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A Note from the Joint Co-ordinators
Lots of committee changes are happening in the Young Learners Special Interest Group at
the moment.
Despite our best attempts, Events Organiser Wendy Superfine has finally succeeded in
breaking free, ostensibly into retirement, though someho~ I find this hard to believe.
Wendy has been involved with Young Learners since the outset and we all owe her a
tremendous debt of gratitude.
At the same time we are very pleased to welcome to the committee her equally energetic
replacement, Gordon Lewis. Gordon is New York based at,the moment providing us with an
opportunity to extend our tentacles, if that is the right word, to the home of TESOL.
Gordon also has extensive background knowledge of Germany and has been drawing on this
to plan, with Debbie Smith (Joint Co-ordinator and Events Organiser) our next Young
Learner conference in Bonn on 31 May 2002. Confirmed speakers are Gail Ellis, Penny Ur,
Carolyn Graham, Andrew Wright, Herbert Puchta - so you can see that Gordon is off to a
flying start!
Sandie Mourao, our very successful Discussion List Moderator, is currently shadowing me
with a view to taking over as Joint Co-ordinator with Debbie Smith. This will allow me to
achieve my aim of focusing solely on the web site where I have various ideas I'd like to
implement. This leaves a vacancy for Discussion List Moderator; please get in contact if
you think you might like to give this a go.

Debbie Smith has signalled her intention to stand down as Joint Co-ordinator in the nottoo-distant future; Eleanor Watts has expressed an interest in taking over once she has
finished editing the next newsletter and the joint Stories publication with Literature and
Culture SIG.
With all these changes one !'l'ight suspect behind the scenes 'goings on'. In fact , committee
meetings are a relaxed affair with tea and jelly babies passed around; our thanks to
Membership Secretary Andy Jackson and to Bell Schools for the use of its Fitzgerald
Square premises for this purpose. Finally, thanks to Carol Read for her editorship of this
newsletter and to you , our members, for your contributions. I know that I can confidently
predict its excellence.

Christopher Etchells
Joint Co-ordinator
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Editorial
This issue of CATS started by inviting a range of people working on YL MA and other courses at British
universities to contribute an article. The aim was to create a n issue which would g ive readers a flavour of the
current issues and concerns of the YL profession in a British academic context. There was no restriction on the
topics contributors could write about. My only proviso was that articles should not be solely theoretical but rather
that they should show the application of academic insight and research to classroom practice in ways that the
majority of us, as practising teachers, would find helpful and relevant.
As the articles began to trickle in, I noticed that, quite by coincidence, there was an implicit common theme
running through all of them - "scaffolding" - which is illustrated on the cover a nd which is Jerome Bruner' s
wonderfully visual term for describing the way in which adult carers and teachers can support children's
developing language and cognition in appropriate ways as they move towards increasing competence.
In the opening article, Jayne Moon argues for the use of communication tasks as a vehicle for helping children to
develop their interactional skills. Jayne proposes a framework for " scaffolding " children' s introduction to such
tasks over a period of time and this is illustrated with reference to a ' D escribe and Draw' task for 7-8 year olds.
In the next article by Annie Hughes, the theme of " scaffolding" is also explored, this time in the discussion of a
'three-stage journey' in which children move from teache r-led dependence to learner-led independence in language
learning. Annie uses the examples of a pair work dialogue and a well-known, traditional song to illustrate her
points.

Jane Willis and Mary Slattery continue the theme of "scaffolding" in a rather different way. Through focussing
on the collection and organisation of language data that teachers actually use, they prov ide interesting samples and
a checklist of areas for " scaffolding" children's understanding and the construction of significant meaning in class.
Jane and Mary stress how invaluable it is that classroom talk takes place in Eng lish and, in describing this, a lso
provide helpful "scaffolding" for teachers who would like to investigate and/or develop their o,vn use of English as
the usual means of communication in class. The article which fol lows is by Liane Johnson, an experienced YL
teacher and MA student, and appeared on my computer screen by chance just as I was getting this whole issue
underway ! Liane' s article describes a classroom investigation into storytelling with a g roup of six-year-olds and,
yet again, explores the theme of"scaffolding", this time by looking at ways of increasing children 's participation
and interaction during the telling of a story in order to extend their learning.
In the final article, Shelagh Rixon turns our attention to the development of initial reading skills and outlines
possible paths fo r "scaffolding" children into literacy in a foreign language. Shelagh describes the options and
choices confronted by MA students at the University of Warwick when they have the opportunity to compare and
contrast issues and approaches used to develop Ll and L2 reading in the UK w ith systems and approaches adopted
in their own country, and the rich areas of research interest that this can produce.
ln the book reviews, Niki Joseph reviews Lynne Cameron' s recent book, Teaching Languages to Young Leaners
(CUP) , John Clegg reviews Jane Willis a nd Mary Slattery's book, En?,lishfor Primary Teachers (O UP) and
Eleanor Watts reviews the Penguin Young Readers Series (Lon?,man Penguin). In the rest of the newsletter, Chris
Etchells gives us guidelines for creating a simple web page with our students using Word and Sandie Mourao
summarises highlights from the YL SIG Internet discuss ion list and also reports on the Lisbon conference.

If you' re interested in the next YL conference, organised jointly by IA TEFL a nd Berlitz Kids, be sure to check out
the details after page 36 ! And if you ' re interested in contributing a story to an exciting new IATEFL publication,
don't miss the guidelines after page 38!
Finally, my warmest thanks to all the contributors. I hope that everyone enjoys this issue as I much as I have
enjoyed the "scaffolding" (of a rather different kind!) that has go ne into putting it together! If you have any
comments or suggestions for future issues, please do get in touch .

c. read@arrakis .cs
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The Use of Communication Tasks in the Young
Learner Classroom
Jayne Moon
Communication tasks are used in the young learner classroom, sometimes because they are fun, sometimes to
promote fluency or sometimes just because they happen to be in the textbook. In this article, I am suggesting that
we need a more principled basis for using tasks with young learners and want to argue for the use of tasks mainly
as a vehicle for helping children to develop their interactional skills.
Communication tasks are activities in which the learners engage in exchanging messages to achieve some goal e.g.
solving a puzzle, finding out some information, winning a game which is not concerned with language itself. In
other words, they engage learners in using language in a purposeful way. Examples of such tasks include ‘Find the
Differences’, Describe and Draw’, and Survey activities. Such tasks are associated with communicative and taskbased learning approaches to teaching. They require not just the use of linguistic skills but also awareness of
communication processes –being sensitive to the needs of a partner in the interaction process.

Difficulties children encounter in using tasks
Typically children between 5 and about 9 years of age find it difficult to take account of the needs of their partners
when interacting in their first language (L1). They are not always aware that their message to a partner is
incomplete or ambiguous and on the other hand, their partners are often not aware that they need to signal that they
have not understood or that the information they received was incomplete (Nelson and Ricard quoted in Cameron
2001, Lloyd 1990 in Grieve and Hughes). Evidence from L2 children reveals very similar problems (Pinter 1999;
Ross 1998). These problems are not so surprising if we consider that communication tasks require children to do
something quite strange; in normal everyday interactions, even in the classroom, children tend to rely on adults to
manage the interaction and to signal lack of clarity or a problem with the message. (Lloyd in Grieve & Hughes
1990). Children’s difficulties are partly due to the effects of age and the fact that children are still developing.
While some children do manage to successfully complete such tasks, it is often through luck and the quality of both
the interaction and the language output is often very restricted so raising questions about the value of such tasks for
interactional skill and language development. So what then is the value of using communicative tasks with young
learners? I think they can be justified if we view them as a vehicle for learning how to interact and not merely as
an end in themselves, done just for fun (although children will get increased enjoyment if they can take part in them
successfully). But this means carefully taking account of children’s metacognitive, cognitive and linguistic level
when planning the use of tasks.

Supporting the Development of Children’s Interaction Skills
It may be helpful to analyse the kind of demands that such tasks place on children so as to plan how to support the
development of interactional skills in a systematic way. If we consider the nature of typical communication tasks,
they make the following demands on children:

Linguistic demands: children need to use their language skills to describe, to ask, to confirm, to clarify etc
Interactional demands: children need to understand not only what they have to do in completing the task but
also the needs of their partner - to provide clear and detailed information to help their partner, acknowledge
information given to them, signal if there is a problem etc. Children need to see the task as a collaborative
enterprise, rather than a competition, if they are to successfully develop their interaction skills.

Management demands: this involves being able to manage the task demands systematically and solve problems
which emerge e.g. decide on where and how to begin and how to work together so that they find out the common
reference points first and don’t jump around randomly or that they agree on how to carry out the task first.
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The demands are clearly high and so in the initial stages, the teacher needs to reduce some of these by taking them
on her/himself and providing a communicative support system. So, for example, the teacher takes on the overall
management of the task by simplifying it, modelling systematic procedures for carrying out the task and reminding
children of what is important. Gradually these supports can be withdrawn as children manage to take on more and
more control themselves. These suggestions and those below are influenced by Vygotskian notions that learning is
initially social: children learn to do things initially with the help of adults but slowly, as they begin to internalize
the understandings needed to carry out such tasks, they can take on more responsibility for and control of them.
Here are some suggestions for staging children’s introduction to the use of tasks over a period of time. These will
need to be adjusted to suit a teacher’s own learners, considering age, interests and teaching context. They are
illustrated with reference to a version of the ‘Describe and Draw’ task. This example might be suitable for 7-8 year
olds who have been learning English for at least 2 years. ‘Describe and Draw’ is a task normally carried out by 2
people (A and B) where the goal of the task is for A to describe a drawing to B so that B can reproduce this as
accurately as possible. Pinter (1999) found this type of task problematic when piloting it for her Ph.D. because of
its open- endedness: the task either becomes very complex or over simple, depending on how children interpret it.
Its advantages, however, are that it involves drawing which children find enjoyable and the production of a drawing
provides concrete feedback or evidence of successful outcome, useful features when focusing on skill development.

A framework for interactional skill development using tasks
1. Demonstration/ Modelling
a. The teacher first introduces children to the task and tries to create a purpose which will make sense to children.
(This may need to be done in the L1 in a foreign language context). So she/he explains that they are going to play
an interesting game which involves drawing, in which one child (A) has a drawing and the other child
(B) can’t see A’s drawing. The aim is for A to describe what is in his/her drawing so that B can reproduce it as
accurately as possible (with no peeping!). Creating a meaningful purpose is essential if children are to engage in the
task with understanding. The teacher explains that the game will help them to become good at communicating with
other people in English, relating this where possible to particular experiences pupils may have had.
The teacher begins by creating a common reference or starting point (e.g. a circle which represents a face) so that
all early instructions for drawing will relate to this. The reason for choosing a face is that it represents a meaningful
picture for children initially and their knowledge of what they are trying to create helps to reduce open-endedness
and unpredictability. This frees up mental space for children to focus more on the interaction. (At later stages, new
elements can be added or the picture changed to create greater challenge). As most children are familiar with the
elements of a schematized face drawing, the variable element will be represented by 3-4 different colours (a blue
nose, red eyes etc) and later to make it more challenging, by introducing variable colours according to location e.g.,
the left ear is red, the right ear is blue). An initial example can be drawn on the board with pupils’ help so they are
familiar with the nature of the type of drawing to be used. The children can suggest the colours for the eyes, ears
etc as the teacher draws.
e.g. eyes = blue
ears = red
nose= green
mouth = blue
The teacher then tells children she is going to make her own version of the picture and they have to see if they can
be very clever and create exactly the same picture as hers just by following instructions ( i.e. focusing on the
words).

b. Teacher demonstrates the task with the whole class using a changed version of the original drawing above but
describes it deliberately badly giving inadequate information so making it difficult for children to complete
successfully. e.g. T: Draw a circle. Draw two eyes. Draw a blue nose. Draw a red mouth. Draw two ears. (In
teacher’s drawing, the eyes were green and the ears were blue)
Teacher calls several children to come out and compare their pictures with hers, some of which will be different
from the teacher’s version, because she did not indicate the colours of the ears or the eyes. Teacher then discusses
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with the children reasons why their pictures may be different from hers, identifying the fact that her description was
incomplete and asks how she could improve her instructions. She then tries out another version of the task with
children, in which she provides clearer instructions. She compares children’s drawings with her own and asks
children if her instructions were better and why.

c. Teacher then asks if there is anything else which can help the listeners/drawers

(Bs) to be successful. She elicits
from them (with prompting) that Bs can ask for clarification if they are not sure what to do. She then gets two
confident pupils to prepare another version of the face (varying the colours of the main features again) and instruct
the class (one pupil gives the instructions while the other acts as a buddy or support to prompt A if needed). She
acts with the class to follow the instructions and models how to ask for clarification and interact, encouraging
others to do the same.
e.g. Pupil A: Draw a circle in your book for the face.
T: Is it a big circle?
A: Um.. yes a big circle
Draw two eyes
T: Wait please. I am not ready. O.K. ready
A: Draw two eyes
T: What colour are the ears?

The teacher can write some of these questions on the board as a prompt for later use
So in these initial steps, the teacher is modelling the task, demonstrating procedures for carrying it out which
involve the need to interact with a partner and highlighting what is important and why.

2. Joint Activity
d. Teacher then draws another version of the face (varying colours of key features or perhaps adding some new
features e.g. hair to increase challenge a little) and carries out the task again to see if children have got the idea that
Bs need to ask for clarification if they are unsure and As need to check Bs are following. She encourages and
prompts them if needed. (This stage can be repeated more than once with different versions of the drawing). So the
teacher is working jointly with pupils at this point, still keeping overall control but giving them a chance to do
some things themselves e.g. ask for clarification when following instructions while she still gives the instructions.
At the end of the task, the teacher gets children to compare their versions with hers and teacher discusses with
pupils what kind of behaviour helped them to complete the task successfully.

3. Supported Activity
e. Teacher gets two pupil to volunteer as A and B and two more pupils to act as buddies to them. The second pupil
in each case is acting as a buddy to the pupils who will act as A or B - to prompt or help them but only if they get
stuck. When a task is being carried on under real time pressures, children can often feel momentarily at a loss. A
buddy is observing and so may be better able to identify problems and prompt their partner. The pairs demonstrate
in front of the class with a new version of the drawing prepared by A and at the end, the class discusses how
effectively A and B and their buddies carried out the task. Then A and B swop over so they get to experience the
opposite roles. Any insights they have gained from their new role can be drawn out in a follow-up discussion.

f. Pupils now all work in pairs of As and Bs with buddies to support them, if feasible. (It may be that younger
children will be impatient to have a go!). When they have finished the task and compared drawings, they swop
roles accompanied by their buddies. Later buddies get a turn to act as instructors and drawers (maybe in another
lesson). At the end of the task, the class discusses how effectively they worked to complete the drawing and how
successful they were. The discussion is important so that teacher can highlight positive interactional behaviour. In
this phase, the teacher has now stepped back a little but is still there ready to help and additional support is
provided by the use of buddies
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4. Individual Activity
g. When the teacher feels children are ready, they can work on their own with a partner. It is probably best that
children work with a more familiar drawing when they first work independently but as they gain confidence, the
challenge can be increased by changing the basic drawing or adding new elements to the existing drawing.
At various points in the sequence, the teacher may want to increase the level of challenge once children are familiar
with the basic procedures. The level of challenge can be increased by:
• Including additional elements into the face drawing ( e.g.eyebrows, hair, spectacles, hat – all elements which
are simple to draw)
• Introducing location into the face drawing (the right ear is blue and the left ear is red.) but setting a basic rule
about the use of left and right perspective to avoid confusion.
• Introducing a new schematized drawing (e.g., a house in which the colour and number of windows and /or
doors vary, a simple monster picture with variable elements e.g. number of eyes, arms, legs.)

Further Development
At a later stage, the teacher can introduce a new element into the task which encourages monitoring and checking
as follows: when A has finished instructing, he /she has to check Bs drawing and if there is a mismatch, he /she has
the responsibility to give further instructions to help B make his/her drawing closer to A’s. This procedure is
encouraging children to regulate and take greater control over their own behaviour (develop metacognitive skills).
It also highlights the collaborative nature of the task.
At some point, the teacher could allow children more choice in what to draw although some limits would need to
be set so that the drawing did not become impossibly complicated, placing too heavy a linguistic and cognitive
demand on the children receiving the instructions. Finally teacher could introduce children to the idea of managing
the task systematically by getting As to provide an overview of their drawing first before they begin instructing
e.g.. My drawing shows a garden. In the garden there are ….
This article has argued for using communicative tasks as a vehicle for helping children to develop their interaction
skills, in a way that takes account of their developmental needs. This highlights the teacher’s role in acting as
communication support, the need for careful adaptation or simplification of tasks so they include features which
can support children’s learning and the staging of various types of activities so as to gradually build up children’s
capacity to interact and manage the task.
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Supporting Independence:
teaching English to young learners within a
three-stage learning journey
Annie Hughes
This article will consider three stages which we seem to go through as language learners, from being highly
dependent on the teacher, to becoming supported learners, with choice, and actively contributing to an input in the
activities, and finally, independent users of the target language. We will look at some example activities found in
the first two stages for our young learners.

Learning as a journey
Learning anything new is a journey. We will discuss the journey that our young language learners will be travelling
below, but first, it is important to consider why teach foreign languages to young learners? (by ‘young’ I mean
learners up to the age of about twelve).
Let’s think about what subjects we do often teach young learners in their normal school curriculum. If we were to
consider a short list of, say, maths, geography, science, history, music, literature and language, we would probably
not be shocked or surprised. But it is worth pausing a moment and reflecting. Why do we teach young learners
science or history, or any of these subjects?
We are teaching these subjects as a starting point, as a foundation on which further learning will be based. We are
introducing each subject – not encouraging the learners to study them as pure subjects, but to introduce learners to
the idea that these interesting things are to do with their lives. Indeed, very often the lessons will not be called
‘science’ or ‘geography’. Mostly, in young learner classes, the subjects will be introduced in a more global way, as
they are generally taught via a range of topics within a cross-curricular and activity-based syllabus.
In other words, we would not teach science to young learners, within topics or activities, at Quantum Theory level.
Rather, we would teach them about the science that is in the world around them and with which they can interact.
This would be the sort of science that they can see, feel and experience and can cognitively understand. This then
forms the foundation of understanding of science for our young learners. They will develop this foundation and
build on it, and their understanding of the subject, as they progress through their school career.
Our present understanding of how children learn is that they learn to think, problem solve, question and try to make
sense of things around them best when they interact with the things they are being introduced to. Learning is also
successful when the learners have the guidance, learning environment, intellectual and emotional support created
by a mentor, or teacher, who understands how young learners learn and can provide the most suitable activities to
support this learning. This teacher will be able to introduce the target subject in an interactive and meaningful way
for the learners, whilst at the same time he or she will model learning, questioning and thinking and by doing this
will help the children develop learning skills.

Learning a foreign language
If we also introduce a foreign language to our young learners, then we should, presumably, do so in the same way
as we introduce any other subjects to them i.e. show them how the language can interact with their own lives. We
would lay the foundations of this language use, show them how this new language can have a link with their
everyday lives and introduce the idea that it is positive to speak other languages and communicate more easily in a
world which is becoming ‘smaller’.
First and foremost, the structure of the target language is not what we would want the young learners to focus on at
the beginning of their journey. We want them to focus, initially, on the way to communicate, just as we would want
them to notice how, in science, the seeds grow first, or that cutting an orange into four, in maths, shows you what
quarters are and so on.
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Only when the children have the ability to communicate by using the target language can we then start introducing
them to some of the ‘nitty gritty’ of how language works, or the detail of cells growing from the seed, or the
extended and detailed way that we can calculate what a quarter of anything is. These concepts are usually
introduced later in their cognitive development and when they can comfortably interact with the knowledge base in
the subject, to support their understanding of the ‘nitty gritty’.
We must make sure that our learners can handle the tools of learning and interact comfortably with the subject
before we ask them to strip down what they are learning and look at its component parts. Do we learn to drive by
stripping down the car engine first and putting it back together before we get behind the wheel? Well, if we did that
our roads would be a great deal emptier! If we ask young language learners (or learners of science or maths) to strip
down the subject itself before they actually use it and understand what they can do with it, they would rapidly
become very demotivated.

The three-stage journey
So, we are taking our young language learners on a three-stage journey from total dependence as learners of the
language to a degree of independence in that target language. However, the majority of the language learning will
take place in the supported independence state, the second stage. The supported independence stage can be
imagined as a continuum along which, over the years in which they are language learning, our learners move,
needing less and less support as they move along it until they become independent language users.
The dependence stage in any language is at the very beginning when the teacher is the ‘knower’ of the language
and gives the learner more or less interaction and knowledge of the target language through the activities they use
in the classroom.
We are going to look at the first two stages of this journey of learning for our young language learners. The second
stage is, probably, the most crucial stage, in which the learner can acquire a great deal of understanding and
knowledge of the target language (or subject) as long as the activities support it. We will look at some activities to
illustrate what I mean below.
If we think about the first, or dependence, stage this can be particularly teacher-led and teacher-controlled. For
example, the teacher may ask the children to carry out an activity in which they are in pairs and ask and answer
each other simply:
1st pupil:
2nd pupil:

What’s your name?
My name’s Diego

This is a typical pairwork dialogue from a beginner class that we would probably all recognise. However, if the
children in the class know each other and have been in class together for some time, before starting English, we can
immediately see that the teacher may be controlling the situation too much. If the children know each other they
would not really need to ask/ answer this question at all. The activity, then, is an empty activity and fairly
purposeless for the learners. And yet, we can understand that these particular structures may be on the syllabus, at
this stage, and the teacher still needs to control and support the activity and the language learning which is going
on, in a close way.
The teacher could make the activity more student-led, and far more meaningful for the learners, without losing
control but in a way which would encourage more interaction from the learners. They could use the language in a
more ‘real’ way, so that the learners would be asking the question because they wanted to know the answer. This
would make them far more actively involved in the dialogue and, ultimately, in the language. By using a simple
face drawn on the end of a finger (see fig. 1) the children can create a puppet and then, in pairs again, ask the same
question. However, this time the puppets are ‘talking’ to each other.
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Fig. 1.
In this revised version, now, there is far more student participation, but the teacher is still giving the learners the
same activity and is still in control of the class, the time frame and the language practice. However, the learners can
input some information of their own and have a degree of choice, over things like the look of the puppet and their
names. The learners feel they are involved and in control of some aspects of the dialogue and the teacher also feels
that they are in control of some aspects of the class management and language practice and output. The result is a
stage of supported independence
Dependence

Supported Independence

Independence

Teacher-led

Teacher & learner-led

Learner-led

Early stages
of language
learning

Starts soon after the beginning
of language learning has
started

The long-term
aim of language
learning : independence
in the language

Fig. 2
To take another example of the way that teachers can encourage the learners into the supported independence stage
of language learning, teacher may ask the learners to sing a song such as ‘Head, shoulders, knees and toes’: a very
useful song for introducing and recycling language for the body.
However, we can, as teachers, forget that just singing a song may not be that purposeful or meaningful to the
learners. As an alternative, the teacher can sing the first verse with the class and point to the particular parts of the
body as they sing each item of vocabulary, to introduce or remind learners of both this vocabulary and the tune for
the song. Then, the teacher can organise the learners into groups of 4 or 5 and ask each group to create another
verse using one part of the body and the first verse as a model.
So the teacher could write the following on the board:
Head, shoulders, knees and toes. Knees and toes.
Head, shoulders, knees and toes. Knees and toes.
Eyes, ears, mouth and nose.
Head, shoulders, knees and toes. Knees and toes.
Then they should make a point of showing the learners the pattern of the verse i.e. that:
- the lines are really like a list of parts of the body.
- in three lines the last two items are repeated.
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- there are 8 parts of the body, in total, in the verse.
Now the teacher tells the learners that they will create a new verse for the song and that they should use the same
pattern : 8 new items of vocabulary etc.
However, the teacher will also give each group a different part of the body to sing about e.g.
group 1: the head and face
group 2: arms and hands
group 3: legs and feet
group 4: inside the body!
Thus each group is challenged to only find vocabulary for that part of the body.
The teacher could also add some ‘rules’ to the activity:
Rule 1: no repetition of any of the items in verse 1
Rule 2: only items from ‘their’ part of the body
To help the learners, there could be some picture dictionaries available with parts of the body illustrated and,
ideally, the teacher can go round each group and help the learners by ‘translating’ into English the parts of the body
they point to and name in mother tongue.
The teacher should give the learners time to complete this activity - probably about 10 to15 minutes - and as they
are working on it, the teacher should go round the class and help the learners to complete their verses.
Once all the verses are complete then each group should sing their verse and point to the parts of the body they are
singing about. It is a fun activity and the verses can always be collected into the ‘Class Body Song’ which the class
can sing in the future.
The activity becomes real, to do with the learners own world (their bodies), full of interaction, based on the
learners’ knowledge of the world, as they generally know a lot of body parts in mother tongue, which is purposeful
and has a real and fun outcome that can be referred to in the future ( e.g. if all the verses are collated into ‘Class
Body Song’). Thus the teacher has used an activity for learners which can easily be seen as a supported
independence type activity. The learners have some choice and work in an independent way, while the teacher
keeps control over the language which is being introduced or recycled, and is able to make the activity more
learner-led at the same time.
So, as a review of the first two stages of language learning and to imagine what the learner’s comparable target
would be as independent language users, please see fig. 3.
Dependence

Supported Independence

Independence

Teacher –led

Teacher and learner-led

Learner-led

Take part in a
dialogue with
a known outcome

Take part in a dialogue
with unknown outcomes

Take part in
open dialogue

(What’s your name?)

(What’s your name?
With simple finger puppets)

(Meeting and greeting
someone new and having an open conversation
with them)

Sing a song

Use a song model and
create a new verse

Write own
song in TL

(Head, shoulders..)

(Head, shoulders into
‘Class Body Song’)

Fig.3.
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Supported Independence stage activities should therefore be activities in which the language:
•
is contextualised;
•
is highly interactive for the learner;
•
relates to the learners directly;
•
is linked to an immediate and visible action/situation;
•
is both verbal and non-verbal;
•
is meaningful and purposeful;
•
is large in quantity over a great period of time;
•
is linked to real social interaction between the learners.
We must remember that we are dealing with learners that are not able to understand language as an abstract concept
but who, nevertheless:
* are able to understand their own world
* have a lot of knowledge of their own world which they can bring to the classroom
* are generally highly motivated
* frequently have very few inhibitions
* are willing and enthusiastic when it come to new experiences
* are curious
These are important factors to remember when we come to think about how children learn a language or, indeed,
how any learner learns a language. Children need support, but within this they can also be active participants in the
journey of language learning.
Why do we want our learners to travel on this journey towards independence in the target language? Language is
all about interacting, as an individual, with others in a variety of ways and forms. We are trying, first and foremost,
to teach our children to become responsible for their thoughts and actions in the target language. We want them to
become responsible for active learning and to reflect on their learning so that their future learning will be as
successful and meaningful as possible for them.
So how can we create the most suitable environment for this? We need to think through activities and ask ourselves
if they are meaningful and purposeful, interactive and interesting to our learners at each and every stage, whether
we are using a coursebook or our own materials. We need to consider if we can use activities which reflect the
supported independence stage of learning, or whether we only use activities which keep the learners as dependent
learners? If we find it is the latter, we can then consider ways to adapt activities to make them more learner-led as
well as teacher-led, in line with the illustrations above.
It can be exciting to be a learner and if learners feels they are actively involved in learning and taking some
responsibility for their own learning through actions within the class activities, then learning can be especially
exciting, rewarding and successful. As teachers, we need to help our learners become successful learners through
much more use of the supported independence stage of learning.
Annie Hughes is Assistant Director of the EFL Unit, University of York. She is Director of the MA in TEYL.. The
MA in TEYL is studied by students who live and work all over the world. The programme was founded in 1997 and
attracts many students each year. Annie is a trainer trainer, teacher trainer and consultant for EYL projects all
over the world and is also a writer of course books and teacher’s resource materials
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ESP for Primary English: what language
do teachers need?
Jane Willis and Mary Slattery
This paper describes findings from the data collected from primary English classes for the preparation of the
syllabus for 'English for Primary Teachers' by Mary Slattery and Jane Willis, OUP 2001.

Children learning language
Children can only learn a new language if they have sufficient exposure to it. They need to experience the new
language in situations which engage their attention and where the meaning of what is being said is paramount, then
they will acquire it naturally. But they can only acquire what they hear and attend to. So if they don't hear very
much of the new language, or if they don't listen, they will not learn very much.
They may not begin to speak the new language freely for some time, and to start with, it is difficult to observe their
progress. But the more input they receive, the faster their comprehension will grow. And so will their ability to
imitate intonation patterns and short familiar chunks, and finally to speak.

Teachers teaching language
It follows, then, that the main role of the teacher is to provide learners with rich exposure to the new language by
talking it a lot, (yes - teacher talk is essential!), and setting up situations which actively engage children in trying to
understand what is said in order to do or achieve something and to have fun - through the medium of English.
Teachers of English to Adults who are new to teaching Young Learners will need to stop 'teaching' and learn how
to set up activities that engage young learners, offer opportunities for learning and also how to use English
effectively while doing so.
By 'effectively' I mean making whatever they say in English comprehensible to the learners. This can be done by
building on routines learners already know and giving instructions for them in simple English, by using gesture,
miming, demonstrating and so on. Note that although translation is useful if learners are really confused, if it is
used regularly, learners will stop trying to understand what they hear in English, will switch off, stop listening and
switch back on when they hear their own language, thereby missing opportunities to learn.
Teachers at primary level who are asked to begin to teach English as well as their other subjects should be
sufficiently competent in spoken English to enable them to interact naturally in English with their children and give
their learners the exposure they require to help them learn.

Problems and solutions
Sadly, many primary teachers lack competence in spoken English, or lack confidence in using the English they do
have. Often they have not had much experience of observing English being used in primary classrooms. It was to
help teachers such as these that we set about collecting data to find out more about what activities were commonly
used in primary classrooms in non-English speaking countries and what specific language was typically used in
lessons where the teachers were trying to use English as much as possible.

Collecting data
Mary sent out blank cassettes to teachers who had attended language courses at the Applied Language Centre in
University College Dublin, and I sent out a plea to teachers on the Aston University Masters in TESOL by Distance
Learning programme who were involved in primary teaching. We asked them to record the next lesson they
happened to be teaching, and send us the recording. Some sent in several lessons including some taught by their
colleagues. We also received a small number of lessons taught by trainers. We were really grateful to everybody
who contributed, as this meant we had quite a broad range of lesson types.
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Analysing the language of lessons
We ended up looking in detail at 19 lessons which together constituted what we felt was a representative sample of
ages and levels, and we used other lesson recordings as 'back-up' data - listening to them all to make sure we had
not missed any important features of language, or any major activity types or useful snippets. We listed and
classified activities into types e.g. 'Listen and do', 'Listen and make' 'Speaking with support' and then looked for
sub-categories, like TPR, action rhymes. We identified commonly talked about topics, e.g. animals, food, and then
looked at popular text books and added to this list. Working with transcriptions of the recordings, we identified
major functions of language use and then listed the different realisations for each one, watching out for typical
patternings.
For this paper, we have divided the findings into three broad categories: general classroom language, activityspecific language and story-based language.

General classroom functions
Here are some examples of the most common general functions of English lesson English:
- organising the class Let's start with the first row; you go over there and leave a space.
Now what do we do when we are learning a new song?
- saying what is going to happen I'm going to talk to you about a new person..
What you are going to do now is....
- commenting on what is happening now Oh the bell! the bell . Always the bell!
OK so you've got your colours out...
- control and discipline OK OK, calm down! Quiet everybody. Sssh. Now pay attention. Kevin is going to say the
numbers
So, let me see everybody sitting down. Everybody sitting down.
- turn-giving and eliciting Now who wants to tell the whole story? OK Vanessa, you start
Who can remember the words we wrote yesterday. Ali?
- responding to learner talk: accepting, evaluating and rephrasing (building on learners responses) T: How many
sisters have you got?
L: One.
T: Very good. so you've got one sister.
- recasting into English what a learner has said in mother-tongue [Child says in L1 how the grey elephants in the
picture look like an army]
T: Yes, it looks like an army of elephants, doesn't it - all grey elephants. Yes.
- encouraging individuals Ok Lea, let me see. Yes that's good. Do you want me to help?
- ending activities and lessons OK, now! Put everything away.
So that's all for today. On Monday there will be more.
This list is not intended to be exhaustive and there are many more smaller categories, like socialising, checking
understanding, establishing routines and locating things in the course book that occur in our data.

Activity-specific language:
- giving instructions for activities OK, in the envelope you have some pictures. Now take them out, OK? and put
them in a line...
OK, Laura, you throw the dice for your team.... [...] Team A, take the dice. and throw it... Not at me! Come on!
What have you got?
- giving a commentary on activities Ok John, you're starting at his head, very good. Cutting round his head, his
ears...
- giving feedback on activities Right, so now we've got a foot and a leg. Is there a mistake? No - only one foot and
one leg, fantastic.
OK let's check now. Show me .. point to black nose., blue eyes, orange mouth, brown hair, yellow hands. Very
good.
Now we'll put these pictures up on the wall... Very nice!
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Guessing games like miming, matching activities, board games with/without a dice, making things - all these
activities have their own specific lexical sets and instructions. These can only really be learnt in context, by hearing
the actual game in action, and then leading the game for real.
We found that the language of organisation and instructions for activities constitutes an extremely rich and
purpose-driven use of English. Ironically, as many trainers observing lessons have noted, this is often carried out in
mother-tongue, and teachers justify this by saying ''it is quicker'. The question, however, is what is quicker? Maybe
the getting down to doing the activity is quicker, but is that the point? Ultimately, denying learners the learning
opportunities that occur while they are trying to follow English instructions will reduce exposure and will almost
certainly slow down their rate of learning.

Story-based activities
Children love stories, and love hearing them again and again. They seem to be able to cope with quite complex
story language in English, maybe because they are familiar with story structure in their own language and also they
don't panic if they don't understand everything first time round.
In our data, activities based on stories generated a wide range of language use, both in terms of richness of
vocabulary and variety of interaction patterns. A whole range of different question forms and elicitation techniques
were used, a variety of tenses, and a wealth of noun phrases e.g. a house made out of wood, a boy eating a
sandwich. Children initiated more, often quite spontaneously, some repeating to themselves chunks in English from
the story. Many teachers were adept at recasting learners' L1 comments into English and building on learners' ideas,
rephrasing and/or expanding them into natural samples of English.
Here are some functions we noted:
- reading, rephrasing and extending story text T: 'He caught hold of the bush and shook it and shook it and all the
berries fell on the ground'. See him - he's shaking, shaking the bush. See them? .. see them? .. see all the berries?....
Child: See them.. see them...
- eliciting learner contributions What did Elmer say?
What's he going to do next? What do you think he'll do?
What colour will he be? Will he be yellow?
- supporting vocabulary development 'They were all standing quietly'. see them, standing quietly? you know 'be
quiet'.. [..]
Are they smiling? Are they happy? Not happy. What are they? They are very very quiet. Child: very very quiet
- getting learners to retell the story It was a beautiful party. Yes. Now, who wants to tell the whole story?
Now this story is called 'The Real Story of the Three Little Pigs.' And the wolf is telling the story. What do you think
the wolf is going to say?
So let's write the story together. How shall we start?

Implications for teacher training
In this paper, we have given short samples of the language to illustrate the functions we identified. As an initial
stage in syllabus design, this is useful - we can use lists like these as checklists to ensure overall coverage in a
language course. However, lists of functions and examples on their own are unlikely to help teachers make great
gains in linguistic competence or confidence. As with other language learners, they need rich exposure to English
in use in a holistic context. So video or audio-recorded extracts of English lessons in action are ideal. They also
need opportunities to try these out in groups, and record themselves rehearsing and later handling typical
interactions, and telling or reading stories. Recording helps teachers to self-monitor and work on all aspects of
their language production and particularly their pronunciation.
In any training course, time and cost are the usual constraints, so for any group of teachers, it is sensible to identify
the actual activities and a small bank of stories they could use in their lessons and to prepare them to handle and
exploit these in English.
In our experiences with teachers over the years, two of the most common requests were: "I really want to know
how to get my pupils to speak" and "It is very difficult to get my class to say anything in English - they are so
embarrassed". Our guess is that teachers asking these questions were using English in a very limited way, for
example to illustrate the patterns of the lesson and the target vocabulary, but not for general communication in
class, or to exploit opportunities for English chat that arose in lessons. If teachers have the confidence to speak
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English as a matter of course, and without being worried about making mistakes, (it's highly unlikely that learners
will notice these anyway), they are showing children that English is a normal means of communication, like their
own language, and after a spell, children will naturally begin to use it where they can.
Similarly, if the teacher's underlying attitude to using English is positive, and if it is obvious that the teacher enjoys
speaking it, reading it and playing with it, and encourages and praises pupil's efforts to do so too, (without worrying
too much about mistakes), then children will develop confidence and be motivated to do the same.
And of course the same is true for the trainer - teacher relationship - a positive trainer attitude could work wonders
for teachers' motivation and confidence in extending their use of English.
Slattery, M. and Willis, J. 2001. English for Primary Teachers - A handbook of activities and classroom
language. Oxford University Press.
Mary Slattery is a teacher and freelance teacher trainer. For the past 12 years she has designed and worked on
short English language training courses for non-mother tongue primary teachers at the Applied Language Centre
in University College Dublin and has given workshops in Europe. She now works on Certificate and Diploma
teacher training programmes and on short courses for international groups of teachers of English.
Jane Willis now works in the Language Studies Unit of Aston University, Birmingham, after teaching and training
overseas for many years. She teaches on the Aston Masters in TESOL/TESP Distance Learning programmes,
specialising in syllabus design and researching into lexical phrases. In addition to the above she has written
articles for teachers’ journals and several prizewinning books including ‘A Framework for Task-based Learning’
Longman 1996.
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How can we increase participation and
interaction when telling stories?
Liane Johnson
As children enjoy listening to stories in their native language, they may be used as an effective and fun way to
introduce new language when teaching English. Research tells us that interaction and participation, between
learners themselves, or between learners and the teacher, can increase the possibilities of children learning
languages (Van Lier 1998:92). Therefore, if children are not participating in some way, it can decrease their
opportunities for learning.

Aims and context of the investigation
I carried out an investigation using a story with a class of six year olds to see:
•
•
•

If the children participated during the story.
In what ways they participated.
If the use of props and teacher encouragement increased participation.

The children were bilingual in Spanish and Catalan, and were learning English as a foreign language. They were
able to recognise and use some basic vocabulary and had been studying English for only a few months. Some
however, weren’t producing any language at this moment in time. It was therefore vital to expose them to English
and encourage them to participate in some way, if not verbally then physically.

The Story
The story I chose was called “Wayne’s Box”. It is about a little boy called Wayne who finds a box with a teddy
bear in it. The bear gives Wayne a magic hat to put on and tells him to make a wish. Wayne wishes he could fly.
His wish comes true, and together with the bear, he flies round the room. He is able to run up the walls and across
the ceiling whilst wearing the magic hat. He also flies round the room on a chair and jumps through walls. His
adventure finishes when they are both very tired and the bear takes the magic hat from Wayne and goes back into
his box again.

How the story was told
The librarian, who tells the story to the children, has a box next to him with a teddy bear and a paper hat in it.
He shows the children the book and points to the box. He then shows the children the real box next to him, and
tells them it is Wayne’s box. He opens it, pulls out a teddy bear and puts the paper hat onto the bear.
As he tells the story, the children listen intently. When he arrives to the point in the story of the bear asking the
little boy if he wants to put on the magic hat, he asks one of the children if they want to put it on too. He passes a
paper hat to one of them. The other children immediately become more interested, one tries to take the hat off the
boy, and another asks him if he can now fly. The teacher then tells the children to close their eyes and make a wish
like the little boy in the story. As they do this, some start making aeroplane noises and pretend they are flying. At
this point, two of the children also want to put the hat on. One takes it and the other tries to get it too. The teacher
then says they should put it back on the bear and takes it off them. As the story continues, the children talk about
it. The teacher then says the bear and boy are tired, and yawns. The children also start yawning and two of them
lie down on the floor pretending to be asleep. At the end of the story, the teacher says “say goodbye to Wayne”
and waves. The children start waving and saying goodbye.
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What did the investigation show?


The relationship between real and imaginary situations
Teacher
Student 1
Student 2

Wayne wished he could fly.
Mira a mí. [Look at me] (Makes aeroplane noise)
Mira como vuelo. [Look I’m flying!]

In this extract the children imagine they are flying. Vygotsky believes that imaginary situations are closely linked
with children’s experiences of real situations (Vygotsky 1978:103). The story provided the children with an
opportunity to link fantasy and imagination to their own world. This is seen when one of the children makes
aeroplane noises and the other pretends he is flying. This is believed to be memory being used rather than the child
inventing a situation.



Making sense of language

The storybook and the storytelling activity provided a context for the children to be able to understand the
language. It is important for children to listen to language at a comprehensible level so they can interact with it,
and also then interpret and make sense of it in their own way. An example of this is seen below when the student
says the bear and the boy are going to crash. He personalises the situation and builds upon it using his own
knowledge of the real world.
Teacher
Student

They ran up the walls.
Y chocaran, no? [They’re going to crash, aren’t they?]

• Language production
During the story, as well as using Catalan and Spanish, the children used some English.
Teacher
All students
Teacher
Student 1
Teacher
Student 2

That was fun. Wayne said goodbye to the bear, so goodbye!
Goodbye.
Then mum came in. So who’s this? (Points to picture)
Mummy!
Mummy, that’s right.
Mummy

Teacher
Student 1
Teacher

This is Wayne’s box. (Teacher points to picture of box)
Wayne’s box.
... So here’s Wayne and here’s Wayne’s box. ...Inside there
was a bear with a hat.
(stands up to look at box)
There he is. (Teacher takes bear out of the box)
Ahh! Ahh! (children laugh)
Hello Wayne! Hello Wayne!
Ala!
“Hello Wayne” she said. Hello.
Hello.

Student 2
Teacher
All students
Teacher
All students
Teacher
All students

As the children had very little productive knowledge, much of what they produced in English was very familiar to
them. Children often start by producing single words or ‘rehearsed chunks of language’ known as ‘formulaic
speech’, until they are able to produce more spontaneous language. Common examples of formulaic speech could
be: Teacher: “What’s your name?” Student: “My name is Susan.”, or “How are you today Peter?” Peter: “Fine,
thank you.” As children become more comfortable with the language, they will start to produce more English.
However, when there is a lack of knowledge in English, children will naturally revert to their mother tongue as this
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is one way in which they can keep communication going. To try to enhance language production, teachers may
encourage students to chant the language or use the visuals to ask them questions about the story.
CHANT
Teacher
All students
Teacher
All students
Teacher
All students
Teacher
All students

A hat.
A hat.
Put on the magic hat.
Put on the magic hat.
Fly.
Fly.
See if you can fly.
See if you can fly.

TEACHER QUESTIONING
Teacher
What’s in the box?
All students
A bear.
Teacher
What’s the bear got on his head? (teacher pats head)
All students
A hat.
Teacher
What type of hat?
All students
A magic hat.



Affective considerations

An opportunity to explore feelings is also provided during the story. When developing language in young children,
experiences which stimulate feelings are considered important. As we can see below, the children interacted with
the story and talked about their own feelings.
Teacher
Student 1
Teacher
Student 2
Student 3
All students



And they ran across the ceiling.
Pasan por al lado. [They’re going through there] Ya! Eso sí me gustaría. [Yes
I’d like to do that]
They jumped through the wall.
Eso os lo que me gustaría a mí. [Yes I’d like to do that]
Y a mí! [Me too!]
Y a mí! [Me too!]

The effects of the teacher on participation

There are several examples of the teacher encouraging the children to participate during the story. Below, the
teacher gives the magic hat to one of the children and the others want to see if he can fly.

Teacher
Student 1
Student 2
Student 1
Teacher
All students

Magic. “Put on this magic hat” said the bear. Do you want to put on the magic
hat? (Teacher gives a paper hat to S1)
(Puts hat on)
A ver si puedes volar! [See if you can fly] (Touches hat)
No puedo. [I can’t]
Eh? Shut your eyes, shut your eyes and make a wish. Wayne wished he could fly.
So shut your eyes, shut your eyes.
(All close eyes) Weeeh

Another example of the teacher encouraging the children to participate is when he yawns and the children copy
him. By using the paper hat and yawning the teacher engaged the children and supported the story in a physical
way. By doing this, the children were helped to understand the meaning more easily. It also made it seem
more realistic to the children and provided an opportunity for them to interact with the teacher and the story itself.
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Teacher
All students
Teacher

(Teacher yawns) Then they felt very tired.
Aaaahh! (children yawn, stretch and some lie on the floor)
Very tired. ...

What can we learn from this?
 Storytelling provides a way for children to participate and interact with each other, the teacher, and with
language itself.
 By using props and mime the teacher can increase participation.
 Understanding meaning enables children to participate and interact more effectively during stories.
 Children interpret and personalise stories in their own way, and this can lead to enhanced language.
 Stories provide the opportunity for children to express their feelings physically, which in turn facilitates the
development of language and global development in young children.
 Children draw upon knowledge of the real world when they relate to imaginary situations..
References:
Ellis, G. & Brewster, J. (1991). The Storytelling Handbook for Primary Teachers. London: Penguin.
Garvie, E. (1990). Story as Vehicle. Clevedon: Multilingual Matters.
Prater, J. Wayne’s Box, Cambridge Reading Series A (CUP)
Van Lier, L. (1988). The Classroom and the Language Learner. London: Longman.
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Wells, G. (1986). The Meaning Makers. London: Hodder and Stoughton.
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British Council YL Centre in Barcelona, Spain for 2 years before becoming a freelance teacher and teacher
trainer. Liane is currently undertaking an MA in TEYL with the University of York.
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Not as easy as ABC!
Shelagh Rixon
With my colleague, Annamaria Pinter, I run the Young Learners ‘strand’ of the Warwick University MA in ELT.
The Editor originally asked me for an article as part of a series looking at the type of work that was being done on
MA and Teacher Training courses with an EYL component. My first effort was a rather dry outline of what we did
when, which I did not think would be particularly interesting. This version, therefore, tries to cover the same sort of
information but through the perspective of a particular slant on YL teaching that several MA students have found to
be both intriguing and also challenging to their earlier assumptions and classroom practices.
Part of the interest for MA students studying long term in the UK is from seeing where inspiration and information
from related areas in mainstream education can play a part in the development of their own ideas. This often
happens through their contact with local schools and other facilities for young people in the area. Several students
have, for example, become fascinated by story-telling beyond the confines of EYL and have become frequenters of
story-telling festivals and local library children’s events. This in turn has fed back into and enriched their EYL
practice [see Kolsawalla, 1999]. An even more striking example over the years has been of students who through
contacts with local schools as visitors, volunteers, part time teaching assistants or invited researchers have widened
their perspectives, as well as often providing much appreciated contributions of their own, in the area of helping
children to take their first steps in reading.
It is of course true that initial reading in L1 is in many respects a different matter from learning to read in a foreign
language but in no field has the impact of the ‘real UK world’ on our MA students been greater than in their
investigations of the teaching of initial reading as it is carried out [and debated about] in the UK. This is
particularly true of students who come from countries where helping learners to cope with the Roman alphabetical
writing system is a particular issue. These are often also countries in which there is a well established ‘expected
practice and received wisdom’ that teachers and materials writers would be cautious about deviating from without a
very good rationale and the ability to call on multiple authorities to support their bold move. I will describe below
some generic features of ‘expected practice and received wisdom’ rather than attempting a description of what goes
on in a particular country, partly to avoid seeming to point a finger in any particular direction, but also because I
have heard about similar phenomena from students from a number of different countries. Typical features include:
the widespread public [especially parental!] view that a language is best learned through the written system and/or
that evidence of true language learning lies in the child’s ability to spell out or recognise words in their written
form. Sound-symbol correspondence is also something that is part of general public awareness. Terms like
‘phonics’ may be used, but the term may be used in a very restricted manner. Thus, in the name of phonics,
particularly in the private sector it is common practice to start Lesson 1 with a section called ‘a for [ant, apple
etc]’ and gradually move through the alphabet in that way. A number of features that might be questioned and
debated stand out from the above:
•
•
•
•
•
•

the insistence that speaking, listening and reading in a new system of symbols should start together so that
the child is facing a number of different challenges all at the same time.
The attempt to teach a new word orally, and its graphic representation at the same time rather, as in L1
initial reading teaching, trying to show and build on graphic representations of words with which the child
is already familiar orally.
the emphasis on learning initial letters and their sounds with very little interest in the other components of
the word [‘all onset, no rime’].
the assumption that the order of the letters in the alphabet is a suitable order for them to be focused upon in
teaching.
The frequent ‘parallelism’ that this introduction of sample words causes: the rest of the language syllabus
progresses in its own way, while the sample ‘reading’ words - the ants, bees, cats, dogs, elephants, frogs,
and all the way through to zebras – may not easily or often find a place in the main part of the lesson.
The confusion in students’ and sometimes in teachers’ minds about the relationship between the sounds
[phonemes] of English and the letter symbols and in particular about the sounds that the symbols can
represent and the names of the letters. This can be particularly acute in markets in which the parents see
the ability to recite the alphabet as amongst the first signs of English proficiency.
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I should emphasise that the assumptions and confusions above are usually reported by MA students rather than shared by them! However, their problem has been to find enough ammunition in terms of reading and experience
to support their attempts to ‘do it otherwise’, and to gain the confidence to effect change where it seems beneficial.
This brings me to a description of the MA in EYL course structure as a way of showing the different ways in which
students can investigate this sort of area. At Warwick the year is divided into 3 10-week terms. The norm is for a
student to start in October and finish the work for the degree in mid September, although it is possible to take the
course in separate ‘chunks’, of a term each, spread over not more than 4 years. Assessment is by course work
alone, and the culmination of the course is the 15,000 word dissertation. In the first term, there is no specialisation,
although students will naturally be advised to choose from the 5 options the 3 modules that will support their later
work. The choices are: The Psychology of Language Learning and Language Teaching [a ‘natural’ for EYL
students], Text and Discourse Analysis, The Grammar of English, English as an International Language, Spoken
English. The obligatory ‘core’ 4th module for this term is Applied Linguistics, which at Warwick means looking at
the research that supports particular choices in methodology. Thus equipped, we hope, with tools of analysis and
reflection, the students pass to the rest of the course. It is in Terms Two and Three that the students move into their
specialist areas. In order to be on the path to an EYL MA, a student must follow the EYL Professional Practice
module in Term Two, along with 2 options chosen from a long list which includes: Computer Assisted Language
Teaching, Language Curriculum Evaluation, Teacher Training, Phonology and the Teaching of Pronunciation, The
Use of Literature in English Language Teaching. A further core module Research Methodology in Language
Teaching is compulsory for all. To gain an MA in EYL the student must combine the EYL Professional Practice
course with a dissertation in Term Three in an EYL area.
Back to the teaching of reading to YL. There are numerous very useful books and sources of advice on teaching
reading to native speakers, but, as often in the EYL world it is at present often necessary to take work that was not
written directly about our situation and to look at it obliquely – to filter out of an English-as-an-L1-oriented book of
advice, for example, the conditions and assumptions that do not work unless learners already ‘know’ English before
they start to learn to read. To these sources, native English speaking EYL teachers will have to add appropriate
works on the writing and phonological systems of the L1 of their chosen group of children if they are fully to
understand the transitions and contrasts that lie ahead. That is English speaking teachers of Japanese children will
need to become conversant with the phonology and writing systems of Japanese. Native users of the children’s L1
are in the happier position of being fully competent with the phonological and writing systems of their own
language, but their competence may not have yet have been turned into the sort of systematic knowledge that
allows them to arrive at insights into what children are likely to find easy or extremely puzzling when they start to
cope with English.
An insight that seems to apply to all children regardless of their native tongue is given in Goswami’s ‘Phonological
Skills and the teaching of Reading’ that is, that young children everywhere are able first to recognise the syllables
in a word and long before they can ‘count the sounds/phonemes’. They can show this ability by clapping or
tapping or later on counting the syllables that they hear. In this, the English writing system starts a jump ahead of
what is convenient, whereas languages which are written syllabically are perhaps more in tune with younger
learners’ early perceptions. To some extent it may be the case that the start of formal schooling for English
speaking children pushes them from the syllabic to the phoneme level of perception.
The National Literacy Strategy for primary schools in England and Wales was set up in 1999. It is supported by a
‘framework for teaching’ which is a kit in a smart blue and yellow file that provides everything from rationale to
lesson planning frames to activity suggestions. It is a controversial document in the UK for a number of reasons
that are perhaps beyond the scope of this article. It tries to balance the Top Down/Whole Language/Real Books
approaches to teaching reading that have enjoyed success and favour with many British primary school teachers
with awareness of different genres and text types and with the more Bottom Up approaches that include the
systematic use of phonics for decoding words. It is true to say, however, that for many UK teachers it mostly
represents a ‘return to phonics’ and perhaps a more systematic and detailed account of phonics than they may have
worked with before. Another novel feature for many teachers is the introduction of a lot of metalanguage, not only
for the teachers themselves but as part of what is to be taught to the children themselves to aid discussion about
reading and about language in general. British primary classrooms are now full of youngsters lisping ‘phoneme’
and doing activities in which they show the number of phonemes in a word by pressing the ‘phoneme buttons’ on a
fantasy machine. For an EYL teacher interested in this area and prepared to do their own ‘filtering’ for what can
or cannot apply to young non-native learners of the language, it offers a great deal of food for thought. Firstly it
explicates the principles of phonics at a level of detail that takes the teacher far beyond the ‘initial letter and sound’
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loop, and, more importantly, it provides very good evidence that learning to read in English, even for native
speakers of the language, is by no means to be seen as a simple matter of being given exposure and a little
instruction, and that it is by no means a rapidly completed process. The Literacy Strategy extends over the whole
period of primary school learning. In spite of its emphasis on phonics, it also provides a useful reminder that
reading is not just a matter of decoding words [or ‘barking at print’]. The ‘Text Level Work’ column in the
Literacy Strategy outline is rich with suggestions about suitable aims and activities at this level of working.
Back to the Warwick MA course structure. Students who wish to are able to explore the area of the teaching of
initial reading first practically, through, the Professional Practice module, and then through research or
investigation of their own in the dissertation. The Professional Practice module is essentially a materials design
project. Students have to identify and describe a target group of learners along with relevant factors in their
learning situation and from this make suitable choices for a course outline. Choices are based on the decision about
what should be the Major Organising Principle [MOP] of the course and what other ‘organising headings’ could be
subsidiary to this. A popular choice for MOP is Topics, but others have included Aspects of Listening,
Stories/Storybooks, and Cross-cultural situations. Some bold spirits have even tried giving life to a broadly
structurally based course outline. From this course outline they select some lessons to present in fully developed
form with teacher’s notes to go with them. They also have to provide a rationale for their approach to assessment
of the children following this course [which could include the decision not to assess formally] and sample
assessment instruments. Finally, but very importantly, they have to write an academic rationale for the choices
they have made in the design of the materials.
In the area of initial reading, students have recently experimented with a number of interesting ideas. The ‘initial
reading’ aspect of a course has never been the MOP column but has appropriately, I think, been seen as subsidiary
to the more dynamic content based sort of threads in the course outlines. What has been new ground for most
students has been the opportunity to ‘play with’ ideas at some length and detail in a course design that goes beyond
a few lessons and thus requires careful development step by step. Here are some examples :
•
•
•

An attempt with a story-book based course, to select key words from Real Books that could provide
ingredients for teaching that systematically developed insight into sound-symbol relationships without
killing the Real Books stone dead!
An attempt to work with the onset-rime aspect of phonics teaching to integrate with a rhyme and chant
based aspect of a course with a strong pronunciation angle.
An attempt to vary the ‘a b c d etc’ order of presentation of symbols expected in the student’s country and
to find a more child friendly learning-friendly order. This however needed to be justified and presented in
a way that would not shock colleagues and parents into outright rejection.

At the dissertation level, some students have been able to return to classrooms in their countries to carry out small
experiments. A recent EYL student at Warwick used the National Literacy Strategy as the ‘hook’ and stimulus for
her own reflections on her dissatisfaction with initial reading teaching in some institutions in her country. She then
went beyond the document and into a British Primary school to observe and comment on the Literacy Strategy in
action. The results were valuable to her, since she was well able to ‘filter’ and to find implications for her own
context. They were also fascinating to read by others since she astutely pinpointed issues that would repay thought
for that particular classroom – unvaried grouping by perceived ability was one issue for discussion.
I hope that I have managed both to give the flavour of the Warwick course and the flavour of the sorts of area that
some of the students have become interested in. Not everyone on the EYL course is pursuing issues in the teaching
of initial reading, naturally, but it seemed to me an area that is both very current for EYL, judging by the SIG
newsgroup messages, and an area that is of great interest to UK teachers on which the perspective of informed
‘outsiders’ such as many of our students could be very stimulating.
References
Goswami, U, and Bryant, P, 1990, Phonological Skills and Learning to Read, Lawrence Erlbaum Associates Ltd
Kolsawalla, H, 1999, Teaching Vocabulary through Rhythmic Refrains in Stories, in Rixon, S [ed] 1999, Young
Learners of English: some research perspectives, Longman in association with the British Council
Shelagh Rixon teaches at the Centre for English Language Teacher Education at the University of Warwick, where
she co-ordinates the MA in Teaching English to Young Learners.
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Book Reviews
Teaching Languages to Young Learners
Lynne Cameron
Cambridge University Press 2001
ISBN 0 521 77434 9
Reviewed by Niki Joseph
Any reader who dips into this book will immediately realise that it fills a long-awaited gap on the YL bookshelf. It
provides a much-needed theoretical background as to how children learn languages and the consequent
implications for our practice in the FL classroom. This book does have a specific audience in mind. It is for
teachers and trainers who wish to reflect, explore and develop further with the aid of the theoretical and conceptual
framework that Cameron has developed.
From an organisational point of view this book is user friendly. Each section begins with a brief synopsis of its
content and then at the end a short summary is made. This, together with the table of contents and the index provide
fast access to required information for the busy practitioner.
As with any book on YL the usual chapters are here – learning the spoken language, words, grammar, through
stories, theme based, including cross-curricular teaching, and issues surrounding the use of L1 in the classroom.
The chapter that initially caught my attention was the one on literacy – simply because of the title which in EFL
more often than not is referred to as reading and writing. However, the definition takes the reader beyond reading
and writing. The author looks at L1 literacy techniques and issues, and how to consequently transfer these to the
FL, although there seems to have been very little research done in this field. We are introduced to the idea that
literacy is both social and cognitive. This chapter underlines the importance of these two skills and warns us not to
(continue) neglect this area.
The first chapter looks at the Big 3 – Piaget, Vygotsky and Bruner. Readers will have come across both these
names and associated terminology – e.g., assimilation, zone of proximal development and scaffolding at some point
in their reading – usually in the introduction to the teacher’s books of course books. However, Teaching
Languages to Young Learners clearly and succinctly gives a description of their conclusions of child learning
based upon empirical research. The author then goes on to explore the implications of these theories and notions for
language learning. Given initially as an overview, later on they are explored much further. Tasks and activities are
analysed and as an example the author takes an activity from a published course book. This activity is analysed on
two levels: the cognitive demands made on the children and the language demands. The cognitive demands are thus
a clear reference back to Piaget (and Donaldson’s work) as to what ‘sense ‘ is being made of the task. The author
then goes on to analyse task support which refers to Bruner’s concept of scaffolding. Finally the author examines
how to balance demands and support and this relates to Vygotsky’s zone of proximal development. This framework
for analysing task types is very useful and the reader will be able to apply it when designing or adapting materials.
By adopting such a framework the author claims that we will be closer to ensuring successful language learning.
The author then looks more closely at the characteristics of ‘tasks’ and differentiates them from activities. Tasks are
defined as being units of activities which involve the learner being focussed on the meaning of content rather than
on form. (page 30). The goals and outcomes are also considered. The concept of ‘dynamic congruence’ is
introduced in which we are advised to choose activities and content that are appropriate for the children’s age and
socio-cultural experience, and language that will grow with the children (page 30/31). The author does not only
create concepts and terminology but uses her own labels (preparation, core activity and follow up for pre-, during
and post). This seems unnecessary and this renaming of accepted terminology is a criticism of this book.
Some issues surrounding testing and assessment are covered. As an advocate of learning-centred teaching, as
opposed to learner-centred teaching, Cameron seems uncomfortable about testing young children. However, she
acknowledges that there can be positive effects and thus concerns herself with understanding ‘the impact of
assessment on teaching in order to maximise its benefits for learning’ (page 217).
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Testing and assessment are differentiated and several kinds of assessment are reviewed. Portfolio assessment is
given a cursory paragraph and I would have liked to have seen more because it is a recent and topical issue.
However, once again a clear theoretical framework is provided of the kind outlined in earlier chapters and a
detailed agenda is set. For example assessment of oral skills is divided into vocabulary, grammar and discourse and
these headings are then further divided and include topics such as precision in talk and recall of words and chunks.
Finally, the author makes the distinction between what is to be taught and what is to be learnt. With this the
agenda is set and Cameron calls for more research to be done and a proper methodology to be developed rather
than a borrowed and adapted one, as is the current situation. This book will help to achieve this.

Niki Joseph has worked in Brazil, Italy, Egypt, S Africa and is currently based in Portgual as a free lance
teacher and teacher trainer specialising in primary.
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English for Primary Teachers
Mary Slattery and Jane Willis
Oxford University Press
ISBN 0194375633
Reviewed by John Clegg
The purpose of this book is to help teachers in primary ELT classrooms to improve their spoken English and to use
it effectively to help their children learn. It is aimed at various user groups: teachers of children aged 4-12 – both
class teachers and specialist language teachers – and also teachers in training and trainers. Distinctions between
contexts are often made – for instance between young and very young learners. It is meant be used either as a
training course book or as a self-study book for teachers working at home. The book is accompanied by a CD
which contains 62 recorded extracts from typical English lessons in different parts of the world, as well as
pronunciation activities. For clarity, the extracts have been re-recorded by native-speaker teachers and children.
The effect is slightly dissonant and loses the reality of L2-learner classrooms, but it is not a major issue.
The book covers the range of language under chapter headings such as listening, speaking, reading, writing,
storytelling and planning and the language is usefully graded from classroom instructions in unit 1 to longer
stretches of teacher-talk, e.g. in storytelling, towards the end. Each chapter contains an overview, brief ideas about
language-learning, classroom extracts, methodological suggestions, pronunciation tasks, activities for developing
topic-related language and ideas and sources for further study. Centrally, what teachers do is to listen to, speak,
analyse, adapt, extend and rehearse the language associated with the teacher-activity in focus.
This is a good book from several points of view. Firstly, it gives a rich and accurate picture of classroom language
use, presenting in an accessible way and in considerable detail the main language which teachers in primary
schools need to know, and drawing on recordings of real and typical classroom discourse. Teachers will recognise
the categories which the authors use to describe classroom language as appropriate and fairly comprehensive. The
language items themselves are set out in learnable chunks in easily useable tables for teachers to practise and to
adapt to their own needs. What we get is a sense of the fine texture of teacher- (and learner-) talk which is rarely
seen in accounts of classroom language for teachers.
Secondly, the book is also good on methodology. It does not intend in the first instance to be a methodology book.
But in showing what teachers need to say in the main classroom contexts typical of good practice, it does in effect
describe much of what teachers need to do. Thus under each chapter heading a broad range of activity types is
shown. Even in methodological ‘asides’ there is a lot of value: boxes of ‘tips’ turn out to contain important basic
features of classroom practice. And the picture of practice we get is, by and large, appropriate. It is, however, a
task-based rather than a PPP model. Some teachers will welcome this, but others may find it partially at odds with
the controlled input and practice which features strongly in their textbook or syllabus and wish that the book
included some of the teacher-language associated with these routines. My own feeling is that, although there is a
reflection here of opposing models of language-teaching, the book – adapted appropriately as the authors expressly
intend it to be used – can be a good accompaniment to any approach.
The model of language which underpins the book is broad. It is especially good on classroom discourse and
language function. Teachers are encouraged to look carefully at the kinds of language function a given lesson may
demand of them (e.g. eliciting, asking who wants a turn, etc) and to observe, practise, adapt and learn the language
which is appropriate to these functions. The authors also focus in particular on pronunciation, to suit their emphasis
on spoken language. There are useful activities on classroom vocabulary and on the vocabulary of common
syllabus topics. What there isn’t, is teacher-language for the development of grammar - appropriately, perhaps for
an approach which does not emphasise controlled input and practice. Again, teachers whose teaching style does
involve these features, will need to add something to the book.
The book is also good on language learning. It emphasises the features of teacher-language which help learners to
develop learner-language. Thus it gives us some of the kernels of second language acquisition theory, while
expressly avoiding going into the theory itself, for instance, the concepts of re-phrasing and extending childrens’
English responses. In general the model of learning we see here is child-centred, with due emphasis on
meaningfulness, on the need for creativity and imagination, on the child as a person, working things out for
him/herself, developing socially and cognitively and on the need for praise, encouragement and security.
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Finally the book is good for trainers and trainees. Trainers will welcome the detail of its description of teacherlanguage and the care with which it reveals the pedagogical uses of a given teacher-utterance. Trainees will find
that it offers good advice on how to analyse what they can say, in terms of its structure and pedagogical use, and
then to rehearse, adapt, try out and evaluate it in their own practice.
Is anything missing? The book doesn’t take children sufficiently beyond language development per se into the use
of language for curricular learning; and beyond short responses into the development of longer and more complex
utterances. In respect of topic-driven teaching, topics are certainly covered from the vocabulary viewpoint,
cognitive processes do get an airing with relation to activities, and projects are mentioned in relation to learnerpresentations. However, it would have been good to have something on the language of activities typically involved
in investigations: for example the language teachers use to get children to classify, define, hypothesise etc; the
language they use to get children talking and writing about charts and graphs; language for getting them to observe
and to draw conclusions from their learning. With regard to longer stretches of speech and writing, most of the
extracts and activities show children making short responses. It would have been good to see slightly more fluent
children making longer utterances and samples of the language teachers use to help them develop and refine what
they say.
All in all, however, this is a good book. Teachers and trainers will welcome it, for the detail of its description of
teacher language and for its perceptivenes of the features of good teaching in primary ELT classrooms.
John Clegg is an education consultant based in London. he works with teachers who teach the primary and
secondary curriculum through the medium of English in multicultural schools in the UK, bilingual schools in
Europe and English-medium schools in Africa.
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Penguin Young Readers
Edited by Annie Hughes and Melanie Williams
Pearson Education 2000, 2001
Reviewed by Eleanor Watts
"Real Book" purists may raise their eyebrows at the Penguin Young Readers as they are produced specifically for
5-11 year olds learning English as a foreign or second language. In my view, these readers have three clear
advantages over books written for children learning to read in the mother tongue. They avoid using idiomatic
language that creates a barrier to understanding for children with limited English. They avoid (to some extent)
making cultural assumptions about the life style of their readers. They are written to a clear lexical and structural
framework that enables both teachers and pupils to assess which books can be attempted with enjoyment. Nothing
turns children off reading more quickly than incomprehension!
While the books are designed to give the impression of being "real books" for the L1 child (they are beautifully
illustrated, come in three sizes and use a variety of formats), they are in fact planned very carefully. There are four
levels approximating to those achieved after 100, 200, 300 and 400 hours of English. Since children start learning
English at different ages, within each level there are books designed for three age groups (5-7, 7-9 and 9-11). So
the Level 1 readers for 5-6 year olds assume that functional literacy is not yet achieved in the mother tongue and
use large print and minimal text. The Level 1 readers for 9-11 year olds contain equally simple language but there
is more text, since older children are already likely to be literate, and the themes demand greater maturity. Quite
rightly, the target age is not given on the books, as children mature at different rates and often gain much from
reading books below their level. They might also fear for their street-cred if seen reading a book for a younger agegroup! The clue for the teacher is the size of the book - the larger the size, the younger the target readership.
At every level, there is a variety of genres:
1. classic fairy tales (like Cinderella) and classic children's books (such as Peter Pan),
2. adaptations of contemporary children's stories (such as Charlie and the Chocolate Factory) and films (like The
Grinch),
3. original stories written for this series (such as Happy Granny by Antoinette Moses - a story about an
embarrassingly modern granny who wears jeans and goes skateboarding).
Some books are in British English and some in American English (Colors!) and the accompanying audio-cassettes
are read in the appropriate style. There is a welcome inclusion of non-fiction books on such topics as Families,
Seasons and Food. I would like to have seen more non-fiction books, as these tend to go down well with boys who
are reluctant readers. That said, there is a conscious attempt to appeal to both boys and girls in the fiction - also to
bring in some stories from other cultures (such as A Thief in the Village, which is set in the Carribean). Again, in
my view, there are not enough of these and I hope that there will be more classic and contemporary stories from
non-western countries as the series develops.
This brings me to my main criticism of this otherwise impressive collection of books. The authors of the Teacher's
Guide assert that most of the traditional stories are "known throughout the world". They have therefore put
relatively complicated stories into the lower levels and left out essential elements of the story because it is assumed
that the teacher will supply the rest in the mother tongue. For example, in The Sleeping Beauty (Level 1), the baby
confusingly turns into an adolescent princess at the christening party after the bad fairy arrives - but before she is
given her present - without any explanation. This may be clear in Europe, but not to teachers in many Asian or
African countries where The Sleeping Beauty, like many of the other selected tales, is unknown.
The problems of abridged stories are not new. After all, the "real book" movement came about partly because
books simplified for L2 learners are often stilted and lose the thread of the original story. While the details can be
supplied in the mother tongue if the teacher is familiar with the story already, they need to be given in the teacher's
notes, which, in this case, often give the story in insufficient detail. In my view, at Levels 1 and 2, there should be
more of what the editors call cumulative repetitive stories (The Gingerbread Man and The Big Pancake are
European examples of these) because the repetition allows for the recycling of new language and a simple structure
aids comprehension. Many linear stories cannot be simplified below a certain level and should not be attempted
when children have only studied English for100 hours.
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Even at Levels 3 and 4, the abridged versions of well-known stories are sometimes confusing because too much has
been left out. For example, I was baffled by parts of A Monkey's Tale where a complex story is condensed into too
short a space. Charlie and the Chocolate Factory on the other hand, works well - and the retention of Quentin
Blake's wonderful illustrations adds to both understanding and enjoyment. The quality of the readers is varied, so it
would be a good idea to read them before you order sets for a whole class. The editors might consider giving
greater emphasis to original stories in the future, since the authors are unlikely to try to say more than the linguistic
restrictions allow.
One of the most impressive features of the series is the range of teacher support. In addition to the free teachers'
pamphlets, which include two pages of photocopiable activity sheets, there are before- and after- reading activities
at the end of each reader. Both use comprehension exercises and more open-ended activities that lead children to
express their own opinions and ideas. Although some are not very carefully graded, there are enjoyable puzzles
and craft activities that will encourage children to use English for a purpose. Each book comes with a well-narrated
audio-cassette, backed up by appropriate sound effects and some delightful chants. Video-cassettes and big books
(for reading aloud to the class) are available with some books, although these were not sent for review.
The main Teacher's Guide by the editors gives a clear outline of the structure of the series and an excellent
rationale for the use of different types of story in the primary EFL classroom. Companion teacher's resource books
include Carol Read's Instant Lessons for Fairy Tales and Margaret Lo's Teacher's Guide to Dramatizing Stories,
both of which are full of practical ideas and user-friendly photocopiable worksheets. I love the idea of pencil
puppets in the former. These are simple to make as they can be sellotaped to pencils and held up when the
matching characters appear in the story - a great way of checking that everyone is responding, even in a large class.
While I hope the editors will add to the series, so as to give greater weight to non-fiction and stories from nonwestern cultures, it is an immensely useful resource. It should greatly enhance the quality of children's learning in
the classroom and at home.
Eleanor Watts writes primary school textbooks for India and parts of Africa. She also teaches in Britain part time
and does freelance teacher training.
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Creating a simple web page using Word
Chris Etchells
Did you know that if you / your students can use Microsoft Word they already know how to create a simple web
page?
So, for example, they can publish their class newsletter for everyone to see.
Take this page as an example. I just opened up Microsoft Word 2000, clicked on the File menu and selected
>New< and then selected >Web Page< (It’s better to do it this way: it’s also possible to begin with a word
document and then save it as a web page, or as ‘html’ in Word 97, but there are sometimes formatting errors.)
I can include most of the things I’d normally use in a Word document:

Word Art:

Clip art:

Text of course, and even tables like this one.

Photos:

Once I’ve finished my page I just give it a name and save it, for example on the desktop. At this stage I can doubleclick the file to view it in my web browser or local network.
Publishing it to the World Wide Web is similar to saving it to your hard disk but requires a username and password.
If you’re not sure you’d better ask a friendly technician to help. Word creates a separate folder to contain the
images so make sure you upload both the page and the folder.
This method of publishing isn’t sophisticated but it will give your students a thrill to see their work published and
could be just what they need to get started. Have fun!
Chris Etchells is Director of The English Country School, running residential English Language and activity
summer camps for children and teenagers. He is Joint Co-ordinator and Website Manager of IATEFL Young
Learners SIG.
etchells@countryschool.com
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Highlights from the Young Learner Internet
Discussion List
Sandie Mourao
Our monthly discussions in 2002 have started very well. Thank you to those who have participated and offered to
provide input for fi elding. I have chosen to give a 'patchwork' report on j ust three of the discussions as I felt they
were linked . Our third discussion Young Learners Internet Discussion 3: The Challenges and Rewards for
Trainee YL Teachers (fielder: Rosemary Scott, DELTA examiner), will hopefully have a space in a future report.
However, you can always pay a visit to our Yahoo w eb site an·d read the discussions in full.
Young Learners Internet Discussion 1: Is it worth going for authenticity at the expense of lexis overload? (Fielder:
Jane Myles, Kids Only magazine Mary Glasgow Scholastic)

"Is it right to stick to prescribed wordlists for young beginners where both teachers and learners know exactly
where they are, where the boundaries are set by what everyone knows, and where the teachers (and course book)
have tight control ofwhat is learnt?"
Jane Myles thought otherwise but had a few nagging doubts, which were quickly cleared up during the week! It
turned into a brainstorm session on science, art and craft projects for use w ith young learners.
Everyone ag reed that simple science projects in particular have that sense of wonder and ' hey presto I ' magic that
transport children visua lly and mentally so that they forget they are hearing, using, and repeating sentences in
simple E nglish. It was generally a.greed that experiments a.re also useful because the children are using language
a.round a live "happening" so they are engaged in real communication.
A few simple suggestions were:
l . Filling a bottle with hot water then emptying it. Putting a balloon over the top, plunging the bottle into cold
water and watching the balloon get sucked down into the bottle.
2 . Making a pin float on water (by putting it on kitchen paper which eventually absorbs water and si nks leaving the
pin miraculously on the surface)!
3. Growing cress in different environments to see how it affected their growth.
4. Looking at colours throug h the rainbow.
Science is useful for:

* Predicting before the experiment, usmg the future tense (e.g. I think the tomato/rubber band/onion will
float/sink.)
* Listing the materials. (Jar of water, tomato, onion, rubber bank, bean, bottle lid) - all these are good because
they're unpredictable so the children will all disagree with each other and learn to be wrong; even you will, because
some tomatoes/rubber bands sink and some float')
* Using the past tense to record what happened. (The ...... floated/sank.)
* Surmising: (J wonder if Sam's bottle lid sank because he put it in sideways I it's a heavy material I it's got a hole
in it etc. I wonder if Anna's bottle lid floated because she put it in flat /it's a light material, it 's a boat shape etc.)
* Analysing (e.g. I think the candle went out because ... I the water came up inside the jar because ... I the top of

the Jar went black because.. .)
The one practical concern for some members of the group was how feas ible are science experiments in a simple
classroom with no access to water, etc, but in fact there are hundreds of si mple activities which require no more
than a jug of water or a few sheets of paper, a bottle, a balloon, a spoon, etc.
Some teachers also questioned the difficulty of preventing children lapsing into L l. The secret seems to be finding
experiments or craft activities, which, by their nature, require a frequent repetition of a particular question or
response.
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Perhaps the overall response to the initial question was summed up by one of the group members who said: "Using
authentic material is very useful, and the important point is to make the material fit the learners rather than the
learners fit the material."
There are good ideas for science provided by Scholastic for Key Stage 1 & 2 mainstream, which can be found on
their web site: - www.scholastic.co.uk
The web site for Mary Glasgow I Scholastic, who publish the Kids Only magazine, as well as lots of others is
www. 1ink2english.com
A good web site for art and craft is www.enchantedlearning.com
An interesting project which brought to our attention was 'Science Across the World' (SAW). Their web site is :
www.sc1enceacross.org

Young Learners Internet Discussion 2: Should we be teaching teenagers English through Project Work
rather than via course book based study? (Fielder: Diana Phillips, Bell Language Schools)
Diane put forward a rationale for using project work with teenagers and listed some pros and cons. She then asked
the following questions: "Have you tried project work with teenagers? How have you coped with the 'cons'? Is it
time to ditch the course book - or would that be a step too far?" Below is a summary of responses and Diana's
reactions to them.
Projects and language objectives/ the svllabus
A project-based course - just as with any language course, must have a language syllabus. The difficulty for
inexperienced teachers is in choosing which language to include and how to make sure that the activities have a
language outcome. Project work is also an excellent way of recycling/revising language without the students
feeling they're going over old ground.
For many people just starting out on project work the course book can form a very good base. During the week, it
was pointed out that there is a place for the course book, depending on the teacher and the situation. The course
book can be used as a guide (a ready-made language syllabus) which can be adapted, extended and integrated with
new materials and project activities. Such an approach, while being acceptable to authorities, parents etc. can be
motivating for the students and lead to better results! Is it really a matter of either/or? The course book can be used
as a core from which to build mini-projects, in which more fashionable and transitory elements are introduced .
Assessment
One of the doubts raised was "How can we make sure each member is usefully employed" and how can we monitor
specific learning outcomes? Of course, assessment was necessary: language teachers are accountable not only to
the students, but also to their parents, the school and government authorities etc. This is especially true in the
secondary state school where English is very much a school subject and must be assessed as such. The language
learning outcomes should be assessed, (and assessable!) in a formal , accountable way as well as in an informal
way.

"How and what do we assess?" was one of the questions brought up. Some concern was expressed that by doing
projects we may put too much emphasis on the non-language elements of the work done and that it is difficult to
reward (and give marks to) different elements, such as art work and a piece of writing, appropriately. Diana felt it
was important not to forget that the main learning objectives and outcomes ought to be language-based, that all
activities are a means to an end. Art and craft work should be integrated into language work - and can be a way in
which language can be sneaked in - but the clas·s is not an art class and art work per se is not part of the formally
assessed element of the English class.
Diana agreed that assessment was a big issue. She recommended thinking about matching assessment with the
methodology - i.e. via portfolios in which students collect samples of language work and list 'can do' statements.
Resources
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A controversial point was made that only well-resourced schools and well-motivated teachers could do projects.
H6wever, we read a response from a teacher who had put together projects with minimal resources in rural India based round their own village environment.

Young Learners Internet Discussion 4: How should we be assessing our learners? (Fielder: Annabelle
O'Toole, Bell Language Schools)
Annabelle posed a number of contradictory statements with the intention of prompting opinions, a sharing of
experiences/ wisdom and /or question asking. Only a few people responded, which was rather disappointing as we
had had several comments on assessment in earlier discussions. How.ever Annabelle's summary was wonderful,
and that in itself is worth printing for all to read.
"(Two teachers from UCLES) commented on the value of an external test being included
in a portfolio system to give global currency to the achievements of the learner. In addition, they felt the external
test would also have a positive effect on motivation and self-esteem as well as perhaps being more objective than
teacher assessment. They feel different forms of assessment can complement each other and ne~d not be a source of
conflict.
I must concur with this as external tests and Portfolios are not mutually exclusive. The real value of a Portfolio
system is its flexibility, certificates can be included and the contents reflect the achievements of each individual.
Can I remind you through this discussion of the differences between testing, evaluation and assessment as so
clearly defined by Larissa Sardiko. (ELTECS -L Digest contribution forwarded to the YL SIG 16.12.01).
a) Testing - a means of checking learning that has taken place with respect to a specified teaching context or input,
often by means of a particular task. The results are usually concrete and can be expressed qualitatively e.g. as a
mark or percentage.
b) Evaluation - a global view of achievement of the teaching and learning process over a period of time, e.g .
analysis of the success or failure of a teaching approach, course book, pupil response, motivation etc.
c) Assessment - an attempt to analyse the learning that a child has achieved over a period of time as a result of the
classroom teaching/ learning situation. It does not need to be based on a particular task, nor is it usually expressed
by a mark or percentage. It may include subjective (teacher) opinion of the achievement of the child in terms of
attitude, participation, socialisation, general cognitive and physical development etc. it may also be expressed
"relatively" in that the progress of an individual chi ld can be measured against his/her starting points and abilities
rather than compared against the skills and abilities of other children as in the traditional testing situation.
These definitions remind us of the different purposes and perspectives, which can be applied when critically
"assessing" a learner. They are also reflected in the two basic sets of reasons for language assessment (Dr
Hargreaves, "Keeping sight of the individual in Language Testing", EAQUALS conference Trieste 2001). I.e.
1) To motivate learners
2) To facilitate comparisons with a) other learners ('norm- referencing') b) an explicit standard or set of criteria
(criterion-referencing), c) at one point in time with another point in time. Purposes of language assessment: to assist
placement of students, to diagnose students strengths and weaknesses, to see how far the students have achieved the
objectives of the course of study and to measure language proficiency independently of any
course followed.
We as teachers are often faced with the dichotomy of facilitating learning, building the confidence of our
burgeoning learners etc. and demands to demonstrate levels of achievement to parents/employers/ government
officials. This sometimes means that our classroom practice - based on sound pedagogic principles does not match
the testing and assessment system used within the institution.
( .. . )
As a final plea, I would (only) ask that we avoid confusion, we need to be clear on: what we are assessing, why and
how. We must ensure that the means used are appropriate and fair in order to avoid the crude labelling of individual
children, which may result in a crushing experience for the child and be detrimental to future learning potential and
motivation."

Sandie Mouriio lives and works in Portugal as a YL teacher and freelance teacher trainer. She is especially
interested in the role of the generalist classroom teacher in FL teaching, storytelling and materials design. Sandie
is the YL SIG Discussion Group Moderator.

Spring 2002

CATS: The IATEFL Young Learners SIG Newsletter

Page 33

Conference Report
APPinep / IATEFL Young Learners Conference
Lisbon, Portugal
November 9th & 10th 2001
Thank you IATEFL SIG for believing we could have a Young Learner's Conference here in Portugal!
There were finally over 215 participants and over 30 workshops. I was delighted with the proposals from speakers,
we had a huge mixture: teachers from private language schools, mostly British Council & International House, but
others too, sharing ideas. Ideas on how to work with cardboard, using resources over again, writing with YLs,
vocabulary work and using songs. rhymes and videos. There were several sessions on using stories, both as readers
and as a springboard for cross-curricular classroom activities. Two sets of primary teachers actually shared their
experiences of using stories with participants, something I was very pleased to see as it takes a lot of courage for
someone who is not a specialist in English to show what they've been doing.
Opal Dunn brought a suitcase full of her REALBOOKS and stunned us with their beauty and potential. Many
teachers left wishing they had Waterstones and Blackwells in their local towns! We had trainers sharing training
contexts and describing the difficulties here in Portugal. The Ministry of Education also sponsored a speaker to
present the material they have been devising for primary English, still not compulsory but things are happening!
Publishers were very evident and supported the conference from the beginning. All sponsored a presenter, we had
Carol Read from Heinemann, Teresa Zannatta from Longman, Caroline Nixon from CUP and Wendy Superfine
and Pippa Mayfield from OUP. Mary Glasgow /Scholastic sent Jane Myles and Express Publishing sent Jenny
Dooley. Other sponsors included Bell language schools, who sent Annabelle O'Toole, Trinity Examinations board
who sent Caroline Pugh and UCLES who sent Juliet Wilson. All these speakers lent an air ofluxury to the two day
event and participants were very pleased to be able to see names in person . Thank you Publishers and we had
excellent feedback from their sessions too.
That's a quick run down. I would just like to share some ideas from the plenaries I saw. I was a door man most of
the time, but was privy to some handouts, so I got the general picture!
Our first plenary was by Jose Orlando Strecht Ribeiro, the Portuguese specialist in the field. His talk covered the
ups and downs of EFL teaching in Portugal and he shared some interesting anecdotes. His conclusion was
excellent and an adaptation of a quote by Keith Sharpe, who has written several articles about teacher training for
foreign languages in the U.K. .. No one can inject enthusiasm into a project if they have to battle constantly against
hostility and ostracism, or if they are victims of inadequate continuous training or resources. Success is reached
along a road fraught with obstacles, and there are those who fall by the wayside. In the Portuguese context, it would
seem timely to recali Sharpe's four Cs of primary modem language teaching - 'communication, culture,
context and confidence' - and perhaps to add a fifth: Courage. We would not want to reach the future too late. For
the time being, we shall continue to live in hope.
Our second plenary was by Opal Dunn, spon~ored by IATEFL YL SIG. Opal gave us much food for thought about
using REALBOOKs. Her talk was both interesting and moving. She also presented us with tons of research
questions related to using REALBOOKs which was fascinating . Opal finished on the following note: children's
reactions to REALBOOKs have a clear message for adults. Children need to have and hold REALBOOKs if they
are to discover the delights and pleasures of reading in English or in any language. However, when introducing
books as part of our programme we,as teachers, have to hold back and not exploit them as teaching tools.
REALB00Ks can be magic to children and, like adults, each child builds his own individual relationship with a
book. Adults must not break the spell. "Tread softly because you tread on my dreams ." William Butler Yeats (Poet
and Playwright) .

Spring 2002

CATS : The IATEFL Young Learners SIG Newsletter

Page 34

Our third plenary came from Shelagh Rixon, sponsored by The University of.Warwick I was actually allowed to
present her, what an honour! She gave us a very witty and down to earth talk on 'What to do about vocabulary?'
She said much common sense stuff and I was especially struck by Shelagh 's comparison between the predetermined list of words to be taught in a course book and vocabulary emerging from the activity through
interaction with teacher and peers which she considers to be at opposite ends of a continuum. Shelagh believes,
and certainly convinced me, that we, as EFL teachers, should be moving closer to the latter. Fascinating stuff!
Our fourth and final plenary speaker, Gail Ellis, was sponsored by British Council. I was allowed to present Gail
too, another honour, as her 1991 book with Jean Brewster and Denis Girard got me started in this business! Gail
also talked about using REALBOOKs and gave us some very clear pointers as to how to chose a REALBOOK and
what we can do with it. She told a story called 'The Kangaroo from Woolloomooloo'. This was a lovely rhyming
story which had lots of threads and themes and much to work on. In J>ortuguese, they say 'lots of material for
sleeves'! I use REALBOOKs and felt very confident in myself after hearing both Opal and Gail's presentations; it's
definitely a way ahead and certainly needs to be studied and documented so that more teachers and their students
can feel the benefits of using authentic storybooks.
I felt that seeing the smiling faces in the corridors, hearing the comments on workshops which had been attended
and the general feeling of the venue was good, despite the plenary room being drafty! Brrr, we all huddled in coats
and Gail even advised us to snuggle together like penguins! The place soon warmed up after that!
I hope I've given you all a taste of our very first Portuguese YL conference. I also hope I shall be attending my next
conference as a participant and will happily sit back and watch someone else run around sorting out problems ...
and being the door man! !

Sandie Mouriio
Conference Organiser
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IATEFL and Berlitz Kids present:
TEACHING ENGLISH IN PRIMARY SCHOOLS
Ideas and Perspectives
Stadthalle Bonn- Bad Gode"sberg
31.5-1.6.2002
with international experts such as ...
Gail Ellis (British Council, Paris)
Renate Kreis ( Domino)
Gordon Lewis (Games, Berlitz Kids)
Sandie Mourao (IATEFL)
Eduard Piepho (University ofBraunschweig)
Debbie Smith (IATEFL)
Wendy Superfine (Teacher Trainer GB)
Andrew Wright (Storytelling, Crafts, OUP)
And many more from Germany and abroad

Conference Description:
In 2001, the states of North Rhein Westphalia and Baden Wuerttemberg announced plans to introduce
English in the primary school curriculum starting in 2004. In order to do this, they have initiated extensive
training programs for mainstream primary school teachers to prepare them both linguistically and
pedagogically for this new task. There is therefore enom10us need and interest in this subject and a thirst
for information.
The conference brings together teachers, teacher trainers and materials developers from Germany and
abroad to exchange ideas, discuss important issues, reflect on current practice, and further professional
development. Through workshops, presentations and plenary sessions, delegates will be introduced to lots
of very practical ideas for the language classroom as well as learning about the underlying principles of
teaching languages to young learners. Presentations will be conducted mostly in English. Those
presentations to be conducted in Gennan will be appropriately highlighted in the conference handbook.

EFL Materials Exhibition:
Parallel to the conference program, delegates can visit the materials exhibition. Here you will find all the
latest print materials, audio and video, and computer software from leading German and international
publishers. Teacher training institutes will also be represented. If you wish to exhibit please request our
guidelines for exhibitors.

Conference Registration:
To register for the conference please send an email to either of the below addresses. We will send you the
registration form and detailed information per e-mail. Take advantage of early registration to avoid lines on
the opening day.
Please contact: laurie.smith@berlitz.de or gordon.lewis@berlitz.com

YOUNG LEARNERS
SPECIAL INTEREST GROUP
The Young Learners Special Interest Group was initiated in 1986 and has now
evolved into a flourishing world-wide network of teachers of children and
teenagers up to 17 years.

Aims
•

•

To provide information on recent developments in the education of young
learners in the field of English as a foreign language,
To help teachers and teacher trainers circulate ideas, news etc. and to meet
the greater demand for communication in the fast expanding world of
teaching EFL to young learners.

What do we offer?
The Newsletter This is a bi-annual publication concerned with teaching
EFL/ESL to children and teenagers. It includes:
• practical ideas for teachers of young learners,
• articles on methodology and theory,
• details of future events such as conferences and seminars,
• reports of recent events
• book reviews.

(YL SIG)
Joint SIG Co-ordinators
Christopher Etchells
email:
etchells@countryschool.com

Debbie Smith
email:
debbie.smith(a),mistral. co. uk

Events Co-ordinators
-Debbie Smith, UK
Gordon Lewis, USA
YL Web Site Manager
Christopher Etchells, UK
Newsletter Editors
Carol Read, Spain
Eleanor Watts, UK
Membership Secretary
Andy Jackson, UK
Discussion List Moderator
Sandie Mourao, Portugal

Other publications Joint SIG publications arc available from the IATEFL
office. These are the proceedings of joint seminars and conferences which have
been held recently.
Conferences and seminars The SIG organises a Young Learner 'track' at the
annual IATEFL conference and other UK and international events which arc
often organised in conjunction with other SIG groups. The SIG 'track' covers
topics which include infant, primary and secondary practice as well as teacher
training issues.
Internet discussion list A lively forum to exchange ideas, discuss key issues
and keep fully up to date with everything that's happening in the world of YL
English language teaching.
To find out more about the YL SIG and IAJEFL please contact:
lATEFL
3 Kingsdown Chambers, Whitstable, Kent, CT5 2FL
Tel: +44 (0)1227 276528
Fax: +44 (0)1227 274415
Email: generalenqu iries@ iatefl.org
lATEFL Website: http://www.iatefl.org
YL SIG Website: http://www.countryschool.com/younglearners.htm
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CAN YOU TELL A STORY?
Call for submissions to an anthology of stories for ELT
Storytelling can be used to generate a variety of exciting activities in ELT. We are soliciting
submissions for a volume of stories with teaching ideas, Storytelling in ELT. It will be one of the
two free publications for IATEFL members for 2002/2003 and will go to all the thousands of
IATEFL members world-wide. This publication will consist of four parts:
1. Stories for very young learners
2. Stories for primary school learners
3. Stories for teenagers
4. Stories for adults

Submission guidelines
Each submission should include:
• Personal details
Give your full name, address for correspondence, telephone, fax and email addresses.
Please also indicate your current place of work, if any.

•

Title of the story

•

Short notes on the story
If this is a traditional story, indicate the country or region of origin and possibly a few words
about its history. If it is an original story, you may want to say a little about its genesis.

•

The story
Stories should be up to 500 words long. Longer stories should only be submitted after prior
consultation with the editors. Do not send stories for which copyright permission is needed.

•

A brief outline of suggested teaching ideas
Please use the following framework for your outline:
I. Age range (3 -6 year olds, 6-12 year olds, teenagers, adults)
2. English Level (Beginner, Pre-intermediate, Intermediate, Higher Intermediate,
Advanced)
3. Language focus (Choose from the following, as appropriate.)
a. Grammar (e.g. Present perfect)
b. Functions (e.g. Expressing disagreement)
c. Lexical fields (e.g. Colour or Parts of the body)
d. Repeated language, if applicable ( e.g. What a pity! I've always said. .. )
4. Educational ideas
a. Social focus (e. g. Working cooperatively, Understanding jealousy)
b. Conceptual focus (e.g. for children: Sequencing by size, Understanding
evaporation~for adults: Understanding a particular machine)
5. Themes (e.g. Deforestation, Democracy, Loneliness, Fair Trade)
6. Suggested teaching aids (these can be simple or sophisticated)

•

Suggested lesson plans in detail
Your lesson plans should be no more than 500 words long. Longer plans should only
be submitted after prior consultation with the editors. Please give detailed explanation
of how you would use this story in the classroom under the following subheadings:
Be/ore telling
During telling
After telling

Additional Notes for Contributors
1. Stories may be of any genre - traditional or modern.
2. If complex language is used in the story, indicate whether you would first tell it in the
mother tongue and how you would adapt it to your teaching context. Bear in mind that
these stories are for EFL/ESL classrooms and should be useful to practising teachers.
3. Illustrations may be included in the form of black and white line drawings.
4. If possible, include ideas that will encourage students to create their own related stories.
5. Please note that the decision to publish rests with the editors and that material that does
not follow the guidelines above may not be considered.

We look forward to receiving your contributions by 31 May 2002.
Manuscripts should be sent in hard copy as well as in electronic form (Word or RTF documents
only, either by email attachment or on diskette). Do not use styles, automatic bullets or
automatic headings.

Stories for very young learners and primary
school learners should be sent to:

Stories for teenagers and adults should be
sent to:

Eleanor Watts
64, South Hill Road
Gravesend
Kent DA12 lJZ
UK

AmosParan
Institute of Education
University of London
20 Bedford Way
London WCIH OAL
UK.

Email: wattsele@cs.com

Email: a.paran@ioe.ac.uk

