
be a context-based response which everyone will have to do and they will
have 10 do it the same as everybody else.

3. Now that you have completed 3/4 of the pilol sheltered
English course, how wounld you evaluate the course with respect
to:

8.) conten! covered?

b.) materials that were used?

¢.) sequencing of materials? pace of materials?

d.) sctivities & tasks?

e.) assessment?

#/d.) I'm pretty pleased with the content that I've based the course on. |
wonder about Lord of the Flies for next year, but I'll have more to say
about next year because we've been talking about that at school. 1 like the
books that I chose to do. I think they worked pretty well. I would use
them again. And the theme, 1 think was good. 1 just think thai | know
more now sbout how I would put things together so that I could be more
efficient in getting through that material. But, given all the constraints tha
we've been tatking about, 1 think it was pretty good. 1 think I don't have 1o
be too upset about it. I would be able to develop more support materials in
snother year, ] think too, because I've begun. But there are a lot of things
I've reatized that as | was going through them - for example, presenting 1o
the TESL. the other night made me realize | could do graphics for
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symbolism. But 1 just didn't do that this year. So there are a lot of things |
CAR improve o,

¢.) § think 1 would do preity much the same order again. 1 think that the
order in which I chose them was suitable. 1 would step up the pace a linle
bit because, due to people coming into the class so lase last term and those
people being non-speakers, trying to meke the class inclusive, ! think 1

stowed down o much. So, I didn't get through as much as | could have,

with the people who were capable.

d.) 1 would work harder at getting students to do more oral work. | think
I have not done adequately on that one for some of them. Some of them
are great. But I didnt do it. They were abready good st it. And I think |
could focus more on peer work, group work, But, ali of those things siill
don't mean that I think { didn't do a pretty good job. [ think I did a pretty
good job with the content and all that sort of thing, Neveras good as |
could do.

&) 1 would like to have more writing right from the start which I didn’
do. 1 think | would focus more an the skills that I found need more work
right from the start. And I don't know that I could build up a portfolio
given the fact that my students have 1o write the same exam as everybody
eise. That's been made very clear. So - but I can think about that. | need
to be inserviced on portfolios. 1 just didn't have time 1o access all that
good material. Not roo bad. 1 give myself a 70.

4. How do you think the students will evaluate the course,
having completed 3/3 of the year?

I don't know. 1 think some of them will be glad for the help they've had.
But, others will wonder about (1.) the questions about assessment that have
come up through the year and (2.) they will wonder about the interruptions
just for our assessment - working with the program that we're doing.
They will wonder about the testing and they might wonder about the pace
because they haven't been in another grade 12. They might wonder how
they actually compare and they have no way of knowing. How they think
of me personally and the program? 1 don't know. I think that they would
have thought that the materials were OK. And I'm always giving them
help when they want it. But | really don't know bow they're going to focus
on the course looking back at it. It's hard to say.

5. Would you want io teach the grade 12 sheliered English
course again? Why or why not?

Yes, I wish | were going o teach it again. But, | was speaking with
guidance this moming. It doesn't seem that I will. It doesn't seem likely
and we have meetings coming vp on Thursday which mighs clarify that
matier. Yes, | would like to weach it again simply because, if it were the
ideal situstion, then I'd be able to really test my materials and theories and
everything. ldeal meaning that | wouldn't have non-speakers in there. &t
would give me a chance to prove fo myself that I coula really put

a good course. 1 don't think that'll happen though. And, 1 still find -
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maybe I'll answer this in #7 - there would be some constrainis operating.
So in the ideal situation, I'd love to do it again. 1 may be able to operate in
a different capacity next year.

6. What changes would you make if you were re-offering the
course next year?

If T were, 1 would be much mose involved, 1 would hope, in the prior
assesgment and I think that would make all the difference. 1 would like to
be sble t0 be allowed *o or invited o speak to my depariment head and the
administrators in the school, guidance counsellors and so on. T'd like to be
able to tell them what it is that the course means. That would be a change,
] mean, speak to them as if 1 actually konew what 1 was miking about. That
they would expect that 1 would have something different to say about the
course. I don't think I'd make 00 many changes in the content. ] woukl
certainly make changes in some of the ways 1 presented some of the
material because | realize it was not as well paced as 1 could have done it. 1
could have had more graphics developed. But that was, again, given time
and 1 didn't have that. So 1 would make changes to improve the counw, |
hope, if 1 were doing it next year. I'm still going to try to do that.

7. What changes, if any, do you feel need to be made af an
administrative level In order to provide the best learning
situation for these ESL students?

What happened in a discussion 1 had this moming was that, probably |
won't have it - the sheltered - but, I might be the person who gets all the
non-native speakers in my grade 12 class. The grade 12 class will have all
levels in it. And it will have native speakers as well. That's the only way
that the numbers will rise to the appropriate level. 1 think that will happen
whether 1 speak to administration or not. At an administrative level, if |
were going 10 have the ideal situation, it would be nice if 1 were able 1o
explain to them that it doesn't work 1o put people, even if age appropriate,
it doesn't work to put all the speakers of different levels of fluency in the
same class. 1t detracts from what the class is supposed 1o be shout, A
person was saying to me that it's better for them to be there, that's the only
place for them to be and that it doesn’t master whether they're grade 10, 11
or 12, but they should be with me in the grade 12. And I said, "Yes, I'm
able 10 help them some, but 1 have had to take on me the responsibility of
telling them that no, you're not going 10 get a grade 12 end you may not
even get a grade 11, You are only here to wark at your English which is
improving. but, yon're not going to get an 11 or 12 credit.” That was left
10 me to explain when they were registered into a grade 12 class. And it
was also left t0 me to vy 10 explain when the people who chose 1o be in
grade 10 wondered how come the friend is in grade 12 and has only just
arrived? It is not seen to be equitable and the administration don't seem 10
understand that. And it doesn't matter, I think, what I say. ] am constantly
having ‘the way it's going 1o be’ explained to me. And nobody’s listening.
So I'm constantly saying to myself Don't be annoyed because they preach
to you.' They don't understand that there's anything to the subject 1o
understand. And that's really frustrating. So, at an administrative level, it
would take something to be said to the administrators from the board level



so that they could understand that | actually know something and am doing
something. Nobody at the school yet understands that. All they understand
js put the studenis in the class with Margaret because she'll help them. You
know, they just don't know about the subject area. And, given all the
contraints, they're not going to want to know because we'll never get the
ideal situstion.

8, Do you know if the course will be offered again next yesr?
When might this be declded?

So, what might happen next year is that | probably could have a 10 with all
the non-native speakess in it. | don't know sbout grade 1]. I said maybe
you should give me a 10, an 11 and a 12 and put all the non-native speakers
in those grade levels. Then ] could help them more sppropriately. And,
the person poinied out to me that I would then have 3 different subject

Maybe we're going to have that anyway. Plus the ESL. |
still think I might have the ESL. ] don't know. So, when might it be
decided whether the course will happen or not? h could be atready
decided. it could be decided in discussions this week. Maybe I won't know
until the fall. Because, st least 1 was told that there have already been
several Hong Kong visa students OKed and they'll be put in a class together
which 1 will probably get. If there were going to be a whole lot, the
situation might change. Because it would be seen that ] was able 1o work
with them. On the other hand, maybe nobody in the administration will see
that 1 did anything because my pass rate of s}l the people who are going to
be there is nol going to be fanmastic. As we know, there's only going to be
half 8 dozen at the most put of 14 students who might pass the grade 12.
So, on paper it won't look as if 1 did anything at all.
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