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Motivation has always been considered one of the most important factors in the
process of teaching and learning a foreign language, and it is equally crucial for
learners and for teachers. Researchers have tried to characterise motivation, and have
identified the differences and similarities between external and internal motivation
and worked hard at enhancing motivation inside and outside the classroom. We at
APAC have discussed and problematised such issues in past Conventions.

In many respects, the sources available since the 1980s (R.C.Gardner 1985, Dornyei
2001, amongst others) perceived as useful and relevant, have informed activities and
work in our EFL classrooms. However, for the past ten years, a growing feeling of
discontent has emerged, not only due to the difficulties of catering for the diversity
of needs in our classrooms but also to the challenges of meeting as members of
an increasingly besieged profession. Some motivating activities are perceived as
“entertaining but not really relevant to curriculum objectives or content” and both
teachers and learners seem to be in need of a “shake up”.

This is why APAC has decided on this topic for the 2014 Convention. Fully aware
that the dynamics of motivation are complex, and include biological, emotional,
social, and cognitive forces that drive behavior, we think it is time to look at current
research on motivation within the framework of innovation (Valerie Hannon http:/
www.innovationunit.org/our-people/our-staff/valerie-hannon, Dornyei. Z., MaclIntyre,
P., & Henry, A. (Eds.) 2014), and also at the powerful approach which builds on the
concept of engagement, in really organizing classrooms and projects which illustrate
learning by doing and are centred on the learners.

We are working hard to get the best speakers for the 2015 Convention, and we
encourage our members to come to the Universitat Pompeu Fabra next February and
share their thoughts and ideas.

Apac Organizing Committee
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EDITORIAL

Dear members,

First and foremost, we’d like to wish you a good 2015. Right off the bat, it seems like it’s
going to be a year full of uncertainties on many levels. The intention of APAC is, as always,
to continue to make progress and help all the English teachers in Catalonia make the
improvement they’re striving for.

You have quite probably seen APAC’s involvement, through our president, in the program
on the El PuntAviu TV channel, but nevertheless we wanted to include his appearance in
Catalonia Today in this issue for those of you who have not heard about it.

The journal in your hands brings you the articles that we received from the speakers in
last year’s convention and that we weren’t able to fit into the previous issue. The article by
Carme Mufioz, Elsa Tragant and Marisa Camunas, “Transition: Continuity or a Fresh Start”,
the one by Donna Lee Fields, “The Importance of Community in Distance Learning”, the
one by Sonia Marcos and Carme Dilmé, “My Vegetable Garden”, and the summary of the
APAC Round Table are the material that had to be relegated to our “Last But Not Least”

category.

We would like to express our gratitude totwo teachers for sharing their classroom experiences
with all of us: Vicky Gasch, with her article on Multiple Intelligences in the Preschool Foreign
Language Class; and Ana Araceli Guarinos, with project for learning biology and English
carried out in secondary school and entitled “Let’s Play with the Nutrition Function.”

The results of the research on translation carried out by Maria Gonzéles Davies in Catalan
schools that you will find in “Humanising Translation Activities: Tackling a Secret Practice”
will help resolve some of the questions that dog us in our everyday classroom lives.

And, to top off an already interesting journal, we thought it would be good to add two articles
that the Jaume Bofill Foundation has given us permission to reprint and that go beyond
classroom English teaching and could interest us as educators. We are sure you will enjoy
reading “How Can We Build Student Engagement and an Educational Community?” by
Valerie Hannon and “Families and Public Education: The Multiple Impacts of Participation”

by Annie Kidder.

We hope that reading this issue will spur you to attend the upcoming APAC-ELT Convention
in a few days.

The Editorial Board
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LETTER FROM THE PRESIDENT

Dear colleagues,

Motivation (motivating learners/motivating teachers) has always been a key
issue to anyone involved in our profession. Simple classroom observation
does suggest the dynamic character and the temporal variation of motivation,
but we do know that we cannot do without it, whatever new forms it might
take. To explore the nature of motivation and its role in a rapidly changing
world, increasingly interconnected and technology-driven, we have chosen
“The Dynamics of Motivation” as our motto for this year’s convention, and
we are delighted to have a prestigious expert in the field, Dr Joan Shin from
the University of Maryland (USA), to deliver the opening lecture of our 2015
Convention. Dr Shin has developed her own COUrSes on Teaching English
to Young Learners and Teaching English to Teens, and the title of her
talk couldn’t be more to the point: The Keys to Motivating 21st-Century
Learners. If you check the programme you’ll discover this is only the tip of
the iceberg, but I'd like to think that it will prove exciting enough for you to
feel, well, motivated to attend — once again — APAC’s Convention and join
us at Universitat Pompeu Fabra on February, 19th. APAC members have
always been at the forefront in bridging research findings and classroom
practices and | feel that your active participation in our annual conference is
a way of sealing your commitment to our organization. Only you can make
the endeavours of the organizing committee worthy and meaningful. See
you there!

There is life, though, beyond APAC’s Convention and | am especially
pleased to let you know that APAC has been instrumental in developing
what | consider a breakthrough concerning the presence of English in
Catalan media. For the last three months an open TV channel (El Punt Avui
TV) broadcasts in English every day (more information inside). “English
Hour” offers the series “The Class” around the learning dynamics a group
of first-year students in their English class and their life in a state school
in a working-class neighbourhood in Barcelona. It also includes “Story
Time”, where teachers tell children stories in English. The daily “English
Hour” caters for grown-ups, too, and offers chat shows and interviews in
English with native speakers and Catalans alike. On top of that, every day
the paper edition of the newspaper “El PuntAvui” includes two pages of
information and articles in English based on the news of the day. Overall, it
does represent a substantial increase of English presence in what some like
to call our “communicational space”, and few would doubt that it is going
to make lots of potentially significant (and motivating!) materials available
for teachers of English in Catalonia. Could we see it as a small step forward
into the shaping of a naturally trilingual society? Why not?

With best wishes,

Miquel Berga
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MIQUEL BERGA . Lecturer at the Universitat Pompeu Fabra and president of APAC

Making linguistic history

With El Punt Avui Televisi6’s English Hour underway — coordinated by Catalonia Today — we
get the lowdown on a key programme that follows the English lessons of primary class

NEIL STOKES
The Class, the new documen-
tary from El Punt Avui TV,
follows the English lessons of a
primary classin a Barcelona pub-
lic school, allowing viewers a
privileged glimpse into the
inner-workings of Catalonia’s
education system.

Every Monday, Wednesday
and Friday at 6 pm, El Punt
Avui TV’s English Hour fea-
tures The Class. What was
your involvement?

—-Let me start by saying that
the EI Punt Avui group has be-
come a pioneer in incorporating
English programming into its
schedule. It is the parent com-
pany of Catalonia Today, which
for some time has been provid-
ing content in English for El
Punt Avui’s Sunday supplement,
Preséncia. I have been involved
with all of these projects since
the beginning and now we are
taking advantage of the oppor-
tunities provided by having a
space on a television channel.

The Class was also your
idea. How did it come about?

—The original idea was mine,
but straight away I took steps to
bring people from the audiovis-
ual world into the fold, as well as
taking advantage of the human
resources in my own profes-
sional sphere. The initial idea
was to put a camera in a primary
classroom during English les-
sonsinapublicschoolinaBarce-
lona neighbourhood, placing
the lens at the level of the
children to observe or document
the learning process — in this
case, the English language - as
well as the dynamics of a work-
ingclassroom.

You are a lecturer at the
Universitat Pompeu Fabra
and president of APAC (Asso-

Miquel Berga had the original idea for The Class. / MANEL LLADO

ciaci6 de Professors d’Anglés
de Catalunya). What was
their role?

—A decisive role in many ways.
For a start, the audiovisual de-
partment of the UPF provided
interns for the production, in
collaboration with the produc-
tion company Playtime, di-
rected by Marta Andreu. The di-
rector of the masters programme
indocumentary creation in UPF,
Jordi Ballo, lent us his wisdom

and experience in developing
the concept. As well as that,
APAC teachers offered their
valuable perspectives on certain
aspects of the production.

What was the attitude of
the Departament d’Ensenya-
ment to this ‘intrusion’?

-In my opinion, excellent, be-
cause it was not seen as an intru-
sion but rather as an opportu-
nity to share with society what
happens in a public school. The

department was instrumental in
facilitating access to the schools,
while the management of the
Splai school in Nou Barris, the
parents of the pupils and the
teacher, Oscar del Estal, have all
shown extraordinary generos-
ity. That is why I like to say that
The Class presents English les-
sonsinaprimary classasapublic
and moral space from within the
public education system.

The Class is accompanied
by the programme Storytime.
What is that?

—The series explores questions
that gobeyondlearning English,
but we wanted to complement it
with more conventional ma-
terials that are nevertheless deci-
sive when learning languages:
stories and extended exposition
in spoken language. For Story-
time we have three native Eng-
lish teachers who act as nar-
rators, each day telling a differ-
ent story. For this we have the
British Council in Barcelona to
thank, and especially its Young
Learners Centre.

What effect could this have
on the field of learning Eng-
lish in Catalonia?

-I have no doubt that El Punt
Avui Televisié is making lin-
guistic history. And it is worth
mentioning the rest of the pro-
gramming in English, coordi-
nated by Marcela Topor from
Catalonia Today, which in-
cludes interviews, debates, and
so on. I believe it represents an
unprecedented explosion of the
English language in our media. If
schools, teachers and society
sign up to it, we are potentially
facing a genuine qualitative step
forward. Perhaps now more
than ever we can start to glimpse
the possibility of a genuine tril-
ingual society.

DEeCEMBER 2014 ® CATALONIA TODAY * 47
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Two pages in English every day

English Hour, daily on ™

El Punt Avui publishes two daily pages in Eng-
lish, including a summary of the day’s main
stories and opinion to give an overview of
what is happening today in Catalonia.

Every day from 6-7 pm, El Punt Avui TV
broadcasts a different programme in English
including debates, interviews, story-telling
and a series, for adults and children alike.

Putting En

ish first

Give Catalonia its
freedom to voie
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Print Edition

New website

Our brand new website (www.cataloniato-
day.cat) allows access to information online
and latest news published in the monthly ma-
gazine, Preséncia and El Punt Avui.

On November 10, Catalonia Today launched three new projects with El Punt Avui to
provide original English content on television, in the newspapaper and on the Internet

MARCELA TOPOR
M ore necessary than ever,

English has become a
universal language and indis-
pensable for study, work, on the
Net, in business and travel. The
policy of establishinga thirdlan-
guage is one of the great chal-
lenges of our time and El Punt
Avui, along with the Catalonia
Today team, are proud to of a
pioneering media project: offer-
ing daily news, interviews and
debates, all in the language that
opensa portal to the world.

OPINON

MARGCELA TOFOR mtopor@cataloniatoday.cat

The project to turn Eng

The situation of English today is not
the same as 10 years ago. Even if the
socio-linguistic objective of establishing a
third language in Catalonia has not yet
been fulfilled, there has nevertheless been
exceptional progress.

Ten years ago, Catalonia Today was
born, a publication that since the begin-
ning aimed at publishing Catalan content
in English, for the numerous English-
speaking residents as well as the increasing
number of locals for which the universal
language has become indispensable- for
work, social or academic reasons. From the

46 * CATALONIATODAY ¢ DECEMBER 2014

The English hour

beginning CT aimed to do something am-
bitious: to turn English into an everyday
Janguage that could be used to learn what
was going on in the country.

A decade later, with the same ambition
and objectives, we are renewing our pro-
ject through a new formula that combines
different formats. Since November 10,
there have been daily pages in English in El
Punt Avui newspaper, a daily hour in Eng-
lish on TV, repeated at weekends and avail-
able online, and a new website that in-
cludes all of this content online.

Catalonia still needs to improve its Eng-

team: from top left: Nicole Millar, Neil Stokes, Roser Mas and Barney Griffiths; first row:
Marcela Topor and Matthew Tree./ JUANMA RAMOS

lish into Catalonia’s third language continues

lish for sure, especially as that is what most
people want, and as it aims to become a
new state within the EU. We hope this new
project will help the ambition of establish-
ing a third language to become a reality,
sooner rather than later. It is said that lan-
guages die with their speakers, but they are
also born with them. With English, we face
a fortunate situation: we can assist in mak-
ing the trilingual community a reality,
where the native language, Catalan, exists
alongside other official languages, such as
Spanish and, hopefully, the emerging in-
ternational lingua franca.



Apac - 2014 Roundtable

If you can read this, thank a teacher

In this panel, the speakers addressed issues that they consider crucial in terms of
understanding the role of the teacher in the teaching-learning process, a role that they
believe (in the light of their several decades of accumulated experience) has come

under threat from a number of directions.

1. How have textbooks impacted on the role
of the teacher?

Jeroni: The production of English textbooks
usually comes out as a result of following
a specific methodological framework. But I
don’t think that textbooks always take into
account the characteristics of the learners.
Let me point out three areas where the
learning material may not have adapted to
serving the needs of the learners:

a. Second language versus foreign
language

When learning English became a worldwide
concern, applied linguistic researchers and
textbook writers mainly relied upon the
existing state of the art, which was teaching
English as a second language. And the
resulting books adopted many ideas which
would have been valid for immigrants in
an English speaking country but not for
people in a foreign environment. Having
said that, students are exposed to English
much more than ever before, thanks to the
use of English as the main - sometimes the
sole - language on the internet. Likewise,
the advent of CLIL, where school subjects
are taught through English, means that
English is less a foreign language than a
common language. So, perhaps the present
situation of English learning does justify

an approach in English really is a second,
as opposed to a foreign, language.

b. Children versus adult learners

In the 70s and 80s the influence of
immersion studies on bilingual children
suggested that an artificial environment
should be developed in the class, as if the
students were children learning at home.
As a consequence, textbooks for adult
learners of elementary English also became
childlike - and sometimes even childish.

c. Monolingual teachers versus
multilingual students

The whole idea of second language teaching
and methodology, so widely adopted in
foreign language teaching, has not paid
much attention to the linguistic background
of the students: the predominant
monolingual mentality of speakers of the
main languages is that being multilingual
is not an asset.

2. How do teachers apply what they read in
books or learn at conferences? How have
you used/interpreted the literature you
read during your career?

Scott: Hopefully (and I say this as a writer

APAC - ELT JOURNAL / 8



of methodology books) teachers interpret
the recommendations of others — whether
based on research or not — in the light of
their own experience and teaching context.
No methodology book, however good, is
going to be appropriate to every context.
Advice as to how to teach in an English as a
second language context may be irrelevant
in an English as a foreign language context
(as Jeroni suggests above). And vice versa.
As N. Prabhu reminded us, way back in
1990, teachers need to select a methodology
that they find plausible —i.e. one that makes
the greatest sense to them in their context,
because without ‘a sense of plausibility’
they will lack conviction, and the teacher’s
conviction in their classroom procedures
(I suspect) has a very important bearing
on their learners’ motivation. We have all
had a teacher who didn’t seem to be very
committed to their teaching approach or to
their materials, and we know, therefore, how
de-motivating such a lack of commitment
can be.

At the same time, teachers who uncritically
follow the same approach year after year,
and irrespective of the age, disposition,
learning trajectory, or level of their learners
are likely to be equally ineffectual. What
worked once, when the teacher was in their
first flush of enthusiasm, may no longer
work ten or fifteen years later, when it has
become reduced to a routine — a ritual,
even.

Hence, I am a great believer in
experimentation in the classroom, and
where better to get ideas to experiment
with than in methodology and resource
books, especially those that are informed
by some understanding of how languages
are learned.

In terms of how I myself have ‘used or
interpreted’ the literature, I owe a lot to a
few key texts that I read at key points in
my career, where I was probably ready for
a change. Like many teachers at the time,
I was influenced by the work of Stephen
Krashen and, while I no longer subscribe to
his Input hypothesis in its strong form, his
argument for the role of comprehensible
input was a useful antidote to the prevailing

‘drill and repeat’ methodology I was initially
trained in. Likewise, the work of Earl
Stevick, the great humanist methodologist,
helped me re-think the processes and goals
of language learning, and to situate these
in a ‘whole person’ framework, rather than
in a purely cognitive one.

3. What has changed in the last 50 years?

Jeroni: What has changed? I’ll first refer to
students and teachers. Our school leaving
students know more English now than in
1993. This is partly due to the increased
exposure, thanks to the increasing
availability of on-line resources. The
downside is that, while the use of IT has
enhanced students’ autonomy, in some cases
it has also promoted laziness. Plagiarism
and the use of automatic translation tools
is much easier now than before.

As for the teachers, my impression is that
teachers are put under much higher stress
than before, and this is partly due to their
being blamed for systemic failures in
education generally. Let’s stop blaming
teachers!

What has not changed? The main thing that
has not changed is the attitude towards the
language. We still look at the language as
a difficult target to achieve, one that only
proficient students can deal with. That may
not be the case!

4. Where is the teacher in all this?

Scott: As Jeroni mentions above, teachers
are often at the receiving end of a
‘blame game’, the persistence — and even
vehemence — of which can result in a lack
of professional self-esteem. This can be
particularly acute for language teachers,
since the success rate in foreign languages
(despite the improvements mentioned
above) is still woefully low, compared to
other countries in the European community.
The situation has been exacerbated in
recent years by a wave of what has been
called ‘techno-fundamentalism’, itself a
form of ‘solutionism’, in which technology

APAC - ELT JOURNAL /9



is seen as the be-all-and-end-all of
educational progress. Where once teachers
were exhorted to embrace new methods
uncritically, they are now exhorted to
embrace educational technology - and
blamed if they don’t. Edtech, indeed, is the
new ‘method’. There is even a suggestion
that teachers - and especially language
teachers - may soon be redundant. The
amassing and deployment of ‘big data’ by
educational multi-nationals is seen as a
‘teacher-free’ means of programming the
teaching and testing of learners in ways
that supposedly ‘adapt’ to each individual
learner’s learning trajectory.

But we have heard all this before. Similar
claims were made for radio, TV, film and
micro-computers. The language laboratory
spelled the end of classroom teaching.
Except it did not: language laboratories
gather dust while teachers still do what they
have always done well: provide language
learning opportunities that are tailored to
the specific needs and dispositions of their
learners.

Teachers would be advised, therefore,
to resist the pressure from ‘pushers’ of
educational technology or of ‘the latest
method’ and, instead, hold firm to the
practices that underpin generations of
inspirational teaching - the ability, for
example, to listen, to respond, to give
feedback, to encourage, to scaffold,
to inform, and to motivate. No single

technology, method, or textbook is going to
be able to do as much without the mediation
of a dedicated teacher.

5. What’s it like to be a student again?

Jeroni: Being a student of foreign languages
has made me less dogmatic about criticizing
stigmatized methods. Repetition can be
helpful: drills in Russian have helped
me a lot as a student. And when we deal
with class management, I have learnt that
sometimes communicative tasks may not
come out as well as planned. And that
the students perceive when a teacher is
dedicated or not. And I guess that being
dedicated as a teacher, and teacher with
the enthusiasm of a student, are the main
issues here, regardless of textbooks or
the use of the new possibilities offered by
information technology.

Scott: Being back in the classroom again
has reminded me of how well-adapted
classrooms are as laboratories for
experimenting with the language - trying
things out, taking risks, getting feedback
and support. I feel much less anxious
‘making a fool of myself’ in the classroom
than I do in the ‘real world’. As teachers,
we need to remember to encourage our
learners to take similar risks, to use the
classroom as a rehearsal space, and to do
everything we can to make the learner feel
supported and worthy of our attention.

Neus FIGUERAS holds a PhD in language testing from the University of Barcelona. She is catedratica
d’escola oficial d’idiomes and has worked in the Departament d’Ensenyament de la Generalitat de Catalunya
coordinating the certificate exams for the EOI She has also been lecturing part-time at the University of
Barcelona and the Universitat Pompeu Fabra. She has been involved in a number of international research and
development projects (Speakeasy, Dialang, Ceftrain) and collaborates regularly with the Council of Europe in
the dissemination of the Common European Framework of Reference in relation with testing and assessment.
She has published articles in the field of language teaching and assessment and is one of the authors of the
Manual for Relating examinations to the CEFR (Council of Europe, 2009).

Jeroni SUREDA learnt English working in hotels, and later graduated in English Philology, Law and Political
Science. He has spent all his academic life with young and adult students, first at the EOI Drassanes
in Barcelona and then at the UAB. At present, he is engaged in a research project dealing with exploiting
teaching resources, based on materials used by professionals. He has been studying languages since he
was 8, and this has helped him see the classroom environment, not only as a teacher, but also as a student.

Scott THORNBURY is currently curriculum coordinator on the MA TESOL program at The New School in
New York. His previous experience includes teaching and teacher training in Egypt, UK, Spain, and in his
native New Zealand. His writing credits include several award-winning books for teachers on language and
methodology. His most recent book is Big Questions in ELT, available as an ebook from The Round. He is series
editor for the Cambridge Handbooks for Language Teachers. His website is www.scottthornbury.com
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Transition:
Continuity or a Fresh Start?’

By Carme Muiioz, Elsa Tragant and Marisa Camuias

Introduction

In recent years early start policies have
become common in many countries. As
a result, the period devoted to English
language teaching-learning in primary
education is as long as or even longer
than in secondary education, which
highlights the importance of continuity
between the two stages. In fact, continuity
in English language teaching has been
seen as a matter of concern in reports on
early foreign language programmes in the
European Union (see Blondin et al., 1998).

Wwith the aim of gathering evidence
with respect to the transition process
from primary to secondary school in
our educational context, we undertook
a study in 2012-13, in which we asked
28 students and 20 teachers about their
perceptions of transition, and about their
views concerning English lessons at the

primary level and at the secondary level.
The students form part of a longitudinal
study that extended over the length of
primary school and up to the first year of
secondary school (1 ESO). For the present
study we triangulated data from individual
interviews with the students and teachers,
from classroom observations, and from
teaching and students’ materials from
grades 5 and 6 of primary school, and
from the first year of secondary school.
Five primary schools and eight secondary
schools in the Barcelona area participated
in the study.

In this article we will report on the evidence
gathered from all these different sources in
order to provide an answer to the question
in the title: is there continuity between
teaching methods and conceptions,
between knowledge acquired before
transitioning to secondary school and in
secondary school? Starting off with brief

APAC - ELT JOURNAL / 11



case studies, the following sections focus
on: the (lack of) liaison between English
teachers from primary and secondary
schools; the new start for grammar; and
the move to formal teaching-learning in 1
ESO.

Lack of liaison

Roser and Isabel have been working
in a primary and secondary school,
respectively, for more than ten years.
Most of Roser’s students in primary
school transfer to Isabel’s high school
year after year. The two schools are
close to each other, yet these two
English teachers have never met,
observed each other, or exchanged
any documents.

Our datashowsthat thisisnotaninfrequent
case. Coordination between secondary and
feeder primary schools takes place at a
whole-school level with the involvement
of first-year tutors and management
teams. Nevertheless, there tends to be a
lack of communication between primary
and secondary English departments (“we
are unconnected” / “estem desconnectats”).
Generally, there is no institutionalized
contact nor do instructors seek it out
informally. Most of what secondary school
teachers know about English in primary
school comes from what they see or are
told from their first-year students and from
their own children. And on that basis, many
of the teachers we talked to applied their
own teaching strategies to smooth their
students’ transition to secondary English,
such as making regular references to what
students had learned in primary school,
working on study habits, establishing very
clear routines, etc.

Nevertheless and probably influenced by
this disconnection, some of our students
have been observed to experience
apparently contradictory teaching
practices in their move from primary to

secondary education. For example, from
the participation in a full theatre play
in English in primary school to mainly
learning dialogues from the class book
in secondary school; from doing oral
communicative activities to reading aloud
from graded readers; or from free to
focused written tasks or to even no writing;
from doing extensive reading in primary
school to none in secondary school. The list
could go on.

This lack of liaison may be caused by
different factors like teachers’ tight
schedules, an unstable teaching staff in
some schools, some mistrust between
primary and secondary teachers, a lack
of tradition for subject matter teachers to
make connections at the two levels etc. The
official curricula for foreign languages in
the upper cycle of primary education and
1 ESO do not foster a smooth transition,
either. The comparison of the two
documents does not give clear clues to
teachers regarding gradience, that is, how
difficulty increases from upper primary to
1 ESO.

A new start in grammar

Andreu, Bibiana, Pau and Joan
started learning English in the same
primary school at the age of six.
Since then they have been learning
English with a popular class book
and activity book that the teachers
followed closely. On their first day
of English class in high school,
they are asked to take a diagnostic
test including fourteen activities.
Seven of these activities are about
grammar (plurals, a/an, have/be/can,
and simple present), four of which
require sentence correction. These
four students are now in two different
classes in high school and have two
different English teachers but both
instructors say they basically start
from zero.
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For these students secondary school
begins with a test. Primary school finished
with another test (proves de competencies
basiques) that, somehow surprisingly, does
not seem to satisfy the new teachers’
needs. Instead, a common procedure
in secondary schools is to administer a
diagnostic test commonly developed on
the basis of the grammatical syllabus
followed by the textbook used in 1 ESO.
In order to complete this test successfully
students need to use explicit knowledge
of English grammar, which they may find
very challenging coming from primary
classrooms where there is a limited
explicit focus on form. Test results may be
rather poor which leads to a more or less
extense revision of the primary education
syllabus. This revision is also used as
a way of making students’ levels more
homogeneous, given the great diversity of
levels stemming from students and also
feeder primary schools. A clear tendency
to start (almost) from zero in this revision
and the demotivating effect this may have
on some students is observed in teachers’
answers (“we start practically from zero
because there are students who come with
a very low level. This raises many problems
for more advanced students because they
find what we do in class to be very boring.”/
“es comenga de zero practicament perque hi
ha alumnes que venen amb un nivell molt
fluix. Planteja molts problemes pels alumnes
que van molt avangats perque troben molt
avorrit el que fem a classe”).

Some teachers specify that this is the
case of grammar mainly. Some teachers
also note that the review is fast and that
it expands on what students have already
been taught. The crucial role of grammar
in 1 ESO is seen in the identification of
the verb to be as the zero point for English
teaching-learning (“we start from zero, from
to be” / “es comenca de zero, des de to be”).

Teachers can be quite specific about what
students bring with them to secondary
school and what students lack. They

generally praise students’ listening
comprehension skills and even sometimes
their oral production skills, as well as their
high interest and enthusiasm. On the other
hand, teachers generally find that students
lack study habits and systematized
grammar knowledge. That is, students
have acquired (some) explicit grammar
knowledge that needs to be “reorganized”,
and (some) implicit knowledge of the
underlying grammar generalizations of
which they are not aware (“they follow
their intuition, what is familiar to them”/
“es mouen per la intuicio, el que els hi sona”).

A move to formal English teaching-
learning

By the end of the fall term in
secondary school Pau is positively
impressed by the ‘new’ emphasis
on explicit grammar in his English
lessons. In primary school a
structural-syllabus was followed and
plenty of practice done but grammar
was little prominent in the textbook
as well as in the teacher’s discourse.
Pau’s experience contrasts with that
of Anna. She went to a primary school
where English was taught through
a learner-centered approach and
grammar was learned in meaningful
contexts. In her case, the move to
explicit grammar in secondary school
is experienced critically.

The methodological change that students
experience in secondary school is often
characterized by a more formal approach
to English. Grammar is awarded more
prominence than in primary school
through teachers’ explanations, charts on
the blackboard, the study of word lists
and rules, language-focused compositions,
and the use of notebooks, among others.
Grammar also occupies a prominent place
in the teaching materials, where there can
be as many as 23-40 such exercises per
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unit (including the grammar reference
pages and the workbook). The nature of
some of these exercises (i.e., translations,
error correction) is indicative of the more
explicit attention to accuracy at this level.
Also, the use of the L1 in the grammar
reference pages is indicative of the
important value grammar is awarded.

Our students experience this
methodological move to formal grammar
and written work differently depending
on individual characteristics. Some
students in 1 ESO welcome this change
and become critical about primary English
(“now it is more difficult because it’s not the
typical nonsense (vocabulary). Here verbs,
conjugations.../ “ara és més dificil perque
ja no son les tipiques tonteries (vocabulari).
Aqut els verbs, les conjugacions”). For these
students the change is positive because
now they are required to work more and to
learn more “serious” things. Some of them
remember the fun activities (games, songs)
they did in primary school but they are
not aware of having learned much English
from them. In contrast, other students still
show a preference for games and oral work
and think they learn best through them.

How this more explicit approach to English
is implemented in 1 ESO also has a strong
impacton our students,as can beillustrated
through the cases of Pau and Anna above.
In Pau’s class it is done skillfully and, as
a result, he has an awareness of learning
that he did not have before, an awareness
that is already higher because of his
greater cognitive maturity at puberty.
When asked about whether he is learning
in a different way now, he responds : “I
was not aware of what I learned (last year)
and here I am (aware), they tell us what we
are learning” / “Alla no me’n adonava del
que aprenia i aqui si, que ens avisen del que
estem aprenent”. He goes on to say that in
primary school they were doing exercises
but they were not given the explanations
that they have now (“(Now) they explain

grammar to you. Before, they didn’t explain
it to you... last year it was exercises.” /
“(Ara) t’expliquen la gramatica. Abans no te
P’explicaven...l’any passat eren exercicis”).
This comment and that of other students
with similar experiences seem to indicate
that some of the language practice at the
upper primary level may have been done
rather mechanically or without enough
awareness on the part of the children. This
leads these students to undervalue what
they learned in primary school: “They
made us learn songs that later were of no
use”/“Feien aprendre cancons que després no
et servien de res” and to think that grammar
is what a language is about: “I did not know
about the verb to be, ... but now I know that
it is the most important thing” | “el verb to
be no sabia que era aixo, ... pero ara he apreés
que és el més important”. The result is the
feeling that they are learning more now.

Pau’s experience contrasts with that of
Anna. In her class this more ‘serious’
approach to English is poorly implemented,
partly because it is too dependent on class
materials (“here we write and write (...) we
do that with the textbook, we keep doing
exercises and she (the teacher) explains some
things” | “aqui fem escriure, escriure (...) ho
fem amb el llibre, anem fent exercicis i ens
explica algunes coses la professora™). In cases
like this, when the textbook is not brought
to life and the teacher does not add enough
value to it, some students feel discouraged.
This is what happened to Anna, who
prefers the more wholistic approach she
experienced in primary school (“there
(in primary school) we did more listening
activities, more oral exercises, in pairs and so
(...) (here) I find it rather boring (...) We keep
doing exercises and correcting them” / “alla
(a primaria) escoltavem més, més exercicis
orals, de parelles 1 aixo (...) (Aqui) se’m fa
una mica pesat (...) Es tot fer exercicis i
corregir”.). She has also the impression
that she was learning more then.

Pau’s and Anna’s experiences highlight
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different contradictions in the system. Yet
in both cases what students learned in
primary school is not fully taken advantage
of in secondary school. Theoretically,
children are expected to acquire English
implicitly and they are expected to do it
better than older learners because of their
alleged superiority at learning implicitly
(as babies do) because of their young age.
And this is one of the reasons given for
teaching English to younger and younger
learners: they can absorb language like
sponges. However, implicit knowledge
is, by definition, knowledge which one is
not aware of. So, if students are not made
aware of their implicit knowledge in
primary school, as in Pau’s case, then they
perceive that what they have learned until
transition has not prepared them for the
‘new’ classroom activities (beginning with
the diagnostic test, as we saw). This results
in some learners undervaluing what they
brought with them. This lack of recognition
on the students’ part of what they have
learned in primary school may lead them
to perceive 1 ESO as a new start, just as
their teachers do.

Conclusions

In sum, the data collected from teachers,
students, and classrooms indicate lack of
continuity at transition, sometimes even
an abrupt change in the transition from
primary to secondary school. A new start
involves the risk of leaving behind what
students learned in primary school, that
is, of throwing out the baby with the bath
water. Teachers and students’ comments
also indicate a waste of time and interest.
We have noticed that in 1 ESO a lot of
time is spent going over things that are
familiar to students and without sufficient
advance in challenge. This makes some
students lose their interest in class and
reduces their engagement with English
learning. Moreover, a fresh start after a
minimum of six years of English teaching
suggests that we are not fully benefitting

from an early start, even more so when
the type of knowledge that may have been
acquired in primary education is not fully
acknowledged by teachers or by students
themselves.

With respect to the educational system,
we have seen that there is not enough
connection between the primary and
secondary levels in terms of syllabus,
methodology, and evaluation. A clear
implication is the need for educational
authorities to take action to guarantee
continuity in syllabuses and to establish
the necessary effective coordination
mechanisms  between primary and
secondary school teachers. Another
clear implication is that teachers in both
phases ought to have a wider view of their
students’ learning needs. For example,
fostering students’ language awareness
in primary school or effectively building
on what students bring with them in
secondary school.

Our findings accord with those from other
studies of transition for different school
subjects and generally, both in our country
and in the international context. Olano
(2005) gave a similar picture of the English
language subject in our own context
almost a decade ago, which suggests that
transition has not yet been given the
attention it deserves as a major factor in
students’ levels of attainment. Negative
consequences have been observed by
studies in different parts of the world
indicating a drop in attainment and
motivation during transition associated
with three main causes: lack of curriculum
continuity and failure to build on the
students’ previous knowledge, different
teaching styles in the two phases and lack
of appropriate liaison between schools
including poor transfer of information
(e.g. Hunt et al., 2007; Jones, 2009; McGee
et al., 2003).

from primary to

Clearly, transition
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secondary education is a complex and
challenging issue that needs to be
addressed on several fronts. Meanwhile,
and on the basis of our observations and
findings, we believe that the following
proposals would be efficient and feasible:

- to implement training courses
and workshops specifically for
transition teachers (1 ESO) and
grade 6 teachers, together and/or
separately.

- to design specific forms for grade
6 teachers to convey information
to 1 ESO teachers about what their
students can do with and in English.
- to publish graded and commented
on samples of students’ writing in
the proves de competencies.

- to acknowledge the complexity
of teaching 1 ESO students and
to establish mechanisms to assign
experienced teachers to 1 ESO
groups.
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The Importance of Comunity
in Distance Learning

By Donna Lee Fields

This paper is based on a talk given at the APAC conference in February of
2014 on the planning of virtual classes and the perspective one needs to
have in order to be successful. Creating successful online classes is more
than the simple transference of lessons from the physical classroom to the
virtual. It requires familiarization with online tools and the adjustment
of educational methodology. Consciously designing a structure which will
create and support a feeling of community for the all participants is the
core to creating a safe learning environment for students. The marriage of
these elements will infuse the classes with humanity, and will give a phys-
ically separated group of students a sense of community.

Introduction

The digital domain has affected and
transformed the world in dramatic
ways, yet the methods of addressing
these changes -above all in the sphere of
education-is still a work in progress, mostly

because most educators do not yet wholly
understand the demands of this new venue.
Online classes require a philosophical
perspective  fundamentally  different
from that of the physical classroom. To
ensure its viability and success, and with
even more necessity than in the material
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realm, instructors, administrators, and
technological support teams of a virtual
platform have to be able to communicate
quickly and efficiently, educators must be
willing to keep abreast of technological
resources and advances, methodology must
be considered and revised, and, above all,
teachers need to find ways to simulate the
warmth generated by the human presence
in the physical classroom within the virtual
one. Irrespective of whether teachers
philosophically support virtual learning,
object to the all-embracing stance the
education community has generally taken
regarding technology in the classroom, or
bewalil the loss of kinesthetic activities now
being sublimated by touch screens, mobile
phone applications, and web quests, they
must accept the reality that educational
tools are changing and that adaption to the
new educational panorama is fundamental.

Technology has created a duality in
education which has divided instructors
into two extremes — neither of which are
desirable. On the one hand, computers,
interactive boards, and other technological
supplements, are now such an inherent part
of most classrooms in the Western world,
that incoming teachers who have never
had to work without these resources do not
know how to plan without them. One of the
dangers of this stance is that they direct
their students’ attention to computer
screens, and so by default replace essential
class time which could and should be used
as interactive time on a physical level —
students looking at and working with each
other — with interaction with technology
in and out of the classroom. These new
teachers are unwittingly promoting a type
of disconnection in the populace.

On the opposite extreme, educators who
were trained for and entered the classroom
before technology began its incursion are
abstaining from participatingin digitalized
forums. This resistance, more insidious
than it may initially seem, is creating a

generation gap deeper and more damning
than those in the past, as students by and
large more attuned than their teachers to
the changes and benefits of technology
are ‘growing increasingly intellectually
disconnected at school because of the
“keep out” signs posted in the virtual
knowledge ecology’ (Breck, 2006:7).

Intimidation may be the reason many
teachers reject technology in the
classroom, feeling that computers are
here to supersede them. In the same spirit
of caution, those instructors who do take
the plunge and incorporate technology
into their lessons need to understand
that careful deliberation in assimilating
electronic tools into their classroom is
imperative; without close attention to how,
how often, and to what end these advances
are utilized in the educational field, without
having training in resolving the paradox of
creating a physical connection in a virtual
environment (thus ensuring identification
and visibility of the participants in what
is otherwise digital anonymity), very soon
these teachers will have unintentionally
created a generation of learners who lack
the wherewithal to connect emotionally
with their peers on a physical plane.

Already, digital platforms are monitored
by instructors who, for want of experience,
and faced with technology they are
not acquainted with, become quickly
frustrated in their inability to express
themselves online, and feel impeded in
their desire to establish a connection with
their students. These teachers suffer from
the social isolation which the very nature
of the virtual environment can engender;
they need to feel backed up emotionally
and at a technical level, or they will
experience abandonment caused by lack
of administrative support (Murdoch &
Muller, 2011). This is exacerbated by a
consequent decrease in the student count,
which can provoke a sense of failure in the
more conscientious educators.

APAC - ELT JOURNAL / 18



Even students knowledgeable in
technology can also suffer from isolation,
on their end precipitated by classes
given by untrained educators. A student
can be expected to accommodate the
inexperience of their instructors only up
to a certain point, and then impatience
turns further into resentment.

To avoid this progression of events,
educators on every level need to recognize
that online learning is not simply the
transference of lessons from the physical
classroom to the virtual, but rather a
venue which requires a shift in paradigm
and philosophy, and definitive training.
With practice, a teacher can learn to
successfully manipulate the online tools
to then find ways of creating electronic
learning environments — communities —
which celebrate energetic and authentic
connections between all participants.

Community as Part of Genetic
Programming

Humans are social beings. We are
genetically programmed to seek out others
such as ourselves, to share our feelings,
to commiserate, to find people who can
offer us support, advice, approval. This
desire to connect is seen in all civilizations
throughout time. Folk tales — globally
accepted as cultural indicators and
reflections of our societies — are filled with
this yearning to establish communities.
From Greek mythology, Psyche (arguably
one of the most daring daughter-in-laws
of classic literature), faces one of Mrt.
Olympus’ most powerful and vengeful
goddesses just to be reunited with her
husband. Pusillanimous though he may be,
he is, after all, her only family after she
is abandoned by her parents and betrayed
by her sisters. The Russian beauty Basilisa,
relinquished into the hands of her torturers
— her stepmother and stepsisters — by her
father, who was well aware of the torment
they rained over the girl, subjects herself
to the cruelties of one of the cruelest of

witches in folklore —the Baba Yaga—
hoping that by doing so her adopted
family will finally warm to and accept her
as one of them. And Rumplestilstkin, in
his desperation to form his own family/
community, accomplishes the impossible
and turns straw into gold.

Defining Community

Almost as complex as reaching a consensus
on the nature of space, defining community
is a complicated venture. Its parameters
change with almost the same frequency
as the needs of each group. While some
may identify a community according to its
‘unity of will>’ — a group based on feelings
of togetherness and mutual bonds (Wirth,
1926), others conclude that it must have as
a co-axis content, frequency, intensity and
centrality (Glock, 1972). Still others assert
that every community must be composed
of inclusivity, commitment and consensus.
More generally, that which forms a
community is normally a common value,
whether idealistic, risk- or materially-
based.

A working definition of community for this
study is a compilation of the above: a space
in which the participants accept each other,
work to transcend their differences, make
decisions which take into consideration
the multiple perspectives of the members,
are introspective regarding the interaction
of the community, work to know and accept
oneself as an individual, are comfortable
with the common goal of helping others to
feel genuinely accepted, feel safe enough
to share and show vulnerability even and
especially when conflicts occur, and share
the ideal that the group be directed, to
varying degrees, by all of its members.

Educational Methodologie
Transferred to the Virtual
Environment

The amorphic nature of the virtual
environment adds to the complexity of
defining the communities which form and
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function within it. Perhaps in the future,
the an educator’s need to have a physical
reference point for a functional community
may be redundant; however, as virtual
platforms can still be considered a part
of what is a relatively new field, teachers
who participate in electronic classes will
do well to first evaluate the effectiveness
of their teaching styles in their face-to-
face classes before attempting to simulate
those methods in a space which has fewer
concrete and immediate indicators (body
language, real-time exchanges, etc.).
Virtual space is bred for that methodology
which leans toward a more egalitarian,
student-centered vision of the teacher-
student relationship.

Those Educators Entenched in the
Authoriatarianism Model

Thetraditionalteacher-centeredmodel,also
known as essentialism, is an authoritarian
form of teaching which originated in the
early 18" century in Prussia, and was
championed in the western world by
William C. Bagley. It stresses strict and
rigorous practices of traditional subjects
— reading, writing, math and science
— in a highly structured environment.
The teacher in this methodology is the
center of the classroom both physically
and figuratively, and is responsible for
keeping order, for setting the tone, and
for meting out rewards or punishments
based on adherence to classroom rules and
scholastic performance.
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The layout of a teacher-centered classroom, with all information
going in one direction, from teacher to students as passive reci-
pients. (Fields, 2013)

The philosophy of essentialismis manifested
in the very physicality of the classroom
and in the didactics of the teaching. The
schoolroom, with its rectangular, grey walls
housing straight lines of individual desks,
faced by that of the teacher dominating
the front of the room, simulates the
industrial floor design of most factories.
Even 200 years later, schools are still
being built with what is essentially the
same blueprint, and though many teachers
try to soften this stark environment with
colorful decorations and pithy posters, the
rooms never lose their unforgiving nature.

Curriculums developed within the tenets
of essentialism followed — and follow
— strict codes, the two most basic being
that a) lessons were given in the form of
repetitive exercises with the objective of
reinforcing dogged, undisputed ‘truths’,
and that b) students would move from
their seats minimally during the 7-8 hour
school day, only when permitted, and only
for specifically approved motives. This first
tenet achieved two purposes: the student
body’s proclivity towards obedience to all
authority figures, and, for lack of practice
and training, their subsequent inability to
analyze and evaluate their surroundings
with any sophistication; the second tenant
was of equal importance, preparing the
future workers for the 12 to 15 hours
that they would later spend working in
confined spaces behind heavy machinery
which required unvaried, rote, physical
movements.

Manifesting Methodologies in the
Physical Enviornment

The manifestation of the student-centered
model can be seen in the physical layout of
the classroom,which highlights the changes
in paradigm between the traditional
teaching style and the egalitarian one.
Instead of rows of individual desks
facing the front of the room, the tables
in the constructivist classroom are joined
together to accommodate cooperative
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student work. Idealistically and literally,
the students look at each other in order to
complete their assignments. The teacher’s
desk can be placed in any part of the
room, as her/his role is that of a facilitator,
functioning more as support than as the
omniscient figurehead who needs to
dominate the front of the class. Instead
of directing the flow of information, this
teacher aids the students in designing
their own method of working, helping them
search for their own answers to problems,
and supporting their decisions in choosing
the materials which might help them
complete their assignments. The teacher
of the student-centered class still creates
the lesson plans, presents the projects and
follows the progress of the group’s work;
however, instead of the focus originating
from her and extending out, it now begins
at the center of each group of students and
then synergistically flows between them.
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A student-centered classroom with desks grouped together to
promote and support cooperative activities and study. The place-
ment of the teacher’s desk is irrelevant. (Fields, 2013)

The theory of multiple intelligences —
unrecognized in the essentialist classroom
— 1is the basis for the student-centered
model. Just as the layout of the teacher-
centered classroom mirrors its outlook
on education, so does the distribution of
materials and furniture in the student-

centered classroom — the former rigid
and the latter malleable. The layout
of the egalitarian classroom reflects
the acknowledgement that students
assimilate knowledge differently. For the
linguistically inclined of the student body
there is a library of books and/or Internet
access; for those aurally or musically
inclined there is an audio center; for those
with logical and mathematical leanings
there is a game center filled with different
problem-solving challenges; for those with
spatial intelligence there is a place to
draw and create; to promote interpersonal
skills, a student-centered classroom will
often offer a place where students can
congregate comfortably away from their
desks; and for those who need quiet time
there are usually corners where students
can read or complete assignments

individually.

The teacher acts as facilitator, helping groupsadvance in their
projects. (Fields, 2013

e ————— s

A classroom library. (Fields, 2013)
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Virtual Platforms Support
Student-Centered Methodologies

The traditional model in which information
is presented uni-directionally — from
the teacher to the students — will not
be logical to students who regularly use
multiple and simultaneous means to
exchange information; it is impractical
and confusing for students who, for the
most part, will already be accustomed to
multi-tasking and finding information
autonomously.

An audio-visual center. (Fields, 2013)

Anyone who has experience giving
synchronous virtual classes will know
that while the teacher is presenting
information and talking about projects,
some students will be listening, but most
will also be sending each other messages,
they will be exchanging documents
that may or may not have to do with the
class at hand through one or more e-mail
servers, they may be working together
on documents through Google Drive-like
programs, communicating through SMS
messages on their cell phones, calling
each other to speak, searching through
information about the topics the teacher
has mentioned, or completing work from an
entirely different class. Mono-directional
communication is simply counter-indicated
in this venue, shouldn’t be expected, and
the teachers need to adapt.

Freedom to study in alternative areas (Fields, 2013)

On the other hand, given the manipulations

possible in the virtual platform, the

philosophy and practice of student-

centered learning and distance learning

are harmonic. Each element in the

egalitarian classroom is mirrored in the

virtual platform:

library: uploaded documents — the teacher
can make material pertaining to the
course available to the students.

audio/visual center: a folder which contains
recordings and videos pertinent to
the class.

break center: the Forum — students can
post messages to each other asking
for clarification about questions, or
simply commenting on class activities,
for instance.

class time: virtual classes — participants
work as a whole class, in groups, or
independently depending on the
assignment.

As diagram 9 shows, the students have
access to all of these resources at all times.

A dedicated area where students can relax and socialize.
(Fields, 2013)
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Consciously Creating Communities
in Distance Learning Classes

In a physical classroom, the merging of
personalities, the acceptance of different
roles, the dynamics between the teacher
and the students, happen more naturally.
There is more (and more familiar)
information for the senses to process:
body language, tone of voice, insinuating
rhythm of speech, suggestive pauses. The
students push and the teachers set limits.
We’re all familiar with these dynamics, but
they change every year, for every class, and
almost every day. Most of the talk behind
closed doors in the teachers’ lounges has to
do with responding to all of these signals.
They discuss aggressive students, those
that are bullied, some that don’t respond or
those that are not challenged. Essentially,
what they are discussing and sharing is the
formation of class communities.

8 The traditional teaching model transferred to the virtual class.
The students do not have access to each other and learn in a iso-
lated environments. (Fields, 2013)

In distance learning classes, neither the
students nor the instructor can rely on
clues from body language, as for the most
of the class the cameras are off and when
on, only the torso is shown, tone of voice
may be artificial as many have to raise their
voices to be heard through inadequately
programmed microphones, a shy student
in a virtual setting will often hide behind
excuses of malfunctions in their equipment
so as not to have to speak or be seen, etc.
An educator cannot depend on the same

factors that help form communities in a
physical classroom in a virtual one. And
so the structure and the strategy must be
deliberately and carefully planned from
the inception of the course.

il

5

9 The student-centered classroom adapts seamlessly to the virtual
platform. (Fields, 2013)

Further Strengthening
the Community

There are other elements which can help
enormously in solidifying the spirit of
community in virtual space. For instance,
simply using the students’ names
whenever possible, changes the dynamics
and involvement of the participants for
a myriad of reasons. In the first place, it
helps otherwise anonymous participants
to feel seen within a spatial environment
so ambiguous and unintelligible that it was
first coined a ‘consensual hallucination’
(Gibson,1995).Secondly,thoughtechnology
has advanced greatly, most platforms still
do not have the means to permit more than
six participants to activate their video
cameras or microphones at the same time.
It then behooves the instructor to make
every effort to recognize distance learners
personally and directly, augmenting their
sense of inclusion and visibility.

Theargumentthat,assomeeducators claim,
calling on students by name in a physical
or virtual class, might embarrass or make
students feel nervous, is contradicted by
studies which clearly show that, in fact, the
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virtual environmentoffersamore equitable
and nonthreatening forum — especially
for women and nonassertive personalities.
‘Network exchanges seem to help all
individuals...engage more frequently,
with greater confidence, and with greater
enthusiasm in the communicative process
than is characteristic for similar students
in oral classrooms’ (Blake, 2013: 4-5).

Some final thoughts. Though the teacher is
no longer expected to be omniscient, she
or he must still maintain a certain level of
authority, part of which entails being at
least as familiar with shared tools as the
students. The exponential growth of the
internet is at times overwhelming and we
cannot be expected to keep abreast of all
new technology; however, we can also not
expect respect from our students or the
right to authority over them if we do not at
least try. ‘Kids should not have to mentor
adults’ (Breck, 2006:20). An instructor
can rely on the students to help them
with unfamiliar programs and tools only
up to a certain point. Once we make the
commitment to teach with technology, we
have the responsibility to keep abreast of
new educational tools as much as possible.
We expect our students to learn from us
and they need to see us willing to learn as
well.

Conclusions

This study had dealt with the importance
of building community within a virtual
environment. In a community, our inner
strengths, experiences and truths are
supported. Having a community within
digital space gives participants the
opportunity to maximize their learning

and to then venture out into the physical
world with more confidence and positive
energy.

Many educators mistakenly believe that
mastering the technological aspect of
virtual classes and then transferring their
lessons from the desk to the screen is all
that is necessary to adapt to the digital
age; however, the true key to successful
distance learning is in consciously using
the available resources to their greatest
advantage. This requires both skills:
familiarization with online tools and the
adjustment of educational methodology to
the new venue.
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My Vegetalbe Garden

\-

(Escola Els Estanys, Sils)

By Sonia Marcos Bou and Carme Dilmé Burjats

“My Vegetable Garden” is an English
language Project that started 5 years ago
in our school. It is intended for pupils aged
3 to 5 and it takes 3 hours a week with half
groups.

The methodology used is based on the

communicative approach and CLIL
(Content and Language Integrated
Learning).

With this project we aim to increase
English language exposure, to provide a
meaningful context for pupils to use the
foreign language in while learning new
concepts and to reinforce new contents
learnt in other areas.

By splitting groups we offer pupils more
opportunities to produce language either
through games, songs, poems, stories and
experimentation. We plan our activities so
that pupils have to produce little chunks
of language and not just unconnected
vocabulary.

Children are very curious and so we offer
them activities where they can manipulate
and experiment in real situations as a
means of keeping them motivated for
learning. Sensory activities are also a
very good way to integrate leaning. We
have started to use sensory baskets, which
pupils love.

The range of motivating activities is
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wide and they are the main core in each
session. Our sessions usually start with
the teacher going to the classroom to get
a group of pupils, and they sing a song or
say a chant while heading to the English
classroom. Once there, pupils sit in a circle
and do different routines such as roll call,
the weather, the days of the week and
vocabulary revision games. After that,
there is a main activity and when it is time
to finish we sing a tidy-up song and a line-
up song to go back to the classroom.

The units involved in the project are
related to the vegetable garden. We try to
exploit a subject in many different ways
so that pupils are motivated and have
plenty of opportunities to be exposed to
the language. In autumn we start with
pumpkins. We observe different pumpkins
and we talk about size and colours, we
classify them, we observe how pumpkins
grow and their maturation process, we
see if they float or not, we touch and
count pumpkin seeds and do different
craft projects with them, we memorize a
pumpkin chant, we tell pumpkin stories
and watch some videos, we make pumpkin
soup or pumpkin muffins, etc..

When we build a scarecrow for our garden,
we learn about clothes, the body, the
face and autumn colours, we experiment
and observe different leaves, we learn

a scarecrow chant and we tell and retell
stories while children take part in them.

In winter we talk about weather changes
and clothes, we tell snowman stories
and learn different songs and chants, we
experiment with water and ice, we give
weather forecasts.

When it is time to plant seeds, we observe
different seeds and experiment with
plants, we watch different videos to
illustrate the growing process of a plant,
we play boardgames and memory games
related to the process, etc...

When it is time to work in the garden we
remove the weeds, water the plants, collect
some vegetables and prepare a market stall
for parents and observe the “minibeasts”
that live in the soil.
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