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EVALUATION AND ASSESSMENT

It is important to use a range of tools, both oral and written, for assessing student
achievement.

There are many opportunities for assessment, because student oral and written production
of the language is so extensive, even at the beginning stages. Recommendations for assess-
ment of both structured and creative language use are provided throughout each teacher’s
unit guide and are modified as students become increasingly fluent. Assessment pages for
every aspect of the program are also provided in each unit guide, as are in-depth descrip-
tions of how to work with students to support their learning in the IPG work.

Because students constantly produce vocabulary as they speak and read, there is ample
opportunity for the teacher to evaluate oral and written communicative skills development
concurrently during the time allotted for IPG work. This may be done anecdotally or with
checklists. During the on-going daily interactions, particularly in small-group, partner or
individual work time, teachers may gain excellent awareness of each student’s strengths and
weaknesses. The IPG segments give plenty of opportunity to assess each student’s ability to
complete the activities, and what levels and type of assistance are needed. Such evaluation
is described in the IPG work section of each teacher’s unit guide.

Assessment of oral language skills

Due to the design of the suggested activities in this program, students are communicating
orally for almost the entire class time, either through teacher-led, guided/modelled flu-
ency development activities based on the story, or in structured or open-ended spontane-
ous interactions with the teacher or peers. There is a variety of ways that assessment of oral
language skills occurs:

1. Each workbook that accompanies the story-based unit targets a particular area of lan-
guage development. Teachers are provided with activities to demonstrate how students
are able to manipulate the language and negotiate meaning orally with a partner.

2. There are games, played as a whole class, in small groups or in partners whereby teachers
can observe and assess student performance and oral communicative skill.

3. As the program progresses, the opportunities for creative language use in both teacher-
led activities as well as during IPG work time increase. Creative Improvisational Storytell-
ing, oral story retelling, oral/written story retellings and story extensions permit assess-
ment of students’ ability to apply their knowledge of vocabulary, structures, grammar
and spelling conventions to paraphrasing and writing creatively.

4. Finally, as teachers circulate during IPG work time, oppor-
tunities for observation and assessment of spontaneous
fluency are numerous.



Assessment of written language-manipulation ability in structured
activities

Stories in Action!is designed in such a way that accommodations for students at all levels
may be made very easily. Suggestions for these accommodations are in the section of each
teacher’s unit guide related to these activities. While students are working on these activities
each day, during IPG work time the teacher can provide individual attention to students,
working in partners. In the unit guides, teachers are provided with methods to:

* structure these activities for those with special needs who require a high level
of assistance;

* determine what they should expect from the average student;

* challenge those who work quickly and need enrichment.

Through this process, teachers will assess:

e whether the students need a great deal of support, some, or little or no support to
complete the activities once they have been modelled sufficiently with the whole
class;

» what type of help the students need when help is requested;
¢ the accuracy of each response with respect to meaning;

e correctness of syntax;

* accuracy in spelling;

* accuracy in application of specific grammatical concepts;

e what quantity of structured work the student can accomplish.

For example:
¢ Are modifications necessary (reduce length of the activity sheets) for success?
e [s the student able to complete all of the basic workbook work (Activity Sheets A)?

* Does the student need additional enrichment (Activity Sheets B/C)?

* Does the student go beyond what is expected to take on leadership roles and to
assist and encourage other students?
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Assessment of creative written expression

From the time students begin to write creatively in units in Level Two until the end of Level
Nine units of Stories in Action!, the goals of creative writing activities remain the same.
Although the goals do not change, the expectations of the students do. Overall, teachers as-
sess students’ ability to:

write with correct syntax;

write with meaning;

use the language creatively (variety of words used, descriptive writing);

write extensively using a wide range of vocabulary (this increases from year to year);
write creatively (from the point of view of content);

demonstrate an awareness of plot structure, dialogue and narrative;

embellish a story by adding details;

© N e e LD

look for and locate words in the story book, language-manipulation activities, and,
from Unit Level Two onward, in the student vocabulary reference, My Word Book;

9. correctly spell high-frequency vocabulary and be aware of sound-symbol relationships
in English;
10. apply grammatical concepts taught in class to this point, as grammatical awareness
develops (e.g. verb endings [present and past tenses], etc.)

Teachers should look for students’ ability to produce creative writing containing these ele-
ments. However, as experience in the program increases, your expectation of what they
can accomplish should rise. Until units in Levels Seven to Nine, the primary focus should
remain on the first nine goals and with each writing assignment the teacher should look for
improvement in each of these areas. The final goal (grammatical analysis) should become
more important in units in Levels Seven to Nine.

Ongoing and summative assessment sheets

In each teacher’s unit guide, there are assessment sheets to help document student progress
in each skill area. Use of these sheets involves examining all activities and making an evalu-
ation based on ongoing observation of class work during any kinesthetic or oral review
activity, play or song/dance rehearsal, total or partial question activity, IPG work time or
cooperative storytelling activities (whole class or partner). Summative evaluation occurs at
the following times:

* when students complete the supplementary activity sheets, if provided as an end-of-unit
assessment tool;

* when students complete their story retelling or story extension, poem, rap, or journal
entries;

e at the end-of-unit performance or final rehearsal of the play, song and dance.

The assessment pages in each teacher’s unit guide contain rubrics for assessment and
evaluation purposes. There is a description of outcomes at each of the four levels for every
aspect of each one.



The four levels are:

LEVEL 1 with constant support
LEVEL 2 with frequent support

LEVEL 3 with occasional support

LEVEL 4 with little or no support

Student self-evaluation

Each unit contains self-evaluation sheets to be completed once the student has reflected
on each area of achievement. Because the style of activities remains similar from one unit
to the next, students experience a sense of continuity in the process of self-evaluation. They
will have more success at measuring their own progress over time as their skills develop
within familiar activities. The process of self-evaluation is scaffolded and the evaluation
sheets become more linguistically demanding as students’ fluency develops.

Peer-evaluation

In each unit, students have the opportunity to evaluate one or more aspects of their fellow
students’ performance. Again, aspects of this evaluation procedure remain consistent from
one unit to the next, becoming more linguistically demanding as students progress.

Parent feedback

At the end of each unit, after the portfolio presentation to family members, parents are
asked to complete a parent feedback form. Feedback from parents is very important
because:

» the portfolio presentation (sharing of work with parents) is more likely to take place
when there is an expectation of evaluation;

e the parent involvement supports student learning in a variety of ways;

» parents feel they have a voice and an investment in their child’s learning of English;

* youreceive (usually) positive feedback which validates, in one way, all your hard
work!

The parent feedback form is anecdotal, but the fact that they are asked to comment on
each aspect of the child’s presentation provides a structure and guideline to ensure that
students do indeed present every aspect of their final portfolio.
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DEFINITIONS

) The following definitions and lists of examples are intended to help teachers with this pro-

gram. The examples provide suggestions and are not meant to be exhaustive. Included in
this list are expressions used only in Stories in Action!

ACHIEVEMENT LEVELS

These are the four different degrees of achievement described in this program. You may
use other ways to describe the expectations of your students. Level 3 indicates a high level
of achievement. Parents of students achieving at Level 3 may be assured that their children
will be prepared for work at the next grade. Level 1 falls far below the standard. Level 2 ap-
proaches the standard and Level 4 exceeds the standard.

BEAT GESTURES

These are gestures that are repeated as each syllable of the word is spoken. There is an in-
herent rhythm in the gesturing due to the pronunciation of the word. The rhythmic nature
of the gesturing aids acquisition. The gestures may or may not be iconic (natural) as well.
Some examples: today, excellent, continue.

CHORAL LANGUAGE WORK

During all teacher-led activities in this program (i.e. gesture work, TLSE, play rehearsal or
oral language-manipulation activities), students are expected to watch the teacher and cho-
rally produce the words associated with each gesture. Having all students speak at the same
time maximizes participation while it develops good pronunciation. Shy students benefit as
they are not singled out for attention, strong participants are able to contribute constantly,
and weak students are provided with peer models as they participate.

CLUSTERING

Some of the vocabulary on the word lists is grouped or clustered, e.g. opposites of words for
actions that flow in a sequence. This grouping further contextualizes the language. Exam-
ples: put on/take off, up/down, go/come, stop/stay, look for/where is/found.

COGNATE

A word that shares a common origin with a word in a different language.

COMPREHENSION CHECK

This technique allows the student to draw on her/his first language. It is used only on rare
occasions, and almost exclusively during the initial stages of acquisition (the first few pre-
sentations of the word). If not all the students appear to comprehend the meaning of a
gesture, check by asking: What is (word in question in French) in English? Unlike sandwich-
ing, where the French word is used because it appears that none of the class understands, a
comprehension check is used if at least one student is likely to produce the word in English.
Encourage as many students as possible to call out the answer.

For example, with lots of expression (wonder, quizzical look) say and gesture:
* What is ‘travail’ in English? Child(ren) respond(s): Work.

e Yes! Please say the word and do the action: work, work.



To maximize the benefits, immediately after a comprehension check, have all students
repeat and gesture the same word with you in English. For example, until the word ifis ac-
quired completely, before using it in your sentence, you may say:

* Whatis‘si’ in English?
Then contextualize the word when you begin your sentence, as everyone identifies and
understands:

* Ifyou listen and look very well...

Examples of words that often require the extra support of a comprehension check are when,
but, then, because and so. In your formative planning, you will know if your students need
this support.

CONTEXT-EMBEDDED ACTIVITY

This is an activity in which language is presented within a comprehensible context. This
context may be as small as a two-word association to introduce new gestures (e.g. give the
pencil) or as large as a song or play. Putting words into comprehensible contexts is essential
for the development of word-concept and vital to the success of this program.

CONVENTIONS

Accepted practices or rules that represent the way the language is used.

CRITICAL FLUENCY

This level of fluency is reached when students have internalized a basic vocabulary, and can
manipulate this vocabulary spontaneously to communicate most needs, requests and ideas
at a basic level. At this level, students possess confidence and competence and are able

to rephrase thoughts with little frustration, using vocabulary with which they are familiar
rather than reverting to French.

CUES, NONVERBALI/VISUAL

Spoken or unspoken communication that conveys meaning without the use of words. Non
verbal cues include hand signs or gestures, facial expressions, body language, images, and
punctuation.

CUES, VERBAL

Spoken and unspoken language that conveys meaning, including types of words (e.g.
nouns, verbs, adjectives), tone of voice, intonation,
inflection, sound patterns (e.g. rhyme), emphasis, pre-
fixes and suffixes (e.g. indicators of plurals, verb tenses),
pauses for emphasis, pace of speech.

EXPECTATIONS

The knowledge and skills that students are expected to
develop and to demonstrate in class work, and in other
activities through which their achievement is assessed.
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FORMS OF WRITING

Types of writing such as story, play, poem, poster, dialogue, label, cartoon caption, word
game, list, word web, chart, description, letter, journal.

FOSSILIZED LANGUAGE

Incorrect language patterns that have become embedded in the students’ vocabulary are
“fossilized”. This term generally refers to structures transferred from the first language. To
avoid fossilization, it is essential to correct students individually when the error is heard
and to practise the correct form as a whole class.

GESTURE APPROACH

Stories in Action!uses hand signs to convey meaning in conjunction with the spoken word.
Second language teachers help students to internalize vocabulary in a variety of modalities
(auditory, visual and kinesthetic). Part of the approach involves the use of specific vocabu-
lary, developed to ensure that second language learners are exposed to high-frequency,
functional words during the initial stages of language acquisition.

GESTURE ASSOCIATION (TEACHING OR REVIEWING)

Gestures are the individual actions that represent a given word. Each word in Stories in
Action!has a gesture to help students internalize its meaning kinesthetically, auditorially
and visually. Associations are the gestured words that often appear together and should,
therefore, be readily available for students to form phrases and complete thoughts easily.
Some gestures are initially taught by association with another gesture, and the number of
possible gesture associations increases throughout the program. In almost all cases, the
associations begin with a verb (e.g. write) and then the associative words answer such
questions as:

. What do you write? (e.g. I write a story.)

. Who writes with you? (e.g. I write a story with my friend.)

. Where do you write? (e.g. I write in the classroom.)

. With what do you write? (e.g. I write a story with a pencil.)

. What colour is the pencil? (e.g. I write a story with a grey pencil.)
. When do you write? (e.g. I write in English class.)

. Why do you write? (e.g. I write because I like to write.)

N OO s W N

. How do you write? (e.g. I write quickly.)

A complete list of associative vocabulary taught in each unit is provided in the teacher’s
guide. Once introduced, it remains on the associative vocabulary list in all subsequent
units. In the Level One units, the focus is on simple two-word associations:

Eat (some soup), drink (some water), say (the word), etc.

As students progress through units in Levels One to Nine, the number of
two-word associations increases, e.g. Eat (some soup, a salad, a pizza, a
sandwich, etc.) and associations of three or more words are developed, e.g.
Eat the pizza in the cafeteria. You will notice that associative vocabulary is
the same for opposite gestures such as put on/take off; open/close, etc., e.g.
Put on or take off the hat, the coat, the sweater, the shoes, etc.




Of course, associative vocabulary is limitless. This program provides the systematic target-
ing of high-frequency associative vocabulary. As students progress, it is expected that they
will combine words learned to create their own associations in brainstorming activities
provided for this purpose. Activities of this type are scaffolded, and descriptions of how to
move from the teaching of simple two-word associations to the final stage—creative brain-
storming of associations (called Words That Go Together)— are outlined in detail in the
activity lesson plans.

GESTURE TEACHING/REVIEW ACTIVITIES

During the first unit levels in the program, gestures may be taught in isolation or within a
mini-context (sometimes with a gestured association) to enhance meaning. At the end of

a targeted gesture-teaching session, there is sometimes an oral review, where the teacher
models through speech and gesture and later only gestures, making students responsible
for identifying the gestured word. Another type of review ensures that students kinestheti-
cally embed vocabulary by saying and gesturing each word quickly, immediately after the
teacher has said it. As students progress in the program, targeted gesture reviews consist of
one or both of the following activities:

¢ the teacher gestures the words, students say the words;

¢ the teacher says the words, students say and gesture the words.

GESTURAL MIRRORING

In this technique, you mirror with a gesture the words the student wishes to say in English.
The student watches your gestures and produces the corresponding words. This technique
requires awareness of the child’s acquired gestured vocabulary, and may prompt a rephras-
ing of her/his original sentence. When a student approaches you for help, uses French or
appears to be having difficulty, use gestural mirroring to make the student aware that s/he
already has the necessary vocabulary. Students may point at something, or display a fa-
cial expression that you can read. Depending on the context, this is usually easier than it
sounds! Concrete examples are:

* Student says: Ou est mon crayon?

e Teacher gestures for the student to say: Where is my pencil?

¢ Student views gestures, identifies them orally and says: Where is my pencil?

If the student uses French and the vocabulary in question has not yet been taught, it may
be necessary to paraphrase the question. For example, imagine the verb help has not been
taught:

e Student says: Est-ce que vous pouvez m'aider avec cette
question?

e Teacher paraphrases with gestures, using familiar vo-
cabulary: What do I do here? I don't know.

¢ Student views gestures and repeats: What do I do here?
I don’t know.
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Introducing the direct translation is always an option. However, a psychological advantage
is gained by using known words and gestures to illustrate that the student already has suf-
ficient vocabulary to avoid reversion to French.

GRAPHIC ORGANIZER/WEB

A diagram showing the relationships among a variety of ideas.

ICONIC SIGN

This is a sign or gesture that is the most natural one possible and
its meaning is quickly understood with very little contextualization
needed.

INDEPENDENT LANGUAGE MANIPULATION

This is the second language student’s ability to sequence individual words with correct
syntax, to create a meaningful, complete thought utterance. This may be oral or written,
spontaneous or structured.

INITIAL SOUND CUEING

When using gestures to identify vocabulary, the teacher may provide some support by cue-
ing students to the pronunciation of the gestured vocabulary. The initial sound cue gives
only the initial sound or first syllable of the word. The sheer volume of gestures introduced
means that students may need help with less familiar gestures from time to time.

INDIVIDUAL/PARTNER/GROUP (IPG) WORK

The term IPG work identifies the blocks of time in which students are not engaged in teach-
er-led activities. During this time students may complete written activities on their activity
sheets in partners, rehearse the play in small groups, play games related to the unit in small
groups, engage in creative storytelling (retelling/extension/improvisational—oral or writ-
ten) in partners or in small groups. This block of time is essential to the development of
spontaneous fluency. The time allotted for IPG work increases as students progress.

LANGUAGE KNOWLEDGE

Knowledge of grammatical forms, spelling and punctuation.

LANGUAGE-MANIPULATION ACTIVITIES

These are the scaffolded activities (oral or written) specifically developed for Stories in Ac-
tion!to help students develop fluency, or the ability to sequence individual words with cor-
rect syntax, to create meaningful complete thought utterances. The activities are found in
the student workbooks. All written activities are modelled orally as suggested in the detailed
lesson plans. They are completed individually by students during IPG work time. It is im-
portant to ensure that students understand the format of each activity well enough to move
independently to the written work in the student workbooks. There are blackline masters
for basic written language-manipulation activities found in the Activity Sheets A series, and
supplementary activities of each type in the Activity Sheets B and Cseries for students who
work quickly. The activities in the Workbook B or Cseries can also be used as homework or
testing material.



LANGUAGE PATTERN

A particular arrangement of words or language forms that helps the reader determine
meaning by providing a certain level of predictability and reliability; for example, words
that signal a double verb construction, or the ending ent for plural verb forms.

LANGUAGE REFINEMENTS

These are the activities that focus on the form of the language (grammar). Concepts in
language refinement are initially modelled by the teacher through an inductive approach in
targeted gesture work, then applied and analyzed by students in creative language use (oral
and written). Focus on language refinements becomes increasingly relevant and meaning-
ful as students progress into the later units of the program, when they possess the oral and
written fluency necessary to refine and perfect.

LANGUAGE STRUCTURES

Verbal forms and structures such as verb tenses and subject-verb agreements; affirmative
and negative constructions; sentence structures (e.g. simple, compound); contractions.

OPEN-ENDED ACTIVITIES

Activities that allow freedom of expression and creativity, such as story extensions, Creative
Improvisational Storytelling, journal writing in role, personal journals, interviews in role,
poetry writing.

PUPPETS

Each unit has puppets associated with the play. These puppets may
be coloured, cut out and mounted on either a stick or a straw. The
puppets are required for the play presentation to family members at
the end of each unit. Students prepare their puppets for play rehears-
als, and store them with their other classroom materials, either in a
binder, pocket folder or an envelope.

PARAPHRASING FOR COMPREHENSION

If you believe that a word (or grammatical concept) that you have used (gestured or said)
has not been completely understood, you may provide additional contextual clues by ex-
panding on the initial word or concept by paraphrasing. For example, you are talking about
a teacher at your school (whom the students don’t know and therefore you have no frame of
reference to enhance meaning) and you know that the word was only recently introduced
and possibly not fully acquired, then you may paraphrase in the following way:

o We will talk to Mrs. Coté, who is a teacher.
If you believe full comprehension may not have occurred, you may add:
* She teaches the grade eight class.

(The word teach is good here because it links teacher and its related verb teach to class and
grade eight, which provide good clues to meaning.) You may also add:

* She teaches English, like me. I teach English also!
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This technique is useful when you believe comprehen-
sion may not be complete and is also an excellent way
to model paraphrasing and to expand students’ use of
vocabulary and alternatives.

PARTIAL QUESTIONS

A partial question does not contain the answer within
it. It is usually more difficult for a student to answer
than a total question because the student must search
for the missing words from memory or refer to the text.
Partial questions begin with: who, what, when, why,
where, how, how many or which.

POINTING GESTURES

Most gestures are as iconic (natural, predictable) as possible. For a very limited number
of words: English, French, colours, the family, etc., pointing gestures are used. The teacher
points to the image provided in the unit to convey meaning when teaching or to cue stu-
dent production in teaching, review and ongoing use.

PRESENT PROGRESSIVE

A verb construction used to describe an action that is happening in the present moment
(e.g. You are jumping right now. He is singing with me now).

PRESENT INDICATIVE

A verb construction used to describe an action that is ongoing or occurs at a specific mo-
ment in time (e.g. He plays with me every Tuesday. She smiles when he is nice).

PROVIDING ALTERNATIVES

Providing alternatives is a teaching technique, like the comprehension check, where you
provide two options to the students and elicit the correct response. It is a total question
used on an ongoing basis to introduce correct use of vocabulary in a given situation, and
to ensure that you model language analysis early, raising students’ awareness of correct
speech forms through the inductive approach of “what sounds right.” For example:

If students say:
* Does he wants...
Ask the question, providing the alternatives:

e s it ‘Does he wants?’ or ‘Does he want?’

READING STRATEGIES

Methods used to help a reader understand the meaning of a text. Strategies include: contex-
tual cues, prior knowledge, visual and verbal cues, language patterns and cognates.



REGULARIZED STEM

The use of the regularized stem is the key to access to the most important aspect of the lan-
guage—verbs! The regularized stem is the form that is initially taught. It is the base form to
which endings are added, e.g. want, can, make, run, jump, sing, read.

SANDWICHING TECHNIQUE

In this approach, the sandwiching technique is used on rare
occasions when the teacher feels the gesture is not understood
despite attempts to teach it in a context-embedded situation.
The teacher says the target word first in English, then in French
and again in English (e.g. work/travaille/ work), then requests
students to repeat the English word and gesture immediately.
Sandwiching ensures that words that have a less natural sign can
be understood immediately and the gesture-word connection is solidified. The sandwich-
ing technique was introduced by the renowned linguist, Georgi Lozanov, who developed
the Suggestopedia approach. He experienced a high degree of success with the approach
that taught vocabulary to students by “sandwiching” words.

SCAFFOLDED ACTIVITIES

Scaffolding provides students initially with simple activities, with each progressive activity
becoming increasingly more challenging. The term scaffolding also suggests support and,
although activities become increasingly more challenging, the ability to complete more dif-
ficult activities is dependent on success with the easier, preceding activities. Scaffolding is
related to Stephen Krashen’s concept of comprehensible input +1, where, in order for stu-
dents to experience success, they must be pushed to the next stage while being supported
by the development of a solid language base.

SCRIPTED TEACHER TALK

This is the scripted vocabulary that appears in each teacher-led ten-minute activity block
in the teacher’s guides. It models how to ensure repetition of previously introduced vocabu-
lary that will be gestured to the students. The repetition occurs on an ongoing basis and in a
variety of contexts to ensure comprehension, production and acquisition. It models how to
help students develop language patterns and commonly used phrases through repetition.
Once teachers understand the philosophy of the program through the model provided,
they are strongly encouraged to expand on the script and personalize the program!
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SILENT CUEING

When gesturing to help students identify vocabulary, the teacher may simply gesture with
no other support or may cue students to the pronunciation of the vocabulary. The silent cue
is given by mouthing the word that corresponds to the gesture, without saying it out loud.
The constant introduction of new gestured vocabulary makes occasional assistance neces-
sary. This technique may be used at any time.

STRANDS

The curriculum for core ESL is organized into three major areas of language use: oral com-
munication, reading, and writing.

STRUCTURED (LANGUAGE-MANIPULATION) ACTIVITIES

Activities that are scaffolded to help students successfully develop fluency and apply lan-
guage in meaningful ways for communication purposes. These include: cloze activities,
putting words in order, total and partial questions, rhyming activities, complete the sen-
tence activities, working with opposites and games.

SUSTAINED SPEECH

The ability to engage in sustained speech is an extremely important aspect to the develop-
ment of fluency, and an important component of this program. Sustained speech is com-
munication sustained over time, without interruptions. A one- or two-word response or
even a complete sentence does not constitute sustained speech. It requires numerous sen-
tences strung together, one after the other, syntactically correct, comprehensible and cor-
rectly sequenced. Sustained speech may vary from a few sentences in a row to speaking for
extended periods of time, as students do when they describe, retell, extend or create stories.
Story retelling, based on an already memorized play, initiates students to the concept even
before a high level of fluency is developed. Working from this framework, scaffolded activi-
ties develop skills until a student can create her/his own story.

TARGETED GESTURE TEACHING

In each lesson, blocks of time are set aside for teaching or reviewing words and their ges-
tures. The association with gesture gives words kinesthetic and visual input beyond just the
auditory and provides a direct word-meaning connection. Although in this type of teaching
activity, the focus is on the learning of the words and their related gestures, these may be
contextualized through the introduction of gestured associative vocabulary. Gestured words
for targeted gesture teaching and review are found in the word lists supplied in each story
unit and on the accompanying DVD. Targeted gesture teaching
and review activities (as opposed to context-embedded vocabu-
lary presentation in the stories, songs and accompanying activi-
ties) allow the teacher to isolate target vocabulary for in-depth
practice. Words from the list for targeted gesture teaching/re-
view are presented according to:

e functionality;

e frequency;



* ease of acquisition through gesture (physicality/natural or iconic sign);

e integration with the story unit for that level.

Targeted gesture activities include gesture/association teaching and gesture/association
review of words and their meanings, gesture teaching/review of language refinements, such
as the negative, past tense forms, etc.

TEACHER-LED SELF-EXPRESSION (TLSE)

This technique was developed as part of the Gesture Approach for students who are begin-
ning to recognize gestures and are able to name the associated words. During teacher-led
activities, the teacher communicates exclusively though gesture with the students as a
whole group. The teacher talk is scripted to provide a model and the vocabulary carefully
selected to demonstrate to teachers how to integrate and repeat formerly introduced ges-
tures in a variety of meaningful contexts. The teacher may support the students by initial
sound cueing or by silent cueing. The benefits of TLSE are manifested as students are
guided through ongoing contextualized spontaneous speech. They learn correct syntax by
viewing word order. This technique provides abundant opportunities to develop excellent
pronunciation while it maximizes production.

TEACHER-LED ACTIVITIES

These are whole group activities that are teacher-directed. However, students remain ac-
tively involved through the techniques of the Gesture Approach. In teacher-led activities,
students are provided with a model every step along the road to successful language acqui-
sition, from basic word-meaning and connection through simple, text-based internaliza-
tion of language patterns (play and song) to language-manipulation activities based on

the text. The teacher takes students even further into creative language use by modelling
cooperative storytelling (retelling and extension) and targeting refinements of the language
(grammar).

TEACHING VERSUS LEARNING

It is important to make the distinction between teaching and learning. Stories in Action!
aims to ensure that once students have been introduced to the word-gesture connection,
they see, use and feel that connection within a variety of different contexts on a rotational
basis, as the vocabulary introduced returns in the play, language-manipulation activi-
ties, gesture and gesture-association reviews, teacher talk, songs and games. Vocabulary

is experienced on an ongoing basis. It is important to constantly ask oneself the question:
Now that I have taught the vocabulary/concept, has it been learned? We know that it has if
the student is able to apply/use it in spontaneous production of the language (oral and/or
written).
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TOTAL QUESTIONS

A total question contains the answer within the question itself, and begins with do, does, is,
are, am or can (in the present tense). It is easier for the student to respond to a total ques-
tion than to a partial question. Total questions may be made very simple, by placing the
complete thought response at the end, e.g. Does the cat want to play or want to eat? The
total question may be made more difficult by embedding the response within the question,
e.g. Is the sky up or down?

VOCABULARY

Vocabulary is grouped into the following categories:
* basic vocabulary—common, high-frequency generic vocabulary necessary for com-
munication but not necessarily connected to a specific story unit;

e context-specific vocabulary— vocabulary related to a play under study.

WORD-GESTURE CONNECTION

Students make a connection between an individual word and its meaning by learning a
gesture. Through the Gesture Approach, teachers help students acquire meaning, visually,
kinesthetically and auditorially. The word-gesture connection allows for the development of
word concept.

WORD PATTERN

The arrangement of certain aspects of a group of words that have common elements with
respect to meaning, spelling and/or sound, e.g. the addition of ed to the verb rootin the
formation of the past tense for certain verbs.

WRITING PROCESS

The process involves completing an edited piece of writing. The writing process has several
stages:

* brainstorming ideas;

* selecting a topic, the purpose for writing and the audience;

* developing a plan;

e writing a first draft;

* reviewing and revising;

e editing and proofreading;

e producing a final copy.

WRITING SKILLS

The skills required to produce coherent, comprehensible, effective writing include: brain-
storming, organizing and sequencing ideas logically, using language patterns, structures
and grammar concepts correctly, adding detail where appropriate, applying correct spelling
and punctuation, and editing to correct errors in grammar, vocabulary, spelling and punc-
tuation.
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