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FPreface

Preface

This bock is for studem-teachers of English to voung leamers, li
15 also intended for teacher trainers (o enhance teacher’s professional
development,  Although the book offers many ideas to be
tmplemented in the classroom, it is hoped (hat teachers will develop
them in thelr own practice.

The term “young learmers’ refers to the age groups of lower and
uppcr stages (younger learners from six-to nine- year- olds and older
learners {rom fen- to fourteen-year-olds). The ideas in this book can
be applicable to those two groups of learners. Teachers need to deal
with these two categories appropriately. For instance, VOUILEZEY
learners have a holisiic approach 1o language learning and they need
10 undersiand meaningful messages but not to analyse the language;
whereas older learners show an interest in analytical approaches and
have developed language skills. Tt is the teacher’s responsibility to
take these faclors into consideralion when teaching English as a
foreign language to young learners.

The [irst chapter presents background information about issues
of general development and language leaming. [ provides a brief
overview of young learners’ stages of language development,
theories of learning, and multiple intelligences theory amd its
implication  {or language tcaching  and Styles  of  learning,

-11-



Preface

I'he second chapter addresses how first language learmng differs
from second language learning in an attempl fo offer important
insighls (o tcachers about the link between learning the [irst
language and the forcign language. The aim is to familiarise teachers
with those dilferences so that they can work with children on this
basis. [t also provides background information about second
language acquisition theories: the behaviounst, the innatist and the
interactionist perspectives, This theoretical background forms the
foundation [or sccond or foreign language learning and acquisilion.
Chapter 3 considers the issue of leamning to learn highlighting the
importance of involving children in the leamiug process.

Following these chapters which constitute the (heoretical
background to teaching young learners, the book, then, tumns fo the
practice of teaching language skills. Chapters 4 and 5 deal with
teaching listening and speaking skills respectively.

Chapter 6 deals with (he significance of phonermuc awareness
and phonics instruction in helping children use the alphabet in order
to understand the relationship between letters and sounds and, thus,
improve their reading skill which is taken up in chapter7. Chapler B
takes reading skills a step further to provide a bridge between word
recognition and comprehension. Tt focuses on fluency in reading ancl
comprehending at the same time. IU also deals with text

comprehension instruction. These reading skalls are further

-12-



Preface

mvestigated with reference to tech nology in Chapter 9, which deals
with technology and teaching children to read, as the inlegraiion of
lechnology info teaching language skills has become a NAjor feature
of contemporary educalion. This chapler, then, focuses on the link
between technology and teaching the building blocks of elementary
reading which constitute the basic components of reading abilily for
young learners,

Writing as a skill is usvally lzught in parallel with reading.
Chapter 10 discusses teaching writing to young leamers and presents
steps of the process of writing, Chapter i1 looks at teaching (he
language systeny; ic,, vocabulary and grammar (¢ young learners. Tt
ilustrates (he interdependence between vocabulary and geammar and
inchudes recent vocabulary research as it applics to young learners.

The final chapier,12, provides an overview of assessment
techriques fo young learners through classroom-based assessment
aclivities. At the end of the book, there are appendices which offer
teachers and learners tasks (o assess their muitiple intelligences and
evalvate their own teaching and learning. Tn addilion, children’s
songs and finger plays, which are appealing to all ages, are provided

in appendix 2.

Ali Saud Hasan

Damascus, 2013
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Young Learners Language

Development

1. Introduction

The Trwst chapter of this book is devoted to illustrate how
children learn new concepis and develop their understanding
abow the world, and how adults can help themr make the
process pussible, This knowledee about children's development
is inlended to make a link between children's general

development and langnage learning development.
2. Stages of Development

Children share some common things with their peers:
children of similar-age groups act sundlarly in a range of
siluations. Pinter (2006), for cxample, obscrves, “Parents of
five-year olds [ind that their children use similar ArgEmnents in
conversations or cnjoy very similar pames, aclivities and
Jokes"(p, 6). Piaget observed these similaritics and developed a
framework of four universal stages of development. Each child

[oliows these stages in exactly the same order and devclopment

15-



Young Learners Language Development

unfolds as a result of the biological processes of growth, and
development of the child’s brain.
The main characteristics of children’s development within each

stagc are summarised in the [{Jllnwing lable:

muior btage {fr-::-m ?mrth to w.rn yu_,are. Df -

e The young child learns (o interact with the envirenment by :
| manipulating objects around him. |
Pre-operational stage (from Lwo [0 seven Years of age}
e The child’s thinking is larpely refianl on perception buf he ur she
: gradually becomes more and more capabie of logical thinking. On the ég:
wholc, this stage is characterized by cpocentrism (2 king of F-Eif—
centredness) and a tack of logical thinking. ;

('Juncrete nperalimlal stage (from seven to eleven years of ape)

but this ability is restricted to the immediate context. This means that
children at this stage cannot yet generalize their understanding, |
Formal operational stage (from eleven years onwards) _
o Children aie able to think beyond the immediate context in more abstract ferms.
J They arc able o catry vut Togical operations such as deductive reasoning m &

z.yxu:mam, wag,r Thc}f achicve “formal i‘::gu,

Tabie il ngf'tmn ‘sragm uf D(’W’fﬂpm(’m‘ ( Pinjer, 20006, p. 7)
-16-



Young Learners Languuge Develbpment

Teachers of Inglish need to he acquainted with the Piagelian
[ramewaork so that they can work with different age groups. Il should
be noled thal “teaching a class of 12-ycar-olds requires very
different materials, methods, and teaching style from a class of six-
vear-otds"(Pinter 2006, pp. 6-7). This means that teachers have to be

able to respond to the needs and interests of various age groups.

3. Appropriaie Ins{ruction

Ay a leacher of young learners you need to provide appropridie
instructions thal are i line with children’s basic physical and
psychological needs. These needs must be fulfilied so that children
can focus on their leaming. As a teacher, lhen, you have to provide
care and instruction at the same time. Your instruclions shouvkd be
adjusted o meet the developmental stages of the child. As Linse
{Z2005) contends:

A child who cannot recogmize the numbers bhetween 1
and 100 is not ready to do mulliplication. A child who
has developed strong oral language skills m her native

language is better prepared to hegin reading than a child

who has not. A young learner who can comprehend a
scquence of events 1s better preparcd to understand a

story than a child who cannot (p. 3).

-17-
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Young Learners Language Development

This means that caregivers are encouraged to adjust to a clild’s
individual stages and rates of developeent. Children need ieachers
who can interact with them in appropriate ways according to their
social, emotiopal physteal, cognitive, and moral development
{Brazelton and Greenspan, 2000, cited in Linse, 2005).

it shookd be made clear that there are individual differcnces in
children development; in other words, children develop at diffecent
ratcs. “Thers are children who will quickly grasp sound-symbol
relationships, whereas 1 will take others a longer period of time to
comprehend fhis concept™ (finse, 2005, p. 33, When teachers
become aware of children’s rates of development, they arc hetfer
able to provide appropriate learning tasks, which are progressively
maore difficult, within the child’s reach. As a teacher, you need o be
aware of the children’s sirengths as well as areas where they may
need assistance so that you can plan appropriate teaching.

It is worth mentioning that a child does not develop emotionally,
morally, physically and cogpitively at the same rate. Linse (2005}
explaing, “Children who are considered to he intellectually gifted are
also often considered to be emotionaily young, A child may learn (o
read ai a very carly age and have developed advanced cogpitive
skills bul  behave in ways that arc viewed as emotionally and

soctally immature” (p.5). Thus, develapment can be inconsistent.

-18-



Young Learners Language Development

4. Children’s Development and Enterests

As a teacher, you need first to become familiar with your pupils.
in addition, it is also necessary to know their interesis; this is
especialfy importunt #s young fearncrs, who are inlerested in a
specific subject, say Baglish or even a specific activity or fask, are
more likely o be successful. Linse (2005) argues, “By knowing
what intcrests your sludents, you will be able 1o create engaging and
motivating English lessons™ {p, 6). Linse maiwiaing that there are
many ways for the teacher to learn about children’s development and
inleresis:

e {bserving children as they interact with their peers, other teachers
and their parents.

e Chbserving children's emotional and social development through
thelr interactions.

s The types ol conversations that children have can also shed light
into their cogaitive developiment.

v Observing children’s physical development through their
engagement in sports activities. Do they enjoy physical aclivities
or avowd them?

e Obscrving a child’s social development by watching how he
interacts with his peers and with adults. Ts there mive and take, o1

is he being dominated by them? Being aware of (his aspect of

-19.



Young Learners Language Development

social development will be belpful when asking children to work
with onc anclher.
° Paying attention to children’s belongings: A child who keeps

pictures of horses may do so because horses are his [avourite

animal. A child who reads books without pictures has probably
developed advanced cognitive skills.
* Asking children to take simple surveys. For example, complete

edch senilence:

ikelo ...

Tt is easy for me lo......

It s hurd for me to......
it used to be hard for me to...... but now it is casy
I ke to have ...... help me when it is hard for me to do

something. (Linse, 2005, pp. 19-20)

* Talking to children about their responses to the survey.

Examining children’s work such us drawings and writings can tell
you something ahout their growth, Jevelopment and interests,
especially their social, emotional and cognilive devejopment.
Linse {2005} describes, “Children who are younger and less
developed cognitively, generally include less detail in their
drawings” {p. 10).

-20-




Young Learners Language Development

5.’ Fhe Role of Interaction

Vygoisky’s Theory of Learning

Paget tramework focuses on Lhe biological basis of development
from stage to stage. Anolher important social side of development
should be taken into consideration. “The social enviromment, the
cultural coniext, and in particalar the influence of peers, teachers, and
parents engaged in interactions wilh chaldren are also major sources of
learnmyg and development” (Pinler, 2006, p. 10},

Like Piaget, [ev Vygolsky (1978) believes that children
construct knowledge lor themselves and they actively pariicipate in
the learning process. [Towever, he emphasised the role of the social
environment, culture and social conlexl in learning. He cxplored the
learning potential of the individual with the help and support of Lhe
adult within the “zone of proximal development or the ZILY.

Children’s  language development occurs  through  social
interaction and experiences bhascd on the comlext of situation
(Vygotsky, 1978). Adults support children by modifying their input
and intevactions to make the message understood within the child’s
Zone of proximal development (ZPD). “This concept describes Lhe
ditference or lhe “zone’ between the curent knowledge ol the child
and the potential knowledge achicvable with some help from 2 more

knowledgeable peer or adult™ (Pinter, 2000, p. 11).

-21-
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The ZPD relers to the area of support provided by the adult so
that children can accomplish the tasks they couldn’t do on their owsn.
Accarding to Vygotsky, a child would not be able (0 complete a
certain task independently but needs further support. “Vymotsky
argucs that working within the 2P is a fertile ground for leaming
because iE starts with what the teacher already knows and builds on it
according to the child’'s immediate needs to go forward” (Pinter,
2006, p. 1. For example, a three-year-old boy who can count
numbers up to about 10 or 11 but cannob carry ont mphi stop
counting. A parcnt or teacher can prompt hm by giving him a clue
(showing ihe number of fingers) that foliows and helps him to
continye,

This sort of support thai can be given through intoraction within
a chuld's ZPD is sometunes called “scaffolding’ (Wood, Broner and
. Ross, 1978). As a teacher, you can provide the scaifolding necessary
for the learmer to answer a question. You can model the knguage

using the learners’ words:

I Mi Li, What do you bike to do on weekends?

S5: Play.

T: Who do you like o play with? (waits a full 10 scconds.
Remembers the picture that Mi Li drew playing with her Kitten)

130 you like to play with your dog or your cat?

-22-



Young Learners Langouge Devefopmens

B My cat
T: Good. You like to play with your cat (Linse, 2005, p.135).

In this extract, the ieacher encourages the child ensuring that the
child stays on track to finish the lask during the interaction thatl tukes
place 1 te 2171,

Another way to provide scatfolding is to increase the amount of
wait time for children to respond {0 a certain question as W might
take themn few sccopds to access the leachers’ idonmation before
answertiy the quesiion. You can model the langoage using the

learners” words.
&, Children as Unigue Learners

Multiple Fatellipences

The previous sectioms have deslt with Piaget stapes of
development which show how children at similar ages share certain
characteristics. In addition, Vygotsky's theory of social interaction
which offers children unigue cnriching  experichces has  been
clarified. This seciion explores the issue of untqueness in lerms of
Gardner’s {ramework of multiple iteflipences.

Individual children enjoy different activities; witlle children may

enjoy singing and talking, they may also show very little interest in

-23-
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writing, or drawing. Psychologists have argued for taking such

differences into account when assessing children’s intelligence,

Gardner (1983) suggested (hat inlelligence manifested itself in

MARY  WAYS

in diffcrent children.

He refers to these muitiple

mielligences as ‘frames of mind’. The types of intellipences are

Imguistic, logico-mathematical, musical, spatial, bodily/kinesthetic,

mterpersonal, inlrapersonal, and nataral. Table 1.2 summarizes the

main features of each type of intelligence.

Lm gmslu.

%t:l'l%ltwit}’ to the SDUﬂd- rhy{hm and mmmng of words ;
and the dilferent {unctions of lanpuage ']

' Logico-

matiiematical:

senwitivity to and capacily w detect logical and¥
mumerical patlerns, ability to handle Jong chains of ]
logical reasoning :

Musical:

ability to producc or appreciate pitch, rhythm, or§
melody and aesthetic-sounding tones, understanding ol
the forms of musical expressiveness :

| kinesthetics

ability o perceive the visual/spatial world accurately, |
to perform transformations on those perceptions, and to §
recreate aspects of visual experience in the abscnee of
relevant stimul: S '
ability to use the body skilfully for expressive as well
as goal otented purposes, ability o handle objects |
skilltully

i Enlerpersomal:

[‘rﬂit}" to detect and n:spund appmpuatciy o thc ..

nthcra‘

| Intrapersonal:

ability to discriminate complex inner feelings and to ¥
use thern to guide one's own behaviowr, knowledge of §
onc's own  strengths,  weaknesses, desires, and §
mtellipenocs '

Naturalist:

nuncrals and ] Ianm

ability (o recognive and classify varictics of animals,

Table 12: Gardner's Multiple Fmeliigences. Adapfed ,l’rm:-z L. Bevk: Child

Dievelopment, Allvat and Bucen 2005, cited in Pinfer, 2006, p. 14},
-24-
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Gardner (1985) has pointed out seven urcas of mitelligence:
mathematical/logical, interpersonal {undersianding  oihers),
intrapersonal (understanding one's self), bodily/kinesthetic, verbal
linguistic, musical and spatial. An additional mielligence (ability to
discern patterns in nature) has been added to the list.

Tiis theory of multiple intelligence is very .impc.-r’mnl for teachery
of youny learners as it explores children’s strengths st that teachers
can build on them. It enables teachers to include activitics in lesson
planning that make each child leel success. “Teachers who are aware
of this framework can ensure that their (eaching is meanigiul to all
children with anyone or any combination of these inteltigences™
(Pinter, 2006, p. 13). Tn addition, Linse (2005) suggests that you may
want lo include & logic puzzle with geometric shapes for students who
have logical-mathematical intelligences. For intrapersomal students,
you might create leaming stations where they can work alone. For
children with verbal inteiligence, you might want to make sure that
they have sufficient time 1o spend at the wriling centre, For hodiy
kinesthetic leamers, you might want to have them dance to Tnglish-
language songs. For students with verbal linguistic intelligence, you
might want to provide them with extra English-fanguage books to

read or grve them word puzzles o do.
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For students with inlrapersonal intelligence, you may want (o
inefude activities which require them- to work- alone. For students
with iukerpersoual inteHligence, you may want to include activitices
which reguire them 1o work with partners or m small groups. For
students with naturalist intclhigence, vou may want to inchude
scicnce books about nature.

Muitiple infelligences theory has biological orngins. "Each
person has new biotogpical potential. We differ in the particilar
intelligence profiles with which we arc born and the ways 1o which

we develop theny™(Christison, 2005, p. 5).

Emplications of MY theory for lenghage teaching
Arvmstrong (1994 cited 1w Christison 2005, pp.7-8)  has
synthesized the implications of the theory mto Lowr key poits:

1. Each person possesses ail eight intelligences. In each
person ithe eight intelligences function togethor in uRique
ways. Some people have high levels of lunctioning i all or
most of the intellipences; a few people lack most of he
rudimentary  aspects of intelligence. Most people  are
somewhere i the middle — with a few intelligences highly
developed, most modesily developed, and one or two

underdeveloped.
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Young Learners Language Development

Z. lntelligences can be developed. In the teaditional view,
miettigence is defined as an attribute that doesn’ change
with age, training, or experience. Traditional views of
mtelligence support the notion that we are born will a
certam amount of intelligence and thar intelligence will not
chunge as a result of life experiences. M theory, on the other
hand, suggests that bumans have the capacity to develop all
erght intelligences to 4 reasonably high level of performance
with  appropriale  cocouragement,  cnrichiment,  and
instruction,

- Inielligences work together im complex ways. No
intelligence really exists by itself. Intelligences are always
interacting with each other. For example, in order to cook a
meal, one must read a recipe {linguistic}, perhaps double it
(logical/inathematical), and prepare a menu that satisfics
others you may cook for (interpersonal) and yoursclf
(intrapersonall,

. There are many different ways to be intelligent. There
15 1o sel standard of attributes that onc must have in order to
be considered intelligent. One might be completely awkward
in a dance class and yet a marvel in building construction.

Both activitics require hodily/ kinesthetic intellizence.

-



Young Learners Language Development

It is importani to rcmember (hal Howard Gardner was not
designing a curriculum or preparing a mode! to be wsed in schools
wilh his multiple intelligences theory (Hoerr, 1997), Educators have
taken the theory, put it together in different ways, and applied 1t 10
their lesson planning and program and curriculum development. The
thoory provides a framework wilhin which teachers can use their
imaginations and creativity in designing materials [or the second
language classroom. Christison (2005} believes that these four key
points “are all attractive to the sccond lunguage tcaching profession
because they provide a lramework to appreciatc and valve the
diversity we observe in owr sludents, and they provide us with a
stracture for addressing these differences in our teaching” (p. 8).
Classroom Applications

MI theory offers languape (eachers some ways fo examine thelr
teaching techniques and strategics. Christison (2005} presents
important steps lor the language teacher to follow in applying ihe
theory:

1. Introduce yourselt to the basic theory.

2. Take an ML inventory.

Teachers should first apply ML theory to themselves as educators
(Armstrong, 1994) as a next step for EFL teachers fo determine their
rnultipic intelligences profile. lnventorics can also be used with
students (see appendix 1). The idea is that such inventories may
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enable teachers to make choices that affect their teaching. Christison

from instructional approaches (hat help them reflect on their awn
leaming” (p. 9},
3. Learn to categorize {amiliar tanguage activities. Tt is important for

you to classity the activities you normally do as they relate to

diflerent intelligences.

4, Conduct a personal audit of your own leaching. Try {o make
choices about which activities relate to MI theory.

5. Develop  assessment techniques  that  address the right
inteHigences,

Try to integrate instruction with assessmenl. Base your lesting

praciices on the cight intelligences—not just the Enguistic and logical/
mathematical practices that dominate cducational assessmenl.

Christison (2085} cncourages her studenis to participale in the

asscssment - process and  focuses on  giving them  options.
Specifically, she asks her students (o put themselves in her shoes and
tell her what they would like {o do to show that they knew and
vnderstond the content of the material.,

Christison {2003) contends, “Successful teaching in an MI

curriculum is about helping stadents develop skills for ‘solving
problems and fashioning products’ in their real Hves. 1L is about

prepanng students lor experiences outside of the classroom. Are
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students assessed In ways that are consistent with whal they will be
cxpecled to know and do in the wider world?” (p. 12},

Tn conchusion, teachers usually do not use MT theory in the same
way. Some teachers will use it for lesson conlent, others will include
all eight intelligences, There is no correct way 1o foltow, but it is
important (o understand how MI theory mforms your teaching
according to your own clrcumsianccs.

Fearning Stvies

“Multiple intelligences’ can be related (o ‘fearning styles’. This
fatter torm deseribes personality types such as imore careful and
rcflective children as opposed fo more interactive children and
analytic or global leamers withan the cognitive categories, Other
styles describe perceptual differences such ag listening to new input
or ihe need for visual stimulus. Yet other styles are kinesthetic which
means that fearners like to feel and touch things and move their hody
to wid their learning.

Teachers need to consider that all children have some stronger or
weaker aspects of their multiple wntelligences and preferred teaching
styles. For this reason, Pinfer (2005} suggests that tcachers need 1o
mcorporate a variety of aclivitics o secorndl and {orcign language
classrooms 1o ensure (hat everybody's preferences are catered for at
Jcast some of the time. For example, when new rivymes Of S0D2S #re
introduced tn an Fnglish class, it is a good idea to present them using

-30-



Young Learnery Lunguage Developiment

a variely of techniques. Children can Hsten o the teacher or (he tape
saying or singing the vhyme or the song. Tins will cater for learners
with an audilory preference.

Children can also Jook at the 1ext of the song or the rthyme in the
book or lock at the tHushations. This activily will cater for visual
learners. Finally children can watch the teacher miming the actions
and jom in with the words wnd actions, two. This will cater for
kincsthetic learners. Incorporating various ‘scnses’ also makes
learmng memorable and fun. Once aware of fiaving to cater for
different inieligences, teachors can make their lessons HIOIC
accessible to all chiidren (Pinter, 2005, pp. 14-15).

Mixed Ability Classes

Teachers have (o deal with various children with very high
ability or slower learners with learning difficuities. Many tcachers
face problems when they work with large mixed ability classes
where they have (o cater for dillerent needs.

Pinter (2006) concludes, “It is essential that all children of all
abililies fid learning a new language a motivating and rewarding
exercise and that they can progress at their own pace. It is the
teacher’s challenge to provide them with suitable tasks and rewards
aecording to their individual needs™ { p. 15}, This means that teachers
need fo deal with certain fearners on an individus] hasis; for
example. the teacher may ask gifted children (o learn independently
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s0 that they can deal with motivating tasks, while the rost of students
are asked to do something else. On the other hand, slower learners
need special support to keep them motivated. In addition, children
enjoy working logether in pairs or small groups where more capable
leamners can help slower learners.

Children’s progress in performance must be monitored carcfully
overtime as they can develop new strengihs or go (brough “ups and
downs’. Children can be affected by certain events such as the birth
of a brother or sister or a parenl being away {rom bome which might
tead Lo a decline in their performance. Therefore, teachers need to be

in touch with parents to avold such crcumstances.

7. Summary

1t can be concluded that children may exhibit similar
characteristics within & certain age, but (hey also differ in their
strengths and preferences. Teachers, therefore, neod to be aware ol
the universal aspects of children's development, but they need to
focns on individual learners at the sume time. This means thal they
need to decice on suitable materials and various activities to fit their
fearners intelligences and their learning styles at different ages and
i different contexts. By including varicty in thejr classes, teachers

can make their lessons interesting and siimulating.
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1. Introduction

The previous chapter deall with the development in childhood in
acncral terms and the relevance of that to lanpuage learning. This
chapter offers some explanations abosit second language acquisition
ieories: the behaviourist, the innatist and the interactiondist. Some
of these theories focus on the fearnce’s innate capacity for languaye
acquisition, Others cmphasise theories ol the environment and
interaction in second language acquisition. Stall others consider the
social conlext as a crucial lactor for lanpuage acquisition.

But let wvs, sk, look briefly at the differences hetween first
language (L;} and second language (I.,) learning. Some of the
characteristics of sccond or foreign fanguage learness will also be
fouched wpon as ihese learners are different {rom very young

chldren acquinng themr {irst language.
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Z. Bifferences befween L. l and .2 learning
Whai are the differences berweers LI and L2 learning?

When we learn our first language (LEY we are likely 1o leam il

different ways and in differend contexts {romn when we learn a

seeond langoage (L2). We are also likely to be a different aze,
Key concepty

What differences can you think of between L1 and L2 learnimg?
Think aboul the learpers age, ways of learrung and corfext that they

are fearning in.
i Li iearmng A i : :
& E‘rﬁhy to young chibd. o 1 Hmﬂy al primary school and/ 3
(.13 lesrning  Jasts  into | ar secondary school. It can also | f
1 adolescence for some kinds | ostart or continue e adulthood.
7 of language and language
Vi skills,  eg. acadenic
| writing) .;
1e By mpmure o and | e Sometimes through exposure § :
1 picking up lansoage, but often by boing tausht spe cmf
tanglage. ;
e By wunting sud needing | ¢ With  strong,  little o no &
1 to comumuicate, [.e. with | motivation.

i L A

i 1 e o p s 12 n oo G oA 1 P e b L CR L e A PCE e e Sk e 3 g oo TPt LA Wi 3

'Wliy‘,

| stropg mativagion. ;

__ 53&! HIH}C, ¢ Throuoh interaction with | = Throupeh interaction  with Al 5_
' Tamuly and Frrends. leacher amd  sowmelimes  wiil g I[’
classmates,
e By talking abour thinps | e Often b} tatkmg about lite

o preseat in the  chitd’s | outside the classroom.

B




v By llbfﬁ:mng to and [atkmg

Second Language Learning

° Oflﬁl‘l h}r nmchng tu [nm:hm

{language arcund himfwer ati
the time.

° I'amily and [riends talk to |
aned interact with the ¢ld a
ot

i langonage  for many | language soon after it has been
months  before  using it | teughl, 5
(stient period), B
o By playing and | o Often by uamg, language in |
experimenting  with  new | controbled practice activitics, :
tatiguage. il W L :
= The child hears the | e The leamer is not cxposed to f

the 1.2 very much — often 1o |
more than abowt three howrs per §
weel
= Teachers nsually simplify their
language. :

o The child has lots of
oppottunitics to experiment
with language.

s Teachers vary in the amon
they  priaise  of  encourape f
learners. ;

e {Carctakers® oflen praise

s The learncr does nob vecclve

(tell the child hefshe has | individual attemtion from the
done welh) and encourage | teacher, ’
the child’s use of languape. | . o
o Caretukers simplify their | ¢ Teachers gemerally corecl {
specch to t.h{: child. tearners a fot, _ b

the fmm and accuracy ul"’
what the child says In an :
obvious Wway. '

* t:remku s-htc peuplr: whn 1::u:rk dftm a Lhtid Uﬁr:‘n they are parcntz, Hm
they may also be brothers or sisters, or other members of the family, ete.

(Spratt, Pulverness & Williams, 2008 pp 48-9).
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Tt is not always easy to describe L2 learning in the classroom

. . hecavse it happens i different ways in different classrooms.Thee - -

description in the table above may not be true of alt classrooms.

Of course, L2 learning somectimes lakes place outside the
classroom when children or adults pick up language. Tn this
situation, L2 learning is more stmilar 1o L1 lcarning, except that (he
learner olten does nol get a5 much expeosure 1o the fanguage as the
.1 leamer and may not be so motivated to fearn.

Another big difference belween 1.1 and L2 learping is that L1
learning is nearly always fully successful, while 1.2 learning varies a

lot in how successfal it is (Spratt, Pulverness & Williams ZODEY.
Key concepts and the language teaching elassroom

+ Toreign Ianguage learners need io be exposed to a rich variely of
language, use it to communicate and interact and have
opportutities to focus on form. This helps o make (he
circumstances of L2 learning more stmilar to those in L1 learning
and altows 1.2 leamers (who are usualiy older than L1 learners) to
use their different abilities to process language.

e Motivation is very important in language learning, so we should
do all we can to motivale learners |

@ Learners are dilferent from ome another (in learning style, age,

personalily, cte. So we should iry o personalise our teaching to
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match their learning necds and preferences. We can do this by
varying our teaching style, approaches, materials, lopics, elc.

* Learners may find a silent period useful, but some learners,
especially adulis, may not.

» We should encourage learners Lo use English as much as possible

in their out-of-class time. This Increases their exposure to it They

could, for example, hislen {o radic programimes or songs, read
books or magazines, lovk al websites, make English-speaking
[riends, talk to tourists, write 1o Enghsh-speaking penlriends, etc.

e We should try to simplify our language to a level that learness can
learn from, and avoid corrccting them too much. They need to
build up their fluency, motivation and confidence, and have
opportunities to pick up and experiment with langnage.

s in the classroom we should try to praise learners and give them as

much individual attention as we can (Sprall, Pulverness&

Witttams 2008 pp.48-9).

3. Learner Characteristics

Lighibown & Spada (2006) assert, “All second language

learners, regardless of age, have already acquumed al least one

language. This prior knowledge may be an advanlage in Lhe sense
that they have an idea of how languages work. On the other hand,

knowledge of other languages can lead leamers to make incomect

-37-




Second Language Learning

guesses aboui how (e second language works, and this may result in
errors that st language learmers would not make” {p. 30). Vory
}fl}lli.]g lanpuage learners acquire their first language without the
cognitive maturity of metalinguistic awareness (hat older second
tanguage learners have,

Adult learners are able 10 analyse Junvuage and compare patiems
andd Torms that are similar or d&fferent in their mother language and
the loreipn language. Adults’ very pood knowledge of onc language
may enable them to form hypotheses about the ofiwr fanguacc, For
example, “an [inglish native speaker may hypothesize that past ense
verh forims m German (a closely related language) can be either
regular or yegolar, Just as in English™ (Pinler, 2006, p. 18}, Adulis
can also make guesses aboul unfamnliar words {rom their knowledge
of the context and the renl world, And they know rules of
comimunication such as opening and closing the conversation, They
also use strategies o memorize words and patterns of the languagze.,

These advantages which adults can accomplish are made little or
no use of them by children; or perhaps cialdren vary within varows
ape groups as the extent (o which they can do so. Young chitdren
“will pick up and leam the second or foreign lanruage if they are
having fun and il they can work out messages from mcaningful
contexts. This means learning holistically withowi attention to

ahstract language forems™ (Pinter, 2006, p. 18).
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Very  young  fearmers  lack  the  cognitive  maturity  or
wetaling . istic awareness which allow older learners o solve
problems and engage n discussions about language. "It has been
suggested that older [earnevs draw on their problem solving and
metalinguistic abilities precisely hecause they can no longer access
the innate langnpge acquisition abifiy they hud as young chitdren”
{Lighthbown&Spada, 20046, p. 31},

As children grow ofder, their {irst language development will
enable them ) make usefol comparisuns between languages. For
cxample, their abilities to construct phrases, seatences or duesions
in their moibier tongue will be of much support i the process ol
learning a fureign language. In addition to these cognitive
differences, there are also allitudingl and  cultural differences
belween children and adults. “Most child fcarncrs wre willing to try
t use the language- even when their proficiency is guile linited.
Many adulls and adolescents find it stressiul when they are unable to
express themselves clearly and corecetly” (Lightbown & Spada,
2006, p31).

Differences belween tcaching young fearners and teaching adudes
can be clearty seen i the motivation factor. Bach group studies
Language for a cerain purpose which keeps lcarners’ inferests
activated. “11 has heen suggested that guining an understanding of
young lemmers’ needs, interests, and developmental processes akes
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precedenice over other considerations that might weigh more heavily
in teaching English to adult learners™ {Cameron, 2001: Moon, 2000,
Rixon, 1992 ciled in Kirkgoz, 2006, p. 86). To sustain young
fearners enthusiasm and keep them motivated, they need praise for
their actions. A pleasant environment lor learning a loreign tanguage
15, therefore, imperative.

Kirgie (2006) indicates thal another difference between teaching
young learners and adults lies in the cognitive and affective domains.
Hailiwell (2000) raiscs two issues in language development of
children; ifie need to communicate and the child’s capacity for
indireet learning. She suggests that children need to be provided with
occasions it which io communicale. For this purpose, seffing up
tasks and games is particutarly benelicial hecause they arc enjoyable
and create a desire to communicate. Through continuous exposure to
language tasks, childien can pick up and imernalize new language
ltlems without mtentionally being taught by the teacher, as they do
when acquinng their first language (L1). Tt is, therelore, suggested
that in the classroom children need to be provided with a breadth of
indirect Iearning focused on making meaning. Another L FOT
difference between adults and children is the attention span. Young
learners have a relutively shorter attention span than adults (Fisher,
1990: Wood, [988), Teaching methods, therefore, should hold the

children’s shorter attention (o a task. ‘Fhe pace at which new material
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is introduced, and the expected time required for assimilating it can
differ sigmiicantly with young leamers. Activities such as role plays,
F4mes, s0ngs, pocins, and stories are suggesied as more conducive to
tearning (Murphey, 1992: Toth, 1993: Wh ght, 1995}, As a result of
these differences, curricula required lor young learners of Faglish

must be tailored to the age of the students { Kirkgoz, 2006, p. 86-7).

4. Behaviourism

Classtoom  acfivities  based on  the behaviourist  school
cmphasized mimicry and memorization. Students were supposed to
learn dialogues and sentence patterns by heart. “Because language
developmenl was viewed as the formation of habits, it was assumed
that a person learning a second language would start off with the
habits formed in the first fanguage and that these habits wonld
inlerfere with the new omes needed for the second language”
{Lighthown & Spada, 2006, p. 34).

The behaviourist theory had a powerful influence on second/
foreign language teaching, especially between 19405 and 1970s. The
two proponents ol this schooi, Brooks {1960) and Tado (1964), had
great influence on the development of audio-lingual teaching
materials and teacher training. By the 1970s, behaviourism began to

be considered as inadequate cxplanation of second language
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acguisition as a resut of the growing infhuence of the inadint vicws

ol langnage actusiiog,

5, The Tnnatist Perspective: Universal Grammar

Chomsky rejected the behaviouris explamation of 1ivst funglmie
acguisition. Chomsky argued it innaste knowledge of the priveiples
of Universal Crammar (UG) permits afl children o acquire the
language of their environment daring a critical period of therr
development. “The basic idea is that since UG s conceived of as
representing the iniual state of the language facuiry. 3l can also be
understood as a crucial component of the LAD. the langnage

acquisition Deviee” (Meisel, 2001, p. 17}

Second Language Applications: Krashen’s ‘Monitor Model’
Krashen’s {1982y Mopitor Mode! was influenced by Chomsiy's
theory of ﬁrsi.lu.nguagt acguisition. Krashen described his model in
terms of five hypotheses (Lighthown & Spada, 2006, pp. 36-38),
1. The Acquisition-Learning Iypothesis
We acquire language as we are exposed to samples of the secomnd
language. Children pick up their first fanguage with no conscious
attention to language form. We leam through conscious attention 10

form and rule leawrning.
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2. The Monitor Hypothesis

The acquired system initiates a speaker’s utterances and is
responsible for spomtancous language use, The learncd systent acts
as editor or “monitor’, making minor changes and polishing what the
acquired system: has produced. Such monitoring lakes place only
when the speaker wriler has plenty of fime, is concerned about
producing correct language, and has learned the relevant rules.
3. The Natural Order Hyporhesis

Second language acquisition unfolds in prediclable sequences.
The langnage fealures that arc casiest 1o state (and thus to learny are
not necessarily the first to be acquired. For example, the rule for
adding an-s to the third person singular verbs in the present tense is
eisy to state, but cven some advanced second language speakers Fail
o apply it in spontanenis conversations.
4. The Input Hypothesiy

Acquisition occurs when one is exposed to language that is
comprehensible and that comtains 1 + 1. The '1" represents the level
of language already acquired, and tie “+1° is a metaphor [or language
{words, gramunatical forms, aspects of pronunciation) thatl is just a
slep beyond that level.
3. The Affective Filter Hypothesis

The fact that some people who are exposed to large quantities of

comprehensible put do not necessarity acquire a  language
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successtully is accounted for by Krashen's affective [ilter hypothesis.
The ‘affcctive filter’ is a metaphorical barcier that prevenis learners
from acquiring language even when appropriate input is available.
‘Adlect’ refers to feclings, motives, needs, attiudes, and emotional
states. A learner who is tense, anxious, or bored may ‘filtcr out’ input,
making it unavailable for acguisition {p. 37).

Krashen's ideas were influential duaring a peniod when T
teaching was in transition from approaches that emphasized learning
rules or memorizing diatogues to approaches that emphasized using
language with a focus on meaning. Since then, conununicative
janguage teaching has been widely implemented.

Classroom research has confirmed that stodents can make a
greal deal of progress through exposure to comprehensible input
withou! direct instraction. Studies have also shown, however, that
students may reach a point from which they had {o make further
progress on some features of the second language unless they have

access to gnided instruction (Spada &I.ighthown, 2006, p. 38).
Meaningful Input

Tt should be made clear that teachers should present language
that can be understood by children. Krashen (1982) belheves that the
input learners reeeive should be a litthe bit ahove their current level,

in other words, it should he ‘comprehensible input’. Even though the
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language is slightly above the learners’ level, the mput children
receive is meaningful and understandable beeanse of (he context and
the teacher’s support. For this reason, Linse (2005) suggests, “Tt is
important for you, as a teacher, to provide young learners with
different types of input. For example, if you are telling a story about
a family, you could usc puppets and change vour voice as you
become each character. You should use a deep voice as you become
the father, a higher voice lor the mother, and a softer voice lor the
baby” (p. 13).
Linse (2005) mainlains that there are different ways thal
you can make inpul comprehensible:
¢ Set the sfage. Provide context. For example, it
you wre going to talk about farm animais, you
may want fo put ap a bulletin board of a scene
with piclures of cows, chickens, horses, and
other ammals.
® Build schema by relating a new topic to the
students’ prior knowledge and expericnces.
e Provide a variety ol input. Be sure to provide
visual, auditory, and tactile input. Use props,
realia, and pictures. Feely boxes (boxes with
tactife items, Feely boxes (boxes with tactile

ilems inside (hat children can feel and touch,
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such as items that are hard, soft, fury, smooth,
melal, etc.} and headphones at {istening centics
are often neglected but good sources of inpul.

e Make the classroom language rich  with

environmental print such as labels on the wall,

poslers with wornds, and children’s hooks.

o Model each instruction as it is given. Be sure to
give only one insleaction at a fime so that
children can direcily link the instruction with

(e actual directions {p. 13}.
6. Current Psychological Theories
The Cognitive/Developmental Perspective

Information Processing

Cognitive psychologists working 10 an information-processing
model of human learning and performance see second language
acquisition as the building up of knowledge that can eventually be
called on automatically for speaking and understanding. Segalowitz
(2003} and olhers have suggested that learners have to pay attention

4t first to auy aspect of the language thal they are uying (o

understand or produce. *Pay atfention’ in this context is accepted to
mean using cognitive resources to process information. However,

there is a limit 10 how much information a learner can pay attention
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to. Thus, learners at the earliest stages will wse most of their
resources to understand ihe main words in & message. In thar
situation, they may not notice the grammatical morphenes attached
to some of the words, especially those that do not substantially affect
meaning, Gradually, through experience and practice, information
that was new becomes easicr {0 process, and leartiers become able to
access it quickly and even automaticatty. This frees them 1o pay
attention 1o other aspects of (he language that, in trn, gradually
hecome antomatic.

For proficient speakers, choosing words, pronouncing them, and
sleinging them fogetber with the appropriate grammatical markers is
essentiatly antomatic. When proficient listeners hear a familiar word,
even for a split-second, they cannot help but understand it. Such
automatic responses do nol use up the kind of resources needed for
processing new -information. Thus, proficient language users can
give therr full atfention to the overall meaning of a text or
conversation, whereas learncrs use more of thelr attention on
processing (e meaning of individual words. This helps to explain
why sccond kmguage readers need more time to understand a text,
even if they eventnally do fully comprebend it (Favreau and
Segalowilz 1983). The information processing model suggests that
there 15 a limit to the amount of focused mental activity we can
engagme 1t at one {ime.
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Connectionism

Like mosl cognitive psychologists, conneclionists  attribute
greater importance to the role of the environment (han to any
specific innate knowledpe in the leamer, arguing that what is mnate
is stmply the ability w learn, not any specifically linguistc
principles. As Bllis (2002) explains, the emphasis is on the
frequency with which learncrs encounter specific lingustic featares
in the input and the frequency with which features oceur together.

Connectionists argue that Jeamers graduaily buld up their
knowledge of language through cxposure to the thousands of
imstances of (he linguistic leatures they eventaally hear. Aller
hearing Tanguage featwres n specific situational or linguistic
confexts over and over again, leamers develop a sironger and
sironger  network  of  ‘connoctions’  between  these  elements.
Eventually, the presence of one situational or linguistic element will
activate the other(s) in the learner™s mind. For example, learners
might get subject-verb agresment correct, not because they know a
rule but because they have heard examples such as 'l say’ and “he
says’ so often that each subject pronoun activates the correct verb
form. Connections like these may be very strong because the
elements have occurred (ogether very frequently, or they may be
relatively weaker because there have been lewer opportunities 1o
expericnce (hem together. Evidence for the connectionist view
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comes from the observation thal much of the language we use i
ordinary conversalion is predictable, in some cases to the point of
heing formulaic. As suggested by Elfis (2003, 2005) and others,
fanguage is at least panly learped in chunks larger than single words
and not all sentences or phrases are put together one word al a time,
The cognilive developmental perspective has inspired a nvmbcer
of hypothcses, lheories, and models for explaning second Ianguage
acquisition such as the interaction hypothesis, the noticing
hypothesis, the input processing and ihe processability theory.

Second Langnage Applications

The Interaction Hypothesis

The interaction hypothesis holds that conversational interaction
is an essential, if not sofficient, condition for second language
acguisition. Researchers (Haich, 1978; Long, 1983, 1996, Pica, 1994
and Gass 1997) have studied the ways in which speakers adjust their
speech to help learners participaie in the mleraction. Long {1983,
19963, lor cxample illustrated how inpul could be made
comprehensible by using echoic questions. To him, modilied
interaction is the necessary condition for second language
acquisition. Learners need an opportunily fo interact with other
learners to negotiate meaning and reach mutual comprehension.
Through these interactions, interlocutors keep the conversation

| going.
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Modified interuction does not always involve linguistic
semplification, 1L may also include claboration, slower specch rate,
gesture, or the provision of additional contextual clues (Tightbown
& Spada, 2006, p. 44),

Lightbown & Spada (2006) provide some examples of these
conversational modifications as follows:

I Cotprehension checks — efforts by the native speaker to casure
that the leamer has understood (for example, “Fhe bus leaves at
6:30 Do you understand?).

2. Clarifrcation requests — offorts by the learner o get the native
speaker to clarify something that has not been anderstood (for
cxample, "Could you repeat please?). These requests from the
tearner lead fo further modifications by the native speaker.

Self-repetition or paraphrase - the native speaker repeats his or

L

her sentence either partially or in its entirety (for example, *She

got lost on her way home from school. She was walking home

from school. She got lost.”) (p. 44).

in lhe revisited version of the Interaction ITypoihesis tlong,
1996}, more cmphasis is placed on the importance of corrcclive
feedback during interaction. Interloculors must ‘negotiate for
meaning’, and this leads to kanguage development,

An  extension  of this  thinking is  Swain's  (1985)
‘Comprehiensible outpaul hypothesis’. Swain observed that it is when
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learners mest produce Janguage that their interfoculors can
understand that they are most likely to see the linuts of their second
language ability and the need fo [ind hetter ways 10 express their
meaning. I'he demnands of producing comprehensible outpat, she

hypothesized, ‘push’ fearners abead in their development.
The Noficing Hypothesis

Schrmidt (1990, 2001 proposed the ‘noticing hypothesis’,
suggosting that nothing is learned unless it has been noticed.
Noticing does not itself result in acquisition, bot it is the cssental
starling point (Lightbown &Spada, 2006, p. 44).

Schmidt hypothesized that second language learmers coutd ned
hegin to acquire a language foature untit they had become aware of it
il the input.

Tnput Processing

Bill Van Patten (2004) observed many cases of studenis
misinterpreting sentences. Van patiern argued that the problem
arose, in part from the fact that lcarmers have hunited Processing
capacity and cannot pay atention t0 form and meaning at the same
time. Nol surprisingly, they tend (o give priority to imeaning. When
the contexl in which they hear a seutence helps them make sense of

it, they do not notice details of the language form.
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Processability Theory

Pienemann (1999, 2003) developed his processabilily theory on
the basis of his continued research with learners of different hangnages
in a varicty of settings, both instructional and informal. One fmportant
aspect of his theory is the integration of developmental sequences
with first language influence. He arpues (hat his theory explains a
widely reported phenomenon in second langmage acquisition: learners
do not simply transfer [eatares from their (st language at early stages
of acquisition. Testead, they have to develop a certain level of
processing capacify in the secund language before they can use their
knowledge of the features (hat alteady cxist in their first languagpe
(Lightbown & Spada, 2003, p. 46).

7. The Sociocultara? Perspective

Vygotstky’s theory assumes thal cognitive development,
including language development, arises as a result of social
interaction. Sociocultural theory views speaking and thinking as
ughtly interwoven. Speaking and writing mediate thinking, which
means Lhat people can gain control over their mental processes as a
consequence of internalizing what others say to them and what they
say lo others. Learning is thoupht fo occur when an individual
interacts with an interlocutor within his or her zone of proximal

development (SPD) - that is, in a siluation in which the learner is
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capable of performing at a higher level because there is support from
an interiocutor.

Onc might wonder whether the ZPD s the same as Krashen's
i+, Dunn and Lantolf (1998) argue that it is not possible (0 compare
the two concepts hecause they depend on very different ideas aboul
how development occurs, The ZPD is a metaphorical location or
*sitc’ in which fearners co-construct knowledge in collaboration with
an interiocutor. In Krashen’s i+1 the input comes from outside the
leamer and the emphasis is on (he comprehensibility of input that
includes language structures that are just beyond the learner’s
carrent  developmental level. The emphasis in ZPD s on
development and how learners co-construct knowledge based on
their interaction with their interlocutor in private speech.

Vygolskyan theory has also been compared (o the interaction
hypothesis because of the inlerfocutor’s role in helping learners
understand and be understood. These two perspectives differ in the
emphasis they place on the internal cognitive process. In the
interaction hypothesis, the emphasis is on (he individual cognitive
processes in the mind of (he learner. Tnteraction facililaies thosc
cognitive processes by giving learners access to the input they need
to activate internal processes. In Vygoiskyan theory, greator
importance is atlached to the counversations thomsclves, with

learning occwrring through the social interaction. Sociocultural
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theory holds that people gain control of and re-organize their

cognmlive processes during mediation as knowledge is internalised

during social activily. (For details on current psychotogical theories

see Lightbown & Spada, 2006, pp. 38-48).

8. Summary

In this chapter, (he theoretical perspectives on second languape

acguisition were presented. Tn particular, the learner’s  mnaie

capacity for language acyuisition, theores of the environment and

miteraction and the social context which play a role in lunguase

acquistion were highlighted, lo addition, current psychologicat

theories of second language acquisition were discussed,
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Learning to Learn

1. Introduction

Oue of the most important principtes of language tcachisg and

fearning is “learning to learn”. In his slobal world of ours if is

impossible for learmers to acquire all skifls and knowledge at schook.

Therefore, vac of the major objectives of the school is 0 teach

leamers how 0 leam, o equip them with the stralegics they can use
outside the classroom, and this should be Introduced as early as
possible. In this chapter, various suggested technigues and ideas for
teaching children bow to learn will be offered so that teachers of
English for young learners can make use ol hem in their teaching.
These techniques can be adupted to swit all types of learmers. Certain
important principles from which these stratogies are dertved are also

highlighted.
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2. Principles of Learning

Principles  of language teaching can enlighten  teacher’s
classtoom practice as they form the theoretical backgroond hehind
leaching practice. The following cognitive principles of L, learning

interact with sound teaching practice.
1. Automaticity

Chuldren who live in a loreign langnage environment can leam

the language suceessfully. Brown (2001) rerarks,

We commonly attribute children’s success (o their
widely obscrved tendency to acquire language
subconsciously; that is, without overtly analyzing the
forms of fanguage (hemselves. Through an inductive
process of exposure to fanguage input and opportunity
o experiment with outpul, they appear to learn

tanguages without ‘thinking” about them (p. 55).

Thiz subconscious processing is called awtomatic processing
with peripheral attention to language lorms, {McEaughlin, 1990),

Adults and childreo must move away from processing latiguape
unit by unif, piece by piece, to automatic processing in which
language forms (words, affixes, word order, rules, gle) are ondy on

the periphery of attention. Children usually make this (ransition
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faster than adults. Brown calls (his principle of language learning

-and teaching the Principle of Automaticity. "This principle entails

efficient and rapid movement away from a focus on the forms of
language to a focus on the purposes to which language is put”

{Brown, 2001, p. 55).
2, Meaningful Learning

Mcaningtul leaming as opposed 10 role learning is related to the
cognitive leory ol learning, Meaningful learning *subsumes’ now
information into existing structures and memory systems, and the
resulling associative links create stronger retention. Rote fearning —
laking in iselated bils and picees of information that are not
connected with one’s existing cognilive structure — has Hille chance
of creating iong-term rcteation. Children are good meaningtul
acquirers ol language because they associate sounds, words,
struclures, and discourse element with that which s relevant and
rmnpaortant in their datly quest for knowledge and survival.

As Tirown (2001} puts it, “The Principle of Meaningful Leaming
is quile simply stated as follows: Meaningful Icarning will lead

toward beller long-term retenlion than rote learning™ (p. 57).
3. The Anticipaiion of Reward

According 1o Skinner, the anticipation of rcward is the most

powerfud factor in dirccting one’s behaviours. The reward principle
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can be siated as follows: “Tuman beings arc universally driven (o

woogel; or ‘behave’, by the anticipation of some - sorg - of reward — -

tangible or intangible, short term or long term — that will ensoe as o
result of the behavior™ {Brown, 2001, p. 584

This principle implics the impoitance of the use of such rewards as
praise for conect responses (very good, nice job. appropriate grades or
seores to indicate success). T classes with very low motivation. shogt-
ey remindess of progress may help students o perceive (heir
developruent, Gold stars and stickers (especially for young iearners),
issuing cerlain ‘privileges’ for good work. and progess charts and

araphs may sparl some interest {Brown, 2601, p. 58).
4. Infrinsic Mativation

Simply stated, the Intrinsic Motivation principle 150 The most
powerful rewards are those that are intrinsicatly motivated within the
tearner. Because the hehaviour stems from needs, wants, or desires
within oneself. e hehaviour isell is self-rewarding; therefore, no
externally administered reward (s necessary.

Classroom technigues have a much greater chance for success il
lhey are self-rewarding in the perception of the learner. The learners
perform the task hecanse it s fup, interesung, vseful, or challenging,
and not hecause they anticipate cognitive or alfective reward, from

the teacher (Brown, 2001, p. 39).
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3. Strategies of learning to learn

The principles of learning o learn cover varicty of activities,
rasks or interactions between childeen and the teacher. Pinter (2009
presents the following types of strategies that can be developed for
learming to fearn:

1. Socigl and affective sfraferies: to raise awareness about how
lcarners” own emoilonal states and feelings as well as those of others
can influence their learning. Activities in the classroom can mclude
teacher-ted dizcussions, wsually in the mother tongue, aboul the
soctal aspects of learning, such as the importance of listening 10 each
other. turn taking in games, or controlling shyness and fear of
speaking out in front of others. As part of developing awarcness
about affective faciors, teachers can give plenty of praisc and
postive leedback to children to raisc their self-csteem and self-
confidence as well as boost their motivation,

2. Strategies related to raixing awareness about what languape
fearning is: 1o cover general understanding about lanpuage learning.
In terms of understanding what limeuage learning means, teachers
might discuss wilh children how lomg it takes to fearn a language,
wity il 15 1impariani to practise, or why we all make mistakes.

3. Mefacopnitive strategies: to introduce and develop e
migoing process of reflection through planntng, montloring, and

evaluating language leaming, Activities (o the classroom can mchude
1.
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encouraging children to think about what they did well and why, and
what they enjoved and why. Al later stages, children can be
prompied (o think about the reasons for doing varions activities and
tasks and aboul lessons that can be learnl from each learnmg
Expertence.

4. Direct or cognitive strategies: to develop children’s ability Lo
deat with hinguistic information in an effcctive way, i.c. to organize,
categorize, or memorize linguistic information. Activitics in the
classroom can include raining strategies such as how (o remember a
List of words, how to geess the meaning of unknown words in a text,
or how to link unrelated language to aid memory {p. 100}

These strategics can be introduced in an order, where teachers
can start with cmotions, feelings, and hoosting  self-esteem.
Metacognitive strategies can then be introduced, and the cognitive
siralegies with older learners can be added. Pinter, howcver,
indicates that this does nol mean that “this order must always be
followed” {p. 1001, Tt is left to the discretion of the teacher o decide

what is appropriaic and feasible to use.

4, Developing Sacial and Affective Strategies

Teachers of young learners are coocerned with building
confidence and raising self-esleem, which are likely to foster

positive altitudes towards learning. “The teacher cait be an important
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role model, displaying positive, cheerful behaviour and friendliness
at all times™ (Pinter, 2006, p..101). Tn this respect e teachor acty as
a source of molivation for younger learners. in order to fosler self-
esleem, teachers should emphasize what children can do rather than
why they camnot do. “Asking children’s opinions about the Linglish
lessons and their own progress are fundamental parls of building
self-reliance and awareness. Gaining experience in expressing their
apinions is & good foundation for self-assessment” (Finter, 2006, P,
101} When children wrile reflection notes aboul (heir progress, the
locus should he on what has been achieved rather than on

weaknesses or gaps. Pinter (2006) insists,

Evaluation sheets should always be phrased in a positive
way such as:

- Tcan sing a song.

- I can tell a story.
- 1 can talic aboul my family/ Iriend.
- 1 can write a posteard.

-fcan ... (p. 101}

When commenting on children’s perlormance, teachers should:

¢ Provide positive reinforcement.
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e Show their appreciation by displaying children’s work on the

wall or by giving feedback.

‘Teachers should allow students lo express their feelings and talk
about events which affect them such as lost pets or the birth of a
brother or sister. This will give young leamers a sense of scourity as
fong as the teacher knows something about iheir concerns.

For the social development of children, it is nmportant for
eachers

e to be sensitive to individuals and [riendship groupings.

« to promote cooperation, Hstening and turn taking to develop

children’s skills in working in pairs or groups.

¢ to train children fo be tolerant.

e 10 draw up class rules of acceptable hehaviowr,

As for language learning, it is impovtant to falk about learning
expectations such as Bow imuch learners can learn in a week, o
month, or a year, or what lecarners will be able o do in English by

the end of the year.
5. Metacognitive Sirategies
Learning to Reflect
Children need 1o understand and reflect on the activites they
have (o do such as: listening o a spoken text oi listening to the

teacher tatking, answering questions, writing a shorl paragraph and
62-
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so o, it is 1important that children begin to understand the logic
beirind  getting involved In such activities and how they can
paticipale cffeclively. This sorl of reflection ensvres cffective
learning; it can be used at the level of tasks, Jessons., unils, and at the
end of the year.

Plater (20006} gives an example of what children, involved in a
diglogrue or role play, cait think about. “lt would he possible to think
about whether cach speaker contributed fully, whether they listened
to each other, whether they rehearsed cffectively, or whether they
managed 1o control their nervousness in front of the class™ (p. 104).

Furthermore, it is important for teachers and learners to think of
what has been achieved at the cnd of the term as another form of
reflection  to develop the metacognitive awarcness of  sclf-
ASSENSMCIL.

Cowrsebooks for children ofien display explicit reflection by
mtroducing the *journal” which prompts them (o complete setdences

such as these:

. My earlicst memory is when 1.

2. Words that describe me are ... and

3. One thing | haven't done that I want to do S 10 v
4. Now that T have completed this unit, ¥ can ...

(Herrera and Zanatta, 2001 cited in Pinter 2006, p. 105).
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Activities for younger children 1o reflect on their learning may
start. by asking children fo decide. which activities they hiked und
cnjoyed most. 1L is also useful for children to think about reasons
hehind their choice of favourite activities; this will encourage them
to think for themselves.

Explicit thinking ahout the process of learning can be arranged for
older children. The tcacher, for example, could help children 1o think
at each stage of the activity and this will fosler mefacognitive growth.
In this respect, Pinter (2006) explaims, “Let us imagme that a teacher
wants a group of ten-vear-okds (o play a guessing game in which they
ask questions to guess what the leacher has got i a ‘magic box™
Before stariing the game, the teacher mighi want to think together

with the children about how to play the game” {p. 108}
6. Developing Cognitive Sivategies

"There arc certain cogmitive sirategics to help children i learning
such as “organizing, rehearsing, using different visual and olher
meaninglul clues, predicting and using deduction while listening or
reading. For example, children will have to memorize and categorize
words, lcarn rhymes by heart, or predict inlormation while listening
tor a slory” (Pinter, 2006, p. 109,

Cognitive rehearsal strategies for performing short dialogues for

the younger slage groups may be developed slowly and gradually.

.
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The developmenl of predicting skills is another cognitive strategy (o
be leant at an earlier stage. This strategy can be used during
storytelling sessions, tor instance, and olher stvations as well, by
asking children to say what they think will happen next.

For using organization strategies, children can be asked (o
organize vocabulary by drawing, cutting and sticking pictures on

certain pages. This provides an exampic of & calegorization sirategy.

7. Fostering Independent Learning

For fostering independence, teachers will have to give up total
confrol of ihe classtoom wid Involve children to make decisions and
choices. This “will motivate them and lead to more active
mvolvement and more enjovable leamning” (Pinler, 2006, p. 113}, |
also means their interests and opmions are valued by the teacher.

Piater {2006} indicates that only limited choices should be given
to children at the bemnning. Ile suggests, “Tor the youngest group,
when teachers introduce vocabulary such as ‘wild animals® it is a
good idea to let ehildren brainstorm the mother toague names of
anirnals that they want to learn rather than present them with a
predetermined list. They may have their favournite animals™ {p. P11
Tt is possible to give children two or three tasks and give them a

choice of which animal they want to discuss.
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Pinter (2006) suggests other ways to cncourage chibdren’s

rvolvement through respecting ibeir choices;

e Teuchers can sel freer homework tasks. For example chidren can
leas three new vocabulary dems of thelr vwn chotce cvery week
on top of what is icarnt by everybody.

2 Children can ook words up in a pictore dictionary, ask thetr older

siblings for ideas, or choose words or phrases from their favourite
comics or books or even the Intetnet,

o In class children can make displays of their words and/ or keep a

s ALY

personal  vocabulary hook. What wmalters s that their own

involvement in choosing these words will make the language
more velevanl o themn and this will increase the likelihood of
remembering and learning, At the beginning of the next lesson
chileven can be put into smasll groups o telf cach other what new

words they learnt (p. FE2).

Such strategies and activities sre more likely io encourage
children independesnce and cater for therr imterests and needs.
Children’s awareness aboul their fearmning should be laken into
consideration. Thus, “Ralsing awareness about the lemming process,
developing language learning sitalegies, and giving children some

[reedom in ibeir learning, are all principles which, taken together,
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can loster independent learning in classrooms™(Pinter, 2006, p. 112).
Thus, teachers should raise children’s awareness, prepare (hemn for

future leaming and cncourage their reflectve atiitude to leaming.

8. How Should the Teaching and Learning be Done?

Five Principles for Teacfiing Beginnery

One way to answer this question is through a sef of principles.
Tlere are {ive principtes that are particularly relevant (o the leaching
of bemimners:
1 Meaning: Focus an incaningful and relevant language

Fnterest: Maintain interest throngh a varleiy of aclivitics

[T

New language: Avoid overloading learners with foo much new
language
4 Understanding: Provide plenty ol comprehensible inpul
5 Stressofree; Create a  friendly, sale, cooperative classroom
cnvironment (Nation & Newton, 2009, pp. 19-22).

Notice that the [rst letter for cach of the key words spells oul the
acronym “MINTIS”, This provides a nseful aid lor remembering the
-principles. We now discuss (he principles in relation to the teaching
of absoluie beginners in an ESL condext, This is, of course, only one
of many contexts for leaching beghmers, and so readers will need to
costsider its relevance to their particufar teaching context, and how

the exarples can be adapted to suit this context.
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Principle 1. Focus on Meaningful and Relevant Content

" The main focus should be on'ldnfiiage that the leariers ¢an use
quickly for Iheir purposes rather than on ice much grammar
explanation or on words that are not directly useful. Here are some
simple sentences that can be learnt very early in a course so thal the
learners can usc them straight away:

My name is -

T come [rom ~—m—wuse .

I RTINS ———

My address ig -

The teacher coukd present these sentences orally, one by one,
with gestares and lots of repetition and learner involvement. The
sentences could then be written on a whitehoard so thal the learners
can write them down. The writien versions then become the hasis for
pair work. The first aim of (his learning is for learners to be able o
say ihese things about themselves withoul looking at the written

version, and {o uadersiand other learners when they use them. The

- second aim is for learners to begin to link the written and spoken .

forms of the words. For learncrs who are not very familiar with the
writfen form of English, recognising the written form of their name
and address 15 an imporfant early step in building literacy.

One way of cheeking the usefulness of a phrase or word is o use

a computer concordancer to see how many examples of the ilem can
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be found in a collection of spoken texts. A useful slarting point is
hitp:/fwww lextutor ca/concordancers’,

One of the most vseful techniques in a listening and speaking
programme 18 the leacher engaging in meaning-focused dialogue
with the lcarners. This dialogue can have muny dilferent focuses.

L. Classroom management. Perhaps the most realistic kind of
dislogue involves the day-to-day running of the classroom. This
includes: (1) organising classroom work such as forming groups,
using the course hook, and calling on learners o perform tasks; {2)
keeping control of noisc and behaviour; (3) checking aitendance; and
(4} thanking and praising.

2. Informal conversation. The leacher and learners talk about
things that happencd outside school. Where appropriale this can be
about the learner’s family, their hobbies, how they travel to school,
favourite food, and so on.

3. Recalling previous lessons. The teacher and learners tatk
about previous class work. This draws on what is hopefully known
and familiar and also provides oppertunitics for revision.

4. Finding out learners’ opinions and fdeas. During an activity
the teacher can ask the learners if they like the particular activity and
if they want to do more of . This dialogue can be the early

besinnings of a partly negotiated syllabus.
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Principle 2. Maintain Interest Through a Variety of Activities

To maintain learners’ interost, activiies need to be short and
varied, and o mvolve the learnets in responding to or using the
language. Here are some simple ways to keep learners interesied in
lcarning:

e (o activilies that involve movement

¢ use el objects and pichies

« plan trips outside the classtoom, for example, a trip o 4 local
supcrmarkel Iinked to a simple [ood search game

e use songs and simple chants in between other more demanding
activitiey

e introduce and practisc now content through games such as bingo.

Principle 3. Avoid Overloading Learners with Foe Much New

Language

There 15 nsually little geed 1o focus on grammar n the emrdy
parts ol a course for beginners. Instead lessons should Focus on
learming set phrases and words. Teachers often make the mistake of
mntroducing too mucﬁ new language without giving learncrs cnough
opportitities to gain control over this laoguage. A simple mule Lo
fceep inomiund 1s “leara a liile, nye o {of”.

For example, it the goal s {o learn the nmames for paris of the
body, 10 15 better to focus on the most useful words such as head,
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neck, arms, fands, fegs, feet, and so on, and o avoid less conunon
words-such -as-elfiow and ankle. Note that introducing efbow and
anfle ab the same time creates auother problemy the similantbies
hetween these words (o, they sound a b the same and their
meanings are relaled) is likely to lead w learners confusing cach
waord for the other.

To apply the principle of “learn « fittle, use a lor”, the body
words need to be practised in a variety of ways. These could mehude
picivre games, information transter activiiies, action games (“Sumon
says . . ), and bingo. The words can then be used in simpile
scntence patierns and dialogues such as “Fow are you? Nt vo good.

My BT

Principle 4, Provide Pleaty of Comprehensinle Frnput

Note that most of these activities mentioned above first tnvobve
learners in learning the words through listening wnd domsg before
they deepen their leaming through using the words in guided
speaking. H speaking @5 pushed oo early, feamcss may be more
Fileely to transfer L1 phonology and o concentrate on mechanical
difficaltics. Activities like listen and do., piclure ordertng, hingo and
information transfer show how listening can be practised in very

active ways without requirtng oyich speaking,
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To ensure that input can be understood requires the use of visual
cauds and contextual supporl for new languuge including pictures,
gestares, mime, objects, and expericnces out of class. Teachers also
need 1o think carefully about the language they use in class with the
aim of keeping their talk simple but not simplistic or ungrammatical.
One wuy to do this is to always use one form for one meaning. Thas,
lor example, the teacher needs W docide whether to use “My name
R — or *I am---——-"_ hut nol boih; “Where are you from??
or “Where do you come [rom?”, but not both.

tarly in the course learacrs can also learn simple phrases for
copivolling input such as, “Serry, [ don’t understand”, “Please $ay it
again”. Displaying these phrases on a large poster makes them
readily available (hroughout a course.

Most ol these ideas assume a contex( in which learners speak a
varicty ol first languages, or the teacher does not speak the learners’
first language. Of course, teaching beginners is easier if the learners
all speak the same first language and the teacher speaks the first
banguape of the learners,

Using transkation to convey the meanings of words and phrases
is very ellicient and is well supporied by rescarch as an effective
way of communicaling meaning. ‘e main disadvantage is that the
leacher and leamers are empted 10 use a lot of classroom time using
the first langnage instead of the second langnage. However, as long
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as the leacher is aware of this danger, (hen using the first language is
a pood thing to do and saves a lot of time.

If the learners do not all speak the same first lanpuage, and if the
teacher does not speak the first language of the learners, then
pictiires, gestures and the use of context need to be used to got

meaning across. This is not as difficult as it sounds, and if the
learners also have a well-iHustraled course book, the job is casier.

Older learners may make use of bilingual dictionaries which
give the meanings of second language words in the learners’ first
language. These dictionaries differ a lot in guality, but they arc
extremely uselul learning aids. Leamers nced lo have a sccond
language vocabulary of at least 2000 words before they can use
monolingual dictionaries where meanings are given in the second
langnage. This is because a vocabulary of around 2000 words is

needed to write and understand defindiions.
Principle 5. Create a Friendly, Safe, Cooperative Classroom
Environment
There 15 stromg evidence that anxiety influences learners’
willingness to communicate in a second language (c.g., Yashima,
2002). Therefore, it is particularly important that, in the early stages
of learning a second language, learners have snccesslul, low stress

learning experiences. By paying attention to the first four principles,
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there is a very wood chance that these experiences will be plentiful,
and that the teacher will already be mecting this {ilih principie,
Some of the factors that contribue 1o & .p{}r\‘itivt beginners’
classroom  are  varicty, movement, physical comfort, frequent
interaciion, successiul langiasc expeniences, amd opporimtities tor

learners to experiment and make mistakes withouwt penalties.

G, SunmEnary

Children should be helped how 1o reflect on their own learning
and evaluate their performance. Even the youngest children will be
able to vespond 1o the procedures of learning 1o fearn” with the help
of their teacher,

Activitics that are designed on the basis of this principle will
pradually Jead children to learn usefu] learning skills, ratse their
awareness and promote sell-contidence. In this chapter, principles

and techiniques for teaching children how to fearn were presenied

and Hustraled.
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Learners

i. introduction

In ithis chapter, a background for the teaching ol Hsiening to
voung learners will be presented. Listening as a basic skill lor the
development of other langoage skills 15 then discossed. Various

lypes of classroom techniques and activities will be suggested.
Z. Background to the Teaching of Listening

In mother kanguage leaming, children learn lenguacses by
listening and then by speaking. Similwrly in foreign language
learning, an emphasis should be placed on listening and then
speaking. Plenty of listening practice and opportunities to listen
should be provided so that such rich pul will gaturally lead to
speaking.

The teacher pluys a key role 1 providing languapge input for

children by talking, singing, chatting, dramatizing dialogues,
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giving instruciions, and lelling storics. Tn addition, children mipght
also listen o andio tapes which usually come with their lextbooks.
Good quality tapes should he provided to leachers, especially if they
fack an appropriate language proficiency level ( Pinter, 20060).

Listcning as an aclive skill imposes certain problems. it is
important to deal with hstemng difficaltics and introduce these
sources ol problems gradually for young learners. These difficulties
are reluted to the type and length of the fext the children listen to and
the familiarity of the person fo whom they are listening. Actually,
listening to the teacher is easier than listening to recordings as
teachers can adjust their speech to young learners and modily their
language.

They can also repeat messages, use gestures and  facial
expressions to cnable children {o understand the meaning. Moreover,
children’s responses (o teacher’s instructions before, while, or after

they listen play an important role in effective listening.
Suppaort with Listening

Teachers can provide listening tasks that deal with the context of
lammiiar games, stories and action rhymes using gestures and visuals;
such tasks do not require them {o infer the context or topic, a skill

which is difficult for them to acquire.
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Children should be given tasks (hat do nol require lhem to
manipulate linguistic foatures such as transfating, analysing phrases.
Hasier activities such as “listen and do’ should be provided instead.
Activities which ask children to ‘lHsten and read® enable children to

follow the text on the page as they listen ( Pinter, 2006).
Teacher Talk

Teachers provide rich lanpuage input in the target fanguage
classroom as they often talk a lot, This input helps learners to got
used to the fntonation pattemns and the sounds of language. Teachers
often talk and comment on what is going on as they poinl 1o pictures
or 48 they nime something.

Children try to figure out what is going on from the contexl, the
gestures, and the visual aids as they listen and absorb the language
Just as they usually do in learning the mother tongue. Children may
respond to the leacher’s comments in their mother tongue becanse
they cannot yet use the (arget language well. The teacher may accept
this and encourage them by confirming their pFuesses  and
incorporates their responscs into English.

An important Feature ol teacher talk is the affective function
whete teachers use a lof of praisc and encouragement and modei
social convenilons such as greeting children whenever they start the
lesson ( Pinter, 2006),
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Modifications of Language

When adults or children inleract with their teachers in any
languaze, some sort of communication  breakdowns are ievitable.
‘This often Lappens when participants do not always understand one
another. In order to vepair or avoid communication breakdowns,
modifications  of language  become  essential.  This  sort of
modification to solve misunderstanding, such as the use of
repeiitions, comprehension checks, clarification  requests  and
confirmation checks, illustrates what is often referred w0 i the
literature as the ‘negotiation of meaning’ (Long 1983), which is
conducive to second lanpuage acquisition (Pmier, 20006, For

modified interaction. (See chapter 2, p.50 1 this book.}
3, Developing Listening Skills

When children become able to follow cortain instructions, they
hecome ready to develop other language skills. The teacher,
therefore, should be aware of his children’s ability to follow simple
instructions, which constitutes one of the basic listening readiness.
Yor cxample, listening for simple instructions such as ‘open your
activity book’ can prepare children lor academic tasks. Listenmng to
an oral sequence of cvents such as ‘Lucy went o the ... and toolk

out sore milk’ prepares children to comiprehend stories.
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The skill of bemg able to discriminate between sounds such as
Mol and fp/ prepares childeen for phonic instroctions, And when
children can seament words into syllables such as “ap-ple” ar “din-
net’, they become prepared to decode words and listen for phonic
mstruchions as well, Thus other skitls are built on listening, As Linse
(2005} argues, “You need to hear a word before you can say i, You
need to say a word before you can read it. You nced 10 read a word
hefore you can write it (p. 27).

Other activitics incorporate listening and reading. Children listen
fo & passage and hen answer guestions that they hear on an andio
recording. This can only be done when children have the filerary
skills to do the exercise. Children, [or example, “would have to be
abic to read the ivegular spelling  pattern ph for the sound A7 in
order to recognize the wond dolphin” (Linse, 2005, p. 41).

Children peed to be trained to listen 1o English sounds so that
(hey wilt be able to maich the sound with a specific letter or symbol,
Unless children develop phonological awarencss, they can be
confused when they begin reading. Lesming how to listen to sounds
first then is a pre-requisite for looking at the prini. In Bnglish, there
are wany single syllable words that vhyme. Rhymes can be found in
songs, finger-plays and chants. “By learning o recognize rhyming
words, children will be 1n # better position to decode and read words
that follow a stmilar pattern™ (Linse, 2005, p. 29).
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4, Classroom Technigues and Activities

Total Physical Response (TPR)

Asher {1977} observed, “Very young children were 50 pood al
developing lanpuage skills when students in colicge and university
classes had so much difficolty™ (Linse, 2005, p. 30). Asher belicved
that inlants are active users of the language because they physically
respond to what they hear, and babies spend the first year of their
life listening to language.

These observations led James 1. Asher (1977) to develop a
method known as Total Physical Response (TPR). The main feature
of the method entails that leamers physically respond to oral
commands. “Just as with babics, learners are expecled o respond
non-verbully to commands before they arc expected to speak”
{Linse, 2003, p. 307

Children watch the teacher giving an oral command while
demonstrating it. Then, they respond physically when they hear the
command again. For example, when they hear a command like
‘amp’ they respond physically by jumping. Later when children

start to speak, they repeat the commands.

Linsc (2005} points out several positive aspects of the TPR

method:
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First, it utilizes the auditory, visual, and tactile learning
channcls. The learners listen and watch as the
commands are given. fater, the learner have a chance
to use att three channels: they listen, walch one another,

and do the commands themselves. Second, TPR helps

to teach children to follow directions and listen
allentively — two important skilts for academic success.
Third, in keeping with developmentally appropriate
notions or thoughts, children are allowed to listen and
then choose when they feel comfortable to sturl
speaking. Fourth, this method can casily be adapted in
many different ways for young learners (p. 30).
The TPR method can be nsed m a varicty of ways with young
tearners. One-word commands, such as jump, sfand, wave can be

used at the beginning, and more complicated commands can be

imroduced later. The teacher should think about the language level
and the inlerest of the children; for example, whether the words are
too difficull of too simple. He should also fry to make sure that the
grammat is clear and illustraled with the commands. Real objects or
pictures will make the activity appealing to children. Linse {2005)
suggests, “When using TPR with five-, six-, or seven-year-olds, be

sure o give only one command al a time. As a teacher of young

learners, you peed to be aware that some children, especially five-,
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six, or seven-year-olds, will have trooble paying attention to multi-
step instructions due to their development™ (pp. 31-32),

Wihen the teacher waits for all children to follow the instruction
the chifdren will easily Hnk the mstructional tanguage with the
actton. When the instructions are clear, the teacher can make sure if

the children are comprehending the language.
PR Somps and Finger-Plays

Linse (2003} maintains that TPR can be uscd with songs and
finger plays (see Appendix 5) which are little chants that children
say while moving their fingers andfor hands, Linse (2005} gives the
foltowing example of a popular-linger play. At first, the teacher
chants the finger-play as the children use their hands and their
fingets to point to the corrcet body parts, After they understand the
chant, the children can chand and point the fin per-play.

fleads and Shoulders
Head and shoulders, knces and toes, knees and toes,
head and shoulders, knees and tocs, kuees and toes,
eyes and ears and mouth and nosc.
Head and shoulders, knees and toes, knees and (oes.
(p. 32).

The teacher should make sure that the chant is

meanmgfu to clildren.
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Syliable Clapping

Syltable Clapping helps children become more aware of the
auditory patterns that occur in language. Linse (2005) suggests that

pipils chant the words while the teacher claps them in syllables,

For example, for the two-syllable word happy, you
would clap when you say hap- and you would clap
again when you say -py. ‘Lhis is useful for (he 1actile
leagnces as well as audilory learners. To muake this

more accessible to the visual leaners, you may wiant Lo

show picturcs of the words being clapped. The toacher
may demonstrate being “happy’ or ‘angry’ as the rest

of the children clap and chant the words (p. 38).

Minimal Pairy
“Minimal Pairs are iwo words that ditfer in only one sound. For
example, hat and par are minimal pairs. One way fo practice

minimal pair distinciion is o0 have your learners listen (o two words

and iell whether they are the same or different by holdmyg up the
yesino cards, For example, students might have to discriminate
hetween b and p of between the short 7 and long ¢ sounds™ {Linse,

203043, p. 39, Pictures can be nsed to make mumimal pair techmgue
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meaningful (Murphy, 2003). A minimal pair with the words *ship’

and ‘sheep’, for example, can be better illusirated with picture cards,
5. Listening Acfivities for Younger Learners

For younger children, aclivilies which require non-verbal
responses heip children practise listening skills and tune them into
English. For example, chifdren listen to rhymes or action storics and
enjoy them by miming ihe actions rather than producing the
language. Pinter (2006} believes, “(he nonverbal contributions help
them make scuse of the content. The important principle is that
children have the opportunity to absorb ithe lanzuage before they
have to say anyibing” (p. 50). According 1o the ‘Tolal Physical
Response (TR} approach to language learning, learners respond to
language input by non-verbal responses. They just hear the language
and respond to it by physical actions.

Listening practice in the early years can be arranged according
to TPR approach. Activitics can be classified into ‘listen and do’
activitics, listeming for information, listen and repeal  activities,
listening o stories and listening independently. Some activities are
designed 1n the shape of ‘listen and respond® games such as ‘Hsten
and clap your hands™ or ‘Simon says’. Other activitics include

‘Listen and draw the picture’ or “listen and colow” in the clown’s
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clothes. Yet other exercises include simple ticking or circling or
require some writing such as true and false.

Many activities Focus on “listen and do’ exercises with an end
product such as a pictare, a colourlul clown, or an animal, In such
activities the teacher can monior what children have undersiood
from the listening text. Pmter {20006) ndicates, “These activities nol
only give excellent listening practice but also offer some
opportunities {or incorporating into the Hnplish class maltiple
inlelligences through sticking, colowring, and making simple

obiects™ (p. 51),

1. “‘Listen and Do’ Activities

‘Listen and Do’ activities arc used in most classrooms and are
the basis of Total Physical Response langmage teaching (Asher,
Kosudo and de ta Tore, 1974, referred to in Nation &Newton, 2009,
p. 29). In these activitics the teacher gives commands or makes
statements and the learners do whal the eacher says, There are many
possible variations on these activities. They can become speaking
aclivilies with the learners saying what to do and the teacher or
another learner doing the action. In positioning, some of the learners
see a photograph or picture and have to lell other learners how to
position themselves to appear hke the people in the picture. This can

also include the expressions om their faces (Huoghes, 1983},
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Blindfolded leamers may be guided through a series of minor
obstacles by following the spoken instructions of olhers.

Bingo is o very adaptable activity that provides learners with
lots ol hstening and vocabulary practice. Tn “bady part bingo™
(MceKay and Tom,1999) the teacher first reads sitople descriptions ol
main body parts and lcarcers guess what is being referred to.
Learners then draw a zrd with (e required namber of boxes (3 x 3,
3 % 5, ele.)} for the number of body parts.

The teacher dictales the names of the body parts and ibhe learners
fill i the prid in any order with these names. The game begins with
the teacher reading out descriptions of body parls in random order
and the lcarners covering the matching words. The first learner to
cover a row 1t any direction calls out “body”. He or she then reacds

back 1the coversd words,
Instruciions

(iiving genuine instructions is one of the most obvious listen
and do’ activities as this 1s & common type of activity in the language
classroom. By carrying out the instructions, learners can demonstrale
tf they have understood the message or not. Such instructions help 1o
ntrodnce language with the support from the eacher’s gestures and

iHustrations which would enable children grasp the meaning.

-86-



H
H
H
H

IR PR RRTY

Teaching Listening to Young Learnery

Moving Abaout

‘Lisien and do’ exercises might require childien to physically
move ubowl, “Fhe younger your pupils, the more physical activtics
they need. Childron need exercise and movement, aod you should
make use ol thiy whegever posstble™ (Seott & Yueberg, 2001, p, 22},
For example, you can ask your pupls to walk to the board and come
back. Tty to usc classroom vocabelary, movement words, counting,
spelling, etc. Pupils feam from cach other. 1f they haven’ts understood
the first time, they’li still be abic to do the activity by watching the
others. As pupils learn muove and more language, you can let them take

over the role of “instructor’. They are very good at it.
Mime Stories

In a mime story the 1eacher tells the story and ihe pupls and the
eacher do the actions. ¥t agamn provides physical movement amd
vives the teacher 2 chance to play along with the papils. Here's a
very simple example of a mime story:

We're sitiing in & boat, a small rowing boat. Let’s row. We row

and row. Now what's that? A bird. A big bird flying over the

water. Now i's gone, We Keep rowing. Can we see the bird?

Mo, no bied, This is hard work, Row, row. We're tired. We row

row slowly. There's the shore. Let’s go home now. We're s0

tired. We're dragging our feel. We're tred. We want to go to
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Dirawing

‘Listen and draw’ is a favourile type of listening activity in

almost all classes, bul remember that drawing takes time, so keep the

pictures simple. In ‘listen and draw’ activities the teacher, or one of> - -

the pupils, lells the other pupils what to draw. You can make up 4
pictare or describe a picture you have in front of you. This activity is
particularly uscful for checking object vocabulary, prepositions,
colours and numbers. It is not so useful for actions, since drawing
people doing things is quite difficult for most ol us.{ For details on

‘Histen and do’ activities see Scott and Yireberg, 2001, pp. 22-24.)
2. Listening for Information

‘Listening for information’ is really an umbrella heading which
covers a very wide range of listening activilies. However, we are
taking 1l to mean listening for detail, for specific information. These
activities are often used to check what the pupils know, but they ean
also be used to give new information. { For details on ‘listening for

information, see Scott and Yireberg, 2001, pp. 24-26.)

Tdentifying Exercises ldentifying exercises requires students to
guess the thing being described while lislening, such as in the

{ollowing exercise taken from English for Starters 9:
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Listen and guess the three countries being described. Choose
Jrom:

India, China, Mexico, Japan, the USA, Ausirafia (Keddle &
Hobbs, 2012, p.31).

Listen for the Mistake

You can use the picture in your book but make mistakes in the
text you read, so that pupils have to listen for the mistakes. The same
can be done using the correct text and the wrong pictore, but this

takes a bit more time to prepare,
Putting Things in Order
Pupils have a number of pictures which illustrate a text in front

of thera. The pictures are not in the right order. Pupils listen to the

fext and put the pictures in the order they think is right.
Lisien and Colour

Children love colouring pictures and we can casily make this
activity into a liseening activity, We can use any piclure which the
pupils have in their workhook .

3. *Listen and Repeat’ Activities

‘Listen and repeat’ exercises are great fup and give the pupils
the chance {0 get a feel for the language: the sounds, the stress and

thythm and the intonation. When done in combination wilk
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movements or with ohjects or pictures, this type of actvity also
helps to establish the link hetween words and focaning.
Rhymes

ANl chifdren fove rhymes and like o repeat them agan and
again, Here you can use either traditional vhymes or modern yhymes,
and you really don’t have to worry too much aboul the arading,
Rhymes arc repeiitive, they have nawral rhythn and they have an
clement of fun, or playing with the language.

Children play with language in their mother tongue, so ihis is 4
familiar part of thelv sorld, and it bas an mportant part to play in

their learning process (Scoft and Yireberg, 2001, p.27).
4, Listening {0 Stories

Teachers can usc story telling as an additional listening practice
as the most authentic and popuiar aciivity for ali chitdren. In story
teliing, childeen learn language and enjoy listening o it as storics
usually comtain repetition which helps children acquire the input
casily. Similarly, songs, rhymes and stores ofton use repetlion o
make e inpui easily aceessible.

Listening to storics, thymes, and songs can also fead to fcarning
the words and phrases by heart and this can be very nseiud because

songs und rhymes contain reasonably fast connected specch 1n
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English, will shortened sounds and ihe use of ‘schwa’ [9], such as in

“cutter” {kALd]." (Pinier, 2006, p. 53).
0. Listening Activities for Older Learners

Al the boginning stuges, the majority of the previous activities
for young lcarners can also be used with older leamers, and the
usstructions might become more challenging.

Storytellimg is also an enjoyable technique for older children
provided that stories are snitable for their age level. ‘With older
leatpers, it is a good idea to introduce fapes rather than just the
teacher’s inpui because children will have to get used to faster
speech, unfamiliar speakers, and different acecnts. Activities used
with youoger learncrs can be adapted for older vnes by ereasing
the level of difficulty. For example, within the category of isten
and do” it is possible (o introduce sctivitics which require quile # fot
of processing, such as ‘listen and identify one person’, where the
learmers have {o listen to a passage and work ont which pCEson is
being described. The more people there are to choose {rom, the more
difficult the task is” (Pinter, 2006, pp. 53-54),

‘The kind of oulpul reguired determines the difficulty of the task,
For example, younger learners may be asked to listen 1o the story
and respond fo short questions while older learncr can rewrite the

story and act 1t out. Older children can make predictions and
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guessing mote reliable and make certain assumptions about the
contont of the text. Children, for instance, can lock at the photos and
guess what people are doing. They listen and [ind out wheiher their
prediciions were right. Next, they listen, for the third time to focas
on different aspects of the texl. it should be noted that such tasks do
not imply that learncrs need to understand every single word. “As
long as the learners can complete the lask, the lisicning has been

useful and successiul” {Pinter, 2006, p. 534).

7. Summary

In Lhis chapter, factors related to the teaching of listeping to
young learners were pointed out, such as the teacher’s key role in
providing input for children, teacher talk and support, and listening
difficulties. The links hetween the development of lislening skills
and other language skills were also presented, Suggestions [or using
certain listening activities in the classroom were provided including
the use of variety of activities in light of the total physical response
approach.

Finally, it should be mentioned thal mastery of listening skills
can be the basis lor effective speaking practice. Listening and
speaking skills should be combined through meaningful activities. it
is important for teachers to integrate Hslening and speaking practice
in (he classroom. ¥ is to the speaking skills that we now turn in the

loliowing chapter.
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I. Introduction

This chapter begins with a description of how children
experiment and play with language. It then considers (he
development of children’s speaking abilities. This is followed by
presentalion of techniques and classroom activiiies for the teaching
of speaking skills for young learners. "Then speaking activities for
both younger and older leamers are dealt with. Procedures for

choosing, negotiating and carryiny out speaking tasks are suggested,
2. What is Speaking for Young Learners

Speaking is another important skill for young learners besides
fistening. . Listening skills can lead o inital speaking practice; .
therefore, listening and speaking skifls should be combined logether
for meaning{ul practice. To be able to speak, both younger and older
learners should be encouraged to practise speaking. Listening and
s$peaking activities should be planned according to the leamer's age,

abilities and interests,
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In their first attemptl to speak, children play with words and
rhymes of language. “They experiment and play with the ullerances
(iat ave made from words aud phrases such as bye-hye, or go hye-
hye” {Linse, 2003, p. 46). At a later stage of their growlh, children
nse these words and struetures in their imaginary play. Linse
muaintains that as play is important in st language acquisition, H 18
also impottant in children’s sccond language development. Children
practise fanguage through role-playing at school or rome as 4 form
of entertainment. In their play, they practise conversation, add words
or stenctures that they have heard from adulis or on IR

Children would cnjoy saying finger-plays, simple chanis and
rirymes with hand or finger motions. They also sing songs in unison
with their teacher. Repetitive language is a marked feature of many
of the songs and [inger-piays that children say. The following
example, taken from Finse {20035), contains mbch repetitions.
Children can also mime the actions and lean the repetitive lyrics of

SONES!

This is the way we wash our clothes

This is the way we wash our clothes, wash our cloihes,
wash our clothes.

This is the way we wash our clothes, wash our clothes, so

carly Monday morning.
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This 1s the way we iron our clothes, iron our clothes, iron
our clotives,

This is the way we jron our clothes so carly Tuesday
MIOTRERE,

Children can he encouraged 10 create their own verses or

versions of songs {p. 48).

3. Bevelopment of Speaking Skills

speakitg fuently constitutes a big challenge for learners as they
have (o speak and think al the same time, As speakers, we monitor
our specch and coriect any mistakes as well ag planning for what 1o
say next. Speaking in a foreign language requires a lot of practice
starting with practising and drilling set phrases and repeating model
sructures,  Classroom  practice  makes use of  these repetitive
CXercises w a great deal of time,

Speakers have also o learn other language seh-skills, such as
how to use appropriate fanguage in certain siinations, to HEHET I
conversatians, and to fterrupt and offer their contributions.

Chuldren may lack the ability to communicate well cven in their
motlier tongue, They may not be able to know the mles of ITHTH
appropriate langnage in certair situations such as how (o be poldite

and when to interrupt olher speakers. Teachors need, therefore, to
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know first what children can do in lheir first langoage. Pinter {2006)
suggests, “At the bepinning stages with children 1 18 a good idea to
Focus on simple but purposeful and meaningful pattern drilling and
personalized dialogue building in order o preparc them to be able to
talk about themselves and their world and o begin to interact with
their friends in class and other speakers of ihe language”™(p. 56).

Younger learners learn pronunciation better than older learncrs
when they begin learning Hnglish as a foreign or & second language
{Birdsong, 1999). However, young learners have some difficully
with certain sounds such as fs/ /thf sounds. Linsc (2005} suggests
that the teacher should not focus on sounds that are troublesone for
chiferen until they are 18 or 11 years old.

Children are cxpecled (o produce utferances that are taflored W
their development. The mean-length of utterances for a five-year-old
is ot the same for a 10-year old. “A five-year old might say, ‘Do 1
have to go?’; whereas a 10-year-old might say, “Yeab, [ know 1 was
supposed to po five minuies ago”" (Linse, 2005, p. 50). The teacher
should be aware of the fact that children should not be expected Lo

produce attcrances beyond their stage of development.
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4. Classroom Technriques and Activities

Audio Lingual Method (ALKM)

One of the basic techniques of the audio-lingual method is
developing habits based on the patterns of hinguage (Celce-Murcia,
2001},

For young lcamers drills wiih choral response and dialogues are two

important features of ALM. Diills atm at gelting leamers 10 practise

patterns ol language. Substitution drills are typical of the ALM:
Example

Substitution Drilly

Drill £:

Chifdren listen and repeal the sentences spoken by the teacher.

Teacher: This 15 a vellow dress.

Siudenis: This is a yellow dress,

Teacher: This is a blue dress,
Drill 2:

Sladents: This s a blue dress.

Teacher: This is a red dress.,
Students: This i3 a red dress,

Teacher: This is a yellow dress.

Students: This is a yelhow dress.

g
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Teuncher: Blie.

Students: This s a bluc diess. ' o

Teacher: Red

Stadenis: This is a red dress,

Teacher: facker

Biudents: This 1s o red jacket.

Tite. (Lines, 2005, pp. 52-33)

In this example, one word is subsiituted in cach line ol the drll.
Dritt one 1s appropriate for younger learncrs under the age of § vears
old. Diill (2) may work well with children who are over the apc of
etght as they can understand the coneept of adjectives and can make
the substitution easily.

Dribls such as these can be horing. In order to make the drills
move lively, the teacher is advised to personalize the conlent of the
cril! i has teamers. For example, the teacher can base the drill on the
diilevent clothes that some leamers are wearing, He can point to the
dresses they are wearing and lead the drili. Drills can be used a
number of (imes w0 Wtroduce a gew fangusye pattern o children.

Childien then respond in anison in choral responses,
Charal Response

The choral response technique s also used when children are

asked o grepeat lines of a poem or song. “Sentences  wiil
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substitutions can be slipped righf- into the young-learner curricubum
in lhﬂ form ol songs, Lh"lﬂib, ami finger-plays. When children e
singing songs or finger- 1)1&}“: that have repetitive language d]'ld
fnignage substitutions, they are learning the pattems of (the linglish
bangnage” (Linse, 2005, p. 53).Children repeat lines with one or two
words substituted for other lines, While they sing the song, children

are repeating the lines over and over again.
Bialogues

The dialogue is another feature of the audio-lingual method
which can be used for young learners. Through using dualogues,
tearners can fearn grammatically controlled structures that they can't
use in their daily life. The teacher may teach dialogues through role-
plays that arc bascd on children’s real-hfe conversations in their
work and play.

Puppets

Dialogues for practice can be modeled through the use of
puppels. “Teachers working with young learners are often aware that
chifdren feel more comforlable tatling with the puppet than with an
adult” (Slattery and Willis, 2003, referred to 1n Linse 2005, p. 54).

Finse {2003) believes that the vse of puppets is very appropriate
in the young-learner classroom. A child who developmentally is toe

shy 10 speak to an adult in front of ks peers may fecl very
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comfortable when the same adult is holding a puppet and speaking to
the. child as the puppet. Through using puppets, learning activities

can be made more fun and interesting,.

Communicative Language Teaching (CELT)

“During the 1970s and into the 1980s a focus on structured
practice and de-contextualized tasks was the norm in materials
produced to develop speaking skills” (Hughes, 2011 p.85). At
present, commumicative languape teaching (CLT) activities are
designed fo connect real-life situations with classroom instruction. In
other words, “CLT is an approach and a philosophical orientation
that connecis classroom-based language learning with the language
that learners need in order to cormunicate outside of the classroom”
(Nunan, 2003 referred to 1n Linse, 2005, p. 563,

This is quite imporlant as connecting classroom learning to real-
life siuation is ome of the principles of communicative language
learning. Children, for example, can be asked to usc language In
different sifuations, such as asking somebody for help, playing a
- ganie, myviting a fricnd  aid other similar situations.

Children offen enjoy role playing. They consider it an authentic
activity tha represents the type of authentic play they engage in
outside the classroom. Linge (20035) suggests that it is necessary to

consider the type of langmage that children need in order to
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commumcale m spectfic siuations. For instance, if children are going
to role-play finding a pair of socks, they would need to know the
interrogative where. They might also need to know prepositions such
as i, on, under, ctc. When children are playing board games, they
will need to be able to say first, next, last as 1 spaces on the game and
whose tom if ts to play. I children are lalking abowl a birthday party
they had or went lo, they will need to know the past tense.

The teacher should adjust his input to mect the language level of
young learners in order to get the message across and help learners
achieve a certain level of fluency. Therefore, the young hinguage
leacher should modily the lask and teach the necessary language o
make the input comprehensible.

Games

Playing games is a purposelul appropriate activity for young
leamers. Technigues of both the awdio-hngual method and
communicative language tcaching make usc of games, The teacher
can set up games for children to repeat patterns of language and
maxtmize English fanguage use. Children, on the other hand, tend to
moni{or their use ol English while they play the game. Thus games
lelp children develop Lheir speaking skills.

(ne of the favourite games is concentration, alse known as

memory, This is a game which can he played with partners or in
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small groups. Linse (20035) cites the following extract where two
children are playing concentration. Notice how the fanguage patterns

can serve as the basis for subsiilutions.,

s1: (Twns over a picture of a chocolaie candy bar), § fike
chocolate (Torns over a picture of potatoes), § don't fike
FrHuTeres,
521 (Purns over a pictare of potatoes). F like pofeafoes.
{Turns over a picture of apples} f ke apples.
SE: (Turns over a piclure of potatocs) f don’t like potatoes.
(Turns over a picture potatoes) § don't fike potatoes (p.57)
Talking and Wriling Box
The talking and writing box 1s made of pictures that children
have self-selected and are interesting to them. When children are
asked to talk about the pictures on their box, Linse (20053 bolieves,
they tatic about things that are of intcrest to (hem because they have
selected the pictores for the box. Consider this extract taken {rom

Linsc (2005).

Which item on your box makes you smife?

This picture.

Wiy ?

S, It's my Unele Doneld. He is funny, On nry birthday. . (p.58),

-
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Teaching Pronnnciation

“Rhymes, finger-plays, and chants help native linglish speakin g
children fearn how o progounce words correctdy” (Linse, 2085,
p.59). Certain rhymes and [ager plays that focus on a spectlic
phoneme or sound can be selected for peasticing pronunciation. Tt is
fortunate that English texthooks lor young learners condaln rhymes,
poems and chants that can be used for this putpose.

A fan way to teach pronunciation to EFL learners is through the
use ol tonene twisters, Tongue 1wisters are words or phirases which

-are difficult to speak guickly ov correetly: it is hard to repeat the
safe phoneme over and over again, Linse (2005} presents two of the

most famous and popular tongue twisteys:

Sally sclls seashells at the scashore.

Peter Piper Picked a peck of pickled peppers.
1t Peter Piper picked a peck of pickied peppers,
where's the peck of picked peppers that Peter

Piper picked {or) how many peppers did Peter Piper Prek? (p. 60)

Einse {20053 beleves, “Children adore tongue twisters bocause
they perceive saying the sounds as 4 game or challcnge” (p. 60). Fov
further use of tongue twisters you can see helpiul websites such as

Cwwwindinschild.com/ tougae_twisters. him}.
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Error Correction

Teachers spend some time correcting errors of youn g learners. It
is not necessary o respond to alf crrors as this can discourage
children from comununteating and tafking {Bailey, 2005, Linsc,
2003).

Linse {2003) handles errors by modeling and providing children
with the correct grammar or pronunciation. She cncourages {luency
and docs not dampen the children’s enthusiasm for communicaling
in English. The following extract taken from Linse (20035} shows

how the teacher comrects errors:

T:  What does she do at 6:007

§1: She do her math homework at 6:00,

T:  She does her math homework at 6:00. Yes, she does her
math homework al 6:00). (Emphasizes the word docs).
Let’s lovk at another picture. Tommy, what does he do at
FRtyd

52: He do kurate.

T: He does karate. Yes, he does karate. {The leacher pulls out
the dog puppet, Winston). Winston, can you help us with
something?

Wi (Teacher changes her voice 10 assume the role of Wi nston).

Yes, | like to help.
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1:  (Points to the third picture.) Winston, what does he do at
(07

W: He does his English homework.

T: Good, Winston. All right everyone, whal does he do at
6:007

S8t He doces his English homework.

T: Very good. Again.

Ss: He does his English homework. (The teacher conlinees the

same procedure with other items) (p.61},

This extract shows how the leacher models the correct response
tather than pointing out the error. Then the teacher re-teaches the
grammatical construction of the third person singular using the
puppet. The error has been corrected and remodeled without
embarrassing any of the learners, Children are then asked 1o respond.
The teacher is very careful not to embarrass any of the children but
rather just provide & model that the children can copy. (For details

see Linse, 2005, pp. 54-62).

5. Activities and Approaches for Teaching and

Learning in a Beginners’ Course

Nation & Newlon (2009, pp. 23-27) provide the following activities

for teaching beginners:
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Memorising Usefud Phirases and Sentences

A guick way ol gaming emdly Hueoncy noa language 18 o
pemorise usedul phvases, There are several advantages i doing this,
First, simple communication can oceur at an early stage. Fov
cxample, learners should be able to say who thoy are, where they
come from, and what they do from the very first hunguage lessons.
They should also be able fo grect people with phrases like good
morping, ad goeod day and 1o thank themn. Second, memorizing
phrases and seutences allows learners to make accursie use of the
Tanguage without having 10 know the grammar. Third, as we bave
seen, knowing sentences like Please say fthat apain, Please spealk
move slowly, What does X mean? allows leamers to take control of a
conversation and use i for language fcarning purposcs. Fourth, the
words and patierns that make up such phrases can make the learning
of later phrases and perhaps the learmng of [ater patigrns casier,
Even ai (his very early siage of language leagning, it is woslh
showing lewmers the value ol making small cards wiith e second
language word or phrase on one side and the Hrst language
translation on the other. These cards are wsed for recalling the
meanitings of the words and phrases, and later recalling the words and
phrases. The [earner carries a pack of these cards arcnnd and gocs
through them when (they have a free moment. Rescarch has shown

that this spaced recall 1s a very effective way of learning {Nation,
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2001, 296-310}, and results in the kind of knowledue needed for

normal languare use.

There are several ways of deciding what sentences and phrases

i learn. The following kst is ranked in order of importance.

1. "The learners think of things they want to be able o say and the
teacher provides the second language phrase to say this.

2. The leacher thinks of the uses Ihe learners need 0 make of the
languape and thinks of uselid phrases to mect these needs. In
some cases this may involve the teacher talking to the fearners
gbout their language needs and observing their daily use ol the
language.

3. The teacher consults lists of uscful and frequent phrases that
researchers have developed.

4. 'The eacher lollows a course hook.

The next step from memorising phrases and sentences is fo learn
some productive scntence paliams;.ﬁuil is, sentences where regulal ..
substitutions can be made to produce other sentences. These are

called substitution tables. Here is an example.

i 2 3 4 5

1 Ik scc YOu tomorTow.
meet on Friday,
cali next week,

af 5ix o'clock.
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The sentence has five parts, but in the example substitutions are
oy made in two of them. When (he pattern is first introduced, # is
best to have substitution only in one part. The first step is lo
memorise one sentence, I'lf see you tomorrow. Then the leacher gets
the learners to take tums around the class making a systematic

substitution in one part, for example fomorrow, on Friday, cte, The

teacher should give the fearner an oral cue before they make the

substitution,

Teacher: I'll see you lomorrow. On Friday.
Lcarner 1: T'll sec you on Friday.

Teacher: next week

Learner 2: I'll sce you next week.
Teacher: at six o'clock

Learner 3: 'l see you at six o'clock.

When a new pattern or substitulion lable is introduced the
teacher should stwit regularly. That is, the eacher should go through
the table so that the learners can tell what the next sentence will be,

and who will have to say il

-108-




Teaching Speaking to Young Learners

caling ice-croam

playing football

hate guing to the cinema
[ like studying geography
Love walking in the cvening

reading comics

For cxample, when the teacher introduces this substitution (able,
it can stazl in a regultar way with the teacher saying T hate eating iee-
cream’ and then pointing to playing footbaif. The first learner in the
first Tow says ‘I hate playing football’. Then the teacher points to
guing to the cinemna and the second fearner in the first row says the

new sentonce and 5000,

T: 1 hate eating ice-cream. (points to playing footbatl)
Li: Ihate playing football.
i (points to going fo the cinema)

L2: T hate going to the cinema.

When this 1s easy for the Jearners the teacher can point to
phrases in any order, When this is easy for the leamers, the leacher
points to a phirase and then points o any learner with the other hand.
Thus, he fearners do not know what phrase will be next and who

will be the next person to speak. So the teacher keeps the exercise
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interesting by increasing the amount of irregularity in the use of the
table (George, 1965).

Another way to keep the exercise mieresting is for the teacher 1o
increase the speed of pointing at the table or at the leamers. The
learners thus have less lime to think. The teacher shounld be careful
that the fearners do not say the sentences o guickly because of this.

- Another way to keep (he exercise intefesting 1s to make the
learners use their memory. IE the table is written on the board, the
teucher can graduaily rub out words and phrases. The teacher still
points to the white board hut often points io an empty space and the
fearners must remember what was there in order (o say the schtence.
To make it caster, when e words are rubbed out, they can be
replaced by drawings or words in the first Ianguage. Or, after the

learners have used a substitution {able for a shot time, 11 18 rubbed

.. off the whiteboard or the learners close their boolks. Then the feacher

says parts of phrases and the learners must say the whole sentence.
S0, using the above substitation table the teacher would say, ‘T hate
catimy ice-cream playing,” The fearners must remember that playing
was followed by foothall in the table and so the leamer says, ‘1 hate
playing foolball,” Then the teacher says ‘comics’ and so on,

There is a danger in the use of substitution tables. The items
which are listed in one column, on Friday, next week, at six o’clock,

tend to be related in meaning and 50 can interlere with cach other.
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Thus learers may later icorvectly rceall items like on next week | at
Friday. The teacher should plan substitutions with Lhis possibility in
mind {{or example, don't include on F riday), and shoold look o see
if miterference is occurring,

50 far we have tooked al a range of langoage-focused activitics
by use I the beginning stages of a language course involving
meraorising phrases and sentences, aud practising sentence patterns.
these are #ll uscful shortcuts to getting started i a kingnage, but do
nol diectly develop the implict knowledge needed for normal
langreage use. The following activitics move closer fo meanin g-
focuscd mpul and meaning-focuserd oniput where the locus is on

commbnicaling messages.
Guided Listening and Speaking

The prototypical technigue for omded 11stenmg and apccﬂqng is
the What is it? tcchmque {Mation, 19?8]
The teacher wries some seniences on the blackboard. The

sentences describe something or someone. Hete is an example:

It is thin,
It is biack.

It has many tecth,
It 13 mude of plastic.

We can find 1§ near a mirror.
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1t costs a dollar.

Ii 15 vsed for combing vour hair.
What is 17

The teacher shows the learners how to change the sentences Lo
tatk about different things. While she does (his the feacher follows
the plan very closely, For example, a needle

It is thim.

Tt is silver.

, It has a sharp point.
| [t is made of steel.

We can find it in our house.,

it costs ten cents.
You need pood eyes to use it
Tt is used for sewing things.

What is it?

Then the teacher gives the leamers the name of something, for
example, ¢ pen and they must deseribe it using the plan. She gives a
few new words if they are needed in the description. Each learnes
can be given a differenl tem written on & card to describe. When the

fearners know how to follow the plan, it can be played as a game.
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One learner describes something while the others (ry 10 guess what it
15. As they improve, the learncrs can add some sentences (hat are not
in the plan ard make other changes. The cxercise can be made more
controlled by asking the Ieamers 1o follow the sentence patterns of
the plan very carefully.

This technigue has the following features:

1. Learners can he preparcd for the activity by learning and
praclising a smakf oumber of sentence patterns.

2. Communication 1s important becausc the activity has an
outcome that depends on ssccesslu! communication,

3. The learncrs can do the activity with each other 1n a form of pair
and group work. In this way the activity provides opportunitics
for both listening and speaking to occur.

4. Leamers can make changes to the activity so that the outcome 18

not completely predictable.
fi. Speaking Activitics with Younger Learners

Teachers of young children construct uttcrances with thear
children. Teachers build on children’s utterances and help them
produce the language. Thus, children do not have to be able to
produce complete sentences or questions [rom the start. “After
children have been exposed to English through histeming, they soon

want and are able to participate in interactions with the teacher and
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cach other”(Pinter, 2006, p. 56). The teacher may ask children 10
start copying simple phrases, join in with rhymes and songs. answer
simple questions, introduce  themselves, and  memorise  shiort
dralogues.

Putier states, “The first butldine blocks that allow children 1o
move from listening (o speaking and o hegin o participate in
interaciions with olhers are so-called ‘unanalysed chunks’ “{p. 563,
By this Pinter illustrates that children make use of phrases
previously heard input to use them without conscious analysis. The
teachet’s mput usnally coniaing shori chunks such as ‘see you
tomoreow’ which feamers pick up as an unanalyzed chunk. They
may vnderstand it as ‘goodbye” because the feacher says it at the end
of the lesson, bt they may not be able to know what cach word
means in isolation. Similar chunks can be learnt From olhier texts
such as songs, thymes, chants, stories and dialogues.

Speakers of English use fixed chunks such as “see you later’
‘what a surprisc’, or “what do you think” which are complete and can
be used as they are. In addition, speakers mse partially fixed chunks
such as “have you got” which require completion. These sorls of
chunks help learners produce language faster as (hey do not have to
think of individual words. Children use more chunks than adults do

hecause they do not share adult’s tendency to analyse language into
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constituent parts. Teachers can teach set phrases as chonks as in the

following example;

A What do you like?

B: I like Prsza.

A: 'What do you hke?

B: | like chicken. (Pinier, 2006, p57).

The chunks “What do you like” in the above mini-dialogue is a
fixed chunk, whereas T tike' is a parttally fixed one which children
are asked (o complete by substituting certain items in (he original
dialogue with items that are relevant o their personal life. These
dilogues arc controlled driff-like practice, which should be made

meaning{ul and fun. Pinter (2006) Hustrates:

Guessing games, though lun, are usually dnli-like. For
cxample, one chitd comes 1o the front of the classroom
and mimes an animal. The rest of the class ask
questions, ‘Are you a monkey? Are you a giraffe?” All
their guestions follow the same patlern. However, the
purpuse of the activity is meaningful to them. It is &
pucssing game and whoever guesses the right answoer

gets to come out and mime another animal (p. 57).
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Language games which involve repetitive work are enjoyed by
chibdren. 1n these activities, children copy an original text and use it
as a model to create their own. Pinter, (2005) gives the following

cxample:
P

I 1ike football and swimming. T also like drawing and
vollevball. T dow’t like skiing or tennis. Hool likes
computer games and music. He also likes cycling and

basketball. He doesn't like skating or dancing (p. 57).

After listening o reading a ‘model’ which shows then: how Lo
construct the senlences, children iy to create their own description
of what they and their friends like doing,

The drill 18 meaninglul in the sense that chiidren choose the
words they would like to substitute in the model patterns. Children
could develop this activity to ask each other what they like and what
they don’t tike doing and find out the popular activity in their class.
Speaking in the Classroom

Children’s courschooks often help cluldren practise language
pattcris and conversations. Many of the exercises such as those in

BES are designed for children to do in pairs with a pariner:
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S1: Whal time is it?
82: It's seven o'clock. IU's time to get up.
82: What time is 11?7

S1: Tt's seven-lilteen. Tt's fime (o get dressed (Linse,2005,p.64).

As children become famuliar with the patlern, they can
personalize the content to falk about their own lives. Wall pictures
can be used to practise a specific aspect of grammar, sach as the

continuous tense by asking the question, ' What's happening?’
7. Speaking Activities with Older Learners

Like younger learners, older learners can also be asked to use
simple dialogues and drills. They can extend these dialogues o
interviews or role-play which may require sponfaneous and creative
language use. However, such tasks require some preparations,
Learners need, first of all, o learn certain phrases to check their
understanding (e.g. Sorry, T did not uederstand. What did you say?)
To manage games and tasks, learners need o be cquipped wilh
useful classroom language such as, ‘il is your turn’, *which one is
mine?”, What have you got? Il is useful to display classroom
language on posters. "Some of the tasks might require that the

leurners pay attention o what their partner is saying, ask for and give
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clarticailon, repalr a commeonication breakdeown, or oxpress-

themselves explicitly with extra care”™ {Pinter, 2006, p. 55-59}.
Negotiation of Meaning

Learners need to negotiale mesmng  during  games  and
mtteractive tasks to make sure that they understand each other.
Unlike younger fearners, older loarners cun successfully repair
conversations as this ability grows gradually with age. Oliver’s study
{1998 ciled in Pinter, 2006) showed that older children negotiated
meaning. They ‘used more clanification checks, confirmaiton cheeks,
and repetition but not comprehension checks' {p. 593, Oliver
atfribnied  her findings to childven’s developmental level. “The
mplication of (bhis study for teachers is that tasks that require
meaning  negofiation may have o be introdeced slowly  and
carefully, making sure that children are ready and capable of dealing

with the demands of the tasks™ {Pinter, 2006, p. 60).
Complex Tasks

One of the most ellechive and demanding tasks s the
information gap tasks, where speakers A und B, lor example, have
different information. Speakers exchange information and describe,
say, details of pictares to cach other. Children are supposed o use
language creatively on the spot. Speaker A’ tnitiates guestions and

responds to lus partoer’s questions and pays attention to what he 1s
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saylng. speakers “check  understanding, clanly  meaning, and
monitor the progeession of the task carefully” (Pinter, 2006, p. 60},

It is important {or teachers o sclect fasks that are motvatng but
not ton difficuls. Tn addilon, o posilive learning enviromment where
chifdren feel happy and secure can enhance children’s contribution
1o the lesson and motivate them to talk, "I 1s also crucial that
children undersiand that they can speak up even when they are not
sure ahoul their contributions o have a fragmented answer or idea,
‘This principie huas importain implications for carcful ervor conection
and plenty of cncouragement” (Pinter, 2006, p. 60}, it is helptul to
build in children the confidence to speak up.

Purposelul  and  ofivating  aclivines  which  create a
communicative need are also needed. It is a good dea Lo encourage
children to use English al home with parents and other people.
Chilelren and parents can listen 10 songs, practisc dialogues and hobld -

discussion sessions afierwards in Enghish.
8. Managing Speaking Activities

To control your class you need to have well planned lessons
which contain activities that keep children inlercsted in doing their

tasks,

-11%-



Teaching Speaking to Young Learners

Managing the Noise Level

Children can disturb other classes during a speaking activity.
However, it should be noted that “children should be given
numerous opporiunities o speak in class even though children can
gel loud, titerally in a matter of seconds™ (L.inse, 2005, p. 62). The
lezcher can use a number of signals to teach children how to become
quict rather than contribuling to the noise by shouting at children to
stop, which might be counter-produciive. Thus developing a visual
cue o get children {v be quict and listen to instruction can he more
productive. The teacher, for example, can raise one or both of his
hands as a sign {or children (o stop talking. He can ask children to
raise up their own hands and wait for the teacher to give them [urther

insfructions.
9. Summary

in this chapter, some of the issnes related to children’s wiys of
speakang and their development were discussed, Technigues and
actvities for teaching speaking skills for children were presented.
Finally, some ol the techpigues and stratcgies for managing and

dealing with speaking iasks were also provided.
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instruction

I, Introduction

This chapter beging with pointing oul children’s needs to
perceive how the sounds in words work i order to improve their
reading comprehension. Tt also shows how children can develop
phonemic awareness in several ways through a number of activities.
Research findings on phonemic awareness instuction js then
presented. and some common phonemic terms are iliustratod.

The chapter also deals with ways for phonics instructions and
mvesligates the relationships belween the letters and the individual
sounds; the goal 18 to hielp children learn and use the alphabets and o
understand the relationships between the written lfetlers and spoken
sounds. Tn addiion, the chaupter presents findings of research on

pironics instractions,

2. Phonemic Awareness Instruction

Phonemic awareness is the ability (o notice, think about, and

work with the individual sounds in spoken words. Before children
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learn to read print, they need o become aware of how the sounds 11

words work, They nust understand that words wre made up of

speceh sounds, or phonemes.

Phonemes are the smallest parts of sound in a spoken word that
make a difference in the word’s meaning. For example, changing the
first phoneme in the word hat from M/ to /p/f changes ihe word from
hat to pal, and 0 chunges the meaning. (A letter between skash
marks shows the phoncime, or sound, that the letter vepresents, und
not the pname of the letier, For cxample, the letter B represents the
sound /)

Childven can show us that they have phonemic awareness i
severnl ways, including:

s recopnizing which words in a set of words begin with the same
sonnd {"Bell, bike, and boy all have /b/ at the beginmng. "L

o isolating wnd saying the {st or last sound i a word ("The
heginning sound of deg is /df"}, "the ending sound of sil 1 TS

s combining. or blending the scparate sounds in & word W say the
word { "/, dad, fpd — map ')

s hreakiug, or segmenting a woid into ity separaic sounds ("Up -

ful, ipl"}.

Childrer who have phonemic awareness skills arc Hkely to have
an casier time learning to read and spell than children who have few

ur none of these skills.
w127
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Although phonemic awareness 15 a widely used term in reading,
it 15 often misuaderstood, One misunderstanding is that phonemic
awareness and phonics are the same thing. Phonemic awareness is
not phonics. Phonemic awsrcness is the understanding that the
sounds of spoken lunguage work together to make words. Phonics is
the undersianding that there is a predictuble relationship between
phonemes and graphemes, (he letlers that represent those sounds in
writfen language, if children are to henefil {rom phonics instruction,
they need phoneinic awareness.

The reason 15 obvious: children who cannot hear and work with
the phonemes of spoken words will have a difficull time learning
how to relate these phoneiies (o the graphemes when they see them
HY Wwitllen words,

Another misunderstanding abhout phonemic awarveness is that il
means the same as phonological awareness. The two names are wef
interchangeable.  Phonentic  awareness 18 a  subcategory  of
phonological awarencss. The locus of phonemic awareness is narrow
- wdenlifying and manipulating the individual sounds in words. The
focus of phonological awarencss is much broader. Tt includes
entifying and mampulaiing larger parts of spoken language, such
as words, syllables, and onscts and rimes — as well as phonemes. It
alse encompasses awarcness of other aspects of sound, such as

rhymuing, altitcration, and mtonation,
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Children can show us that they have phonological awareness in
several ways, including:
e idenltifying and making oral rhymes;
"The pig has a (wig)."
"Pat the (cat)."
"The sun is (fun)."
s identifying and working with syllables in spoken words;
"I can clap the parts in my name: An-drew."
o identifying and working with onsets and rimes in spoken
syliables or one-syliahle words;
"Fhe first part of sip is 5-."
"The last part of win is-in."
+ identifying and working with mdivideal phonemes 1n spoken
words:

“The first sound in sun ix fs{."

Phonological Awareness

Phonemic awareness s only one fvpe of phonelogical
(WAFEHESS.

Broader phonolegical awareness

o Jdentifying and making oral rhymes

¢ Identifying and working with syllables in spoken words.
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Narrower phonological awareness

* Identifying -and working with onsets and rimes in spoken
syllables.

¢ ldentifving and working with individual phonemes in words

spoken {(phonemic awdgreness).
The Language of Literacy

Here are some definitions of terms used Jrequenity in reading

nstruciion.,
Phoneme

A phoneme is the smailest part of spoken language that makes a
difference in the meaning of words. English has about 41 phonemes.
A few words, such as a or ok, have only one phoneme. Most words,
however, have more than one phoneme: The word if has two
Phonemes (/i Iff); check has three Phonemes {ichifel ikl), and stop
has four phonemes (Is/ 7 fof /pf). Sometimes one phoneme is

represented by more than one letier,
Grapheme

A grapheme is the smallest part of written language that
vepresents a phoneme in the spelling of a word. A grapheme may be
just one letter, such as b, d, f, p, s: or several letters, such as ch, sh,

th, -ck, ea, -igh.
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Phionics

Phonics is the understanding that there is a predictuble
relgiionship between phonemes (the soands of spokesn languuge) and

graphemes (the letfers and spellings that represent those SOMS in
written language).
Phonemic Awareness

Phonemic awaremess is the ability to hear, ldentify, and
manipidlate the individual sounds — phonemes - in spoken words.
Phonolegical Awareness

Phonological awareness is a broad term that includes phonemic
awareness. in addition to phonemes, phonelogical  awdreness
activities can involve work with ritymes, words, syllables, and onsets

and Fimes.
Syliable
A syilable is a word part that containg @ vowel or, in spokert
language, o vowel sonnd (e-verf; news-pa-pesy ver-y).
Onsct amd Rime

Onsets and Fimes are parts of spoken language that are serraller
than svilables but lorger than phonemes. An onset i the inifial

consenant(s) sound of a syllable {the onset of bag s h-; of SWInE, SH-).
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A rime fs the purt of a syllable that containg the vowel and all that
Jollows it (the rime of bag is -ag; of swim, -im ).
3. What does scientifically based rescarch tell us about

phonemic awareness instruction?

Key {indings from the scientific research on  phonemic
awdrencss mstruction provide the following conclusions of particular

interest and value to classroom teachers:

Phonemnic awareness can be taught and learned.

Lffective phomemic awarencss insiruction tcaches children to
notice, think about, and work with (maniputatc) sounds in spoken
tanguage. Teachers use many aclivities to build  phonemic
awareness, incheding:

& Phoncme isolztion

Childven recogmize individual sounds in a word.

Teacher: "What is the first sound in van? "

Children: "The first sound in van is /iv/."

¢ Phoneme identity

Children recognize the sane sounds in different words,
Teacher: "What sound is the same in fix, fall, and fun?

Children: "I'he {irst sound, /| is the same."
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o Phoneme categorization
Children recognize the word in a sel of three or four words that
has the *odd’ sound.
Teacher: " Which word doesn't belong? Bus, bun, rug. "
“hildren: " Ruy does not belong. It docsn’t begin with /bf."
¢ Fhonceme blending

Children listen (0 a sequence of separately spoken phonemes,

and then combine the phonemes to form a word, Then they write and
read the word.

Teachey: "What word is b/ fif /7"

Chibdren: b/ A /gl is big. "

Teacher: "Now leUs wrile the sounds in big: /bf, write §; A/,
write 13 fgf, write g, ©

Teacher: (Writcs big on the board.) *Now we're going (o read

the word big.”

e Phoneme segmentatfion
Children break a word into ifs scparate sounds, saying each
sound as they lap out or count it. Then they write and read the word.
Teacher: "Tlow many sounds are in grab? "

Children: g/ {t/ f&/ /B/. Four sounds. "

Teacher: "Now let’s wrile (e sounds in gradn /g/, write g; /v/,

write v, /a/, write a; b/, write £, °
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Teacher: (Writes gralr on the board.) "Now we're going  icad

veoen o the word grab. " et was nserees s e s emreiraen e er

e Phaprme deletion

Childrer recognize the word tht emains when 4 Pragme w
1‘4:-mm'cd. from another word,

Teacher: "What is smrife with ut the /87"

Children: "Smde wibout s fsf 15 mile. "
o Phoneme addaition

Childven make a ne - word by hng a vigeoc o o an exisiine

wird.

Teacher: "What woro do vou seee 1F you add /s W the
beginning of pari.

Children: "Spark.”

e Phoneme substitution
Children subsitluie oxe ehoacme for another fo make a new
wped,
Teacoer . - The wala s b, Change /gf to fn/. What's the new
waord? "

Children: "Bun "

Phonemic awareness instruction helps children learn to read.
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Phonemic awareness nstruction improves children’s ability to
be words. MosTso iiproves their reading comprebension. Phonemic
waren o teestiae aids reading comprehension primarily through
s it ve on word rewing. For children to understand what they
sy st be able to read words rapidly and accurately, Rapid
ana ace - oword reading {re-s childicn to {ocus their attention on
fhe meant._ -0 what they read. Of course, many other things,

mcluding ©o sigze of child v's  vocatulary  and  their  world
4 Y

sspentences, cosribute to rer gag comprelicasion.

Plgrer. e vwarenes: i f uction ke ps children learn to spell.

w2 hing phonemic s vereness particularly how to segment
| words ha phonemer. il o ldren leamn to spell. The explanation
for this ey he thar ofil o who have phonemic awarcness
understand thar sounds and je'm are related inu predictable way.

Thus, they are able to velate the sowias to letters as they spelt worrs,

Phonemic awareness instruction: <2 most effective when
children are taught to manipulate phonemes by vu<ing the

letters of the alphabet,

Phonemic awareness imstruction makes a stronger coniribution

to the improvement of reading and speiling when children are taught
ter use letters as they manipulate phonemes than when instruction is

limited to phonemes alone, l'eaching sounds along with the letters of
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the alphabet 1s imporiant because it hetps children (o see how
phonemic awareness relates to their reading and writing. Learning to
blend phonemes with lellers helps children read words. Learning to
segment sounds with letiers helps them spell words.

If chitdren do not know letter names and shapes, they need Lo
be taught them along with phonemic awareness. Relating sounds 1o
felters is, of course, the heart of phonics instsuction.

Some Comunon Phonemic Awareness Terins

Phoneme manipulation

When children work with phonemes in words, they are
manipulating the phonemes. Types of phoneme manipulation include
Blending phonemes o make words, Segmenting words into
phonemes, deleting phonemes from words, adding phonemes to

words, or substituting one phoneme for another to make a new word.

Blending

When children combine individual phonemes to form words,
they are Blending the phonemes. They also are blending when they
combine ensels and rimes to make syilables and combine syllables to

nicike weards.
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Segmenting (segmentation)

When children break words insdd their individinad phonemes, thiey
dre segmenting the words., They are also segmenting when they

break words into syllables and syilables inte onsets and rimes.

4. Questions you may have about phonemic awarencss
instruction

Which methods of phonemic awareness instruction will have

the greatest impact on my students’ learning to read?

You can use a variety of teaching methods thal contribate to
children’s success in learning to read. TTowever, teaching one or {wo
types of phoneme manipolation - speciflically blending and
segmenting phonemes in words — is likely to produce greater
benefils (o your students’ reading than (eaching several types of
manipulation,

Teaching your students to manipulate phonemes along wilh
letters can also contribute to their reading snecess.

Your instruction should also be cxplicit about the conpection
between phonemic awareness and reading. For example:

Teacher: "Listen: I'm going to say (he sounds in the word jam —

N fal fmf What is the word? "

Children: "Jam.”



Phonemic Awareness and Phonics Instruction

Teacher: *You say ihe sounds in the word jam.’
Children:. "/ faf fod."
Teacher: "Now let’s write the sounds in jame: fif, write §; fa/,
write #; /m/ write n."
Teacher: (Writcs jam on the board)) "Now we're going to
read the word jom "
Which of my students will benefit from phonemic awarenesy

instruction?

Phonemic awareness inslruction can help essentially all of your
students fearn o read, including preschoolers, kindergartners, first
sraders who are just starting to read, and older, fess able readers.

Phonemic awareness instraction can help most of your students
leam to spell. Instruction can be effeciive with preschoolers,
kindergartners, and first graders. it can help children from all
economic levels.,

How much times should I spend on phonemic awareness

instruction?

You do not need 1o devole a lot of class time to phonemic
awareness mstruction. Over the school year, your entire phonemic
awareness programme shonld tzke no more than 20 hours.

Your students will differ in their phonemic awareness. Some

will nced more instmetion than others. The best approach is (o assess
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stndents’  phonemic awmeness before you begin  instruction.
Assessment will let you know which students do and do not need the
instruction, which students should be tavght the easier (ypes of
phoneme manipulation (such as kleniifying initial sounds in words),
and which should receive insiruclion m more advanced types (such
as segmenting, blending, deletion/ addition, and  substitnion).

{Armbraster ot ab, 2001, pp. 1-8))
5. Phonics Instruction

Phonics mstruction teaches children the relationships bhetween
the letters {graphemes) of writlen lanpuage and the individoal sounds
{phonemes) of spoken langnage. H teaches children to use these
relationships to read and write words. Teachers of reading and
publishers of programs of beginning reading instruction someiimes
use differemi labels to describe these relationships, including the
{ollowing:

s graphophonemic relationships

letter-sound associations

]

-]

{etter-sound correspondences

sound-synihol correspondences

e sound-spellings

Regardless of the lubel, the goal of phonics inslruction is to help
children learn and use the alphabetic principle — the understanding

that there are systematic and predictable relationships between
-134-
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written letters and spoken sounds. Knowing these relations! s will
help children recognize-familiar words accuralely and antomae:-*y,
and "decode" new words, In short, knowledge of the alphabein
principle conlnibules greaily to children's ability to read words both
in isolation and 1n connected (eat.

Critics of phonics instrection argn that Tinglish spellings are toa
wrregular for phonics instruction o really heip children learn o read
words. The point is, however, that phonos mstruciion teaches
children a systern for remembering how v read wonrds Onee
childien learn, lor example, that phone is speiled this way avher
than foan, tim'rlr metmury helps ﬂriem to read, spell, and rooops o
word instantly and more accuralely than they could read frar,
same process is truc for all iregularly spelled words, Mo of thaze
wortds contain some regular letter-sound relalionships that  n heip
chifdren remember how to read them.

In supunary, the alphabetic system is a mmemonic deviee tha

supports aur memory for specilic words.
6. What does scientifically hased research tell us about
phonics instruetion?

Key findings from the seientific research on phonics instraction
include the following conclusions of particotar interest #nd vahue to

classroom {eachers.
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Sys? wmatic and explicit phonics instruction is more effective
o pen-systematic ov no plowics instruction. o

Systematic and explicit phonics mstruction makes a higger
contribution to childrer™ grovth in reading 'han nstruction that
provides non-systemiatic or L0 ces instrugtion,

How do systematic - ograms of phonics mstruction differ from
nol-systematic progiies? The hallmark of programs of sysiematic
phomes mstvnction 1, the direet teaching of a set ol lelier-sound
relusonsbaps i clearly defined sequence. The set includes the
avtar e bieselling refationships of both consonants and vowels,

He prociams also provide materials  that give  children
stb - ial praclice in applymng knowledge ol these relationships .
fhey - ub and wrle. These materials include books or siories that
oo i afarge number of words that children can decode by using
e letter-sound relationships they have learned and are Teamning. The
programs also might provide children with opportunitics to spelt
words and to wrde their own stories with the letter sound

relationships they are learning.,

Approaches to Phonics Lnstruction

Most teachers are acquainied with several approdches fo

plonics usiruciion, including thase listed helow. The distinciions
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between <o Lor ek absotie, and  some Progiuitis of
FSEFNC s ine coiltbone . wogefies.
syntheis phtiae:  Ctldren learnt how o comort fetiers or

Iefter comfin. tions (o sou (s, and then fow to blend e sornds
tagether to form recognizable words,

Analytic ph. des Child. . ‘earn to anaiv.. lewe sound
refationships |"-I-I previousty carned werds. They do nor pronounce
senenrds in fsolarion,

Analogy-based phonies Children learn to use parts of word
fumilies they knove o wdentify words they don't know that have
stmilar paris.

Phonics through spelling Children learn 1o segment words 1nke
phocamies and fo make words by writing letiers for phonemes.

FEwmbedded  phonics  Children  are  tamght  Teiter sonnd
relutionships during the reading of connected text. (Since children
encounter different {etter-sound relationships as they read, this
approach iy not systemaiic or explicit.)

Onscl-rime phonics instruction Children learn 1o identify the
sound of the lelter or letiers before the first vowel (the onsef) in a
ene-syllable word and the sound of the remaining  part of the word

fthe rime}.
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ditwergdeten and  fivst-grade children’s wor . rocoginion and
Sphodtney

Systemati phonics nstruction produ-.es the greatest ipact on
Children's reading achievemient when ¢ begins in kindergarten or
Lt gprads .

Bolth  kindergarten  and s grade  chivaren who o vecerve
systematic phonics instruction are belter W reading and spelling

words than kinderganen and tirst-grade chuldicn who Jo not receive

systeipatic instruction.
Systematic and explicii phonies instruction significantly
improves children’s reading comprehiension.

Coslensatic phonics  instruction tesults in better growth m
¢hildren s ability 10 comprehend what they read than non-systematic
or no phonics instruction. Til:ES is not surprising because the ability to
read the words in a text accurately and quickly is highly related to
successful rcading comprehension.

Systematic and explicit phonics instruction is most effective
wiest introduced early.

Phonics  instruction is most ellective when it begins m
kindergarten or [irst grade. To he effective with young fearners,

systematic instruction must be designed appropriately and taugn'
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carefully. Tt should include teaching letter shapes and names,
phonemic awareness, and all major letter-sound relationships. It
should casure that all children leam these skills, As instruction
proceeds, children should be taught to use this knowledge to vead

and wrile words.
7. Questions you may have about phonics instruction

Is phonics instruction more effective when students are taught

individually, in small groups, or in whole classes?

You can leach phonics effeclively o the whole class, to small
groups, or v rdividual students. The needs of the students in your
class and the number of adulis working with them determine how

you deliver nstruction.

Doesn’t phonics instruction get in the way of reading

comprelension?

Quite Lhe opposite is true. Because systematic phonics
istraction helps children learn (o identify wonlks, it increases their
ability to comprehend what they read. Reading »otds accurately and
automatically cnables children to focus on the meaning of toxt. The
research is guite convincing in showing that phonics instruey.

coniriluties to comprehension “kills rather tha inhibiting thern.
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Does phonics instruction slow down the progress of some

children?

Again, the opposiie 18 e, Phonics instruction conlribotes 10
growth in the reading of most children. It s Important, however, 10
acknowledge that children vary greatly i the koowledge of recading
that they bring to school. For phonics mstruclion to suppost the
reading progress of all of your stadents, it is important to work in
flexible instructional groups and to pace instruction to maximize

student progress.

How does systematic and explicit phonics instruction affect
spelling?

Systematic programs of phonics instruction  produce  more
growth in spellivg among kindergarten and first-grade students than
noh-systcmatic or no  phomics  programs. However, sysiematic
phonics msiruction for normally developing and poor readers above
first prade does ey produce gains in spelimg. The reason may be
that as students © ove up in the grades, spelling 1s less a matter of
applying letreiese nd relationships and more a matter of combintny

e arts,

14
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How long should phonics be taught?

Approximalely two years of phonics instruction s sufficient for
most students. It phonics instruction begins early in kindergarten, it
should be completed by the end of first grade, H phonics 1nstruction
begins early in first grade, it shoukd be completed by the end of
second grade (Armbruster et ab, 2001, pp. 11-17))

8. Summary

‘To sum up, this chapter has iHustrated what is meant by phonemic
awarchess and phonics instruction,

Phonemic awwmrencss is the ability to hear, identify, and
manipulate individual ¢ounds —phoncmes - in spoken  words,
Phonemic awarencss ix important hecause it improves children’s
word reading and reading comprehension, and helps children learn
to speli. Phonemie awarcness can be developed through a number of
activilies, inchnding asking children to identify phonemes, categorize
phonemes. blend phonemes to {onn words, segment words into
phonemes. delete or add phonemes o form new woids, and
substitate phonemes to make new words. Phonemic instruction is
most effective when children are taught to manipulate phonemes by
using the fetfers of the alphabet, and when instruction focuses on

oply iwe or tosy rather than several types of phoneme manipulation.
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Phonics inslruction helps children learn the relationships
between the letiers of writlen language and the sounds of spoken
language. Phonics instruction is important becausc it leads to an
understanding of the alphabetic princip.c - (he systematuc and
predictable refationships between wrilten letters and spoken sounds,

Effcctive phonics programs provide ample opportunities for
children to apply what they are learning about jetters and sounds to
the reading of words, sentences, and stories.

Systematic and explicit phonics instruction

o symificantly improves children’s word recognition, speiling, and
reading comprehension.

e iz most effective when it begins in kindergarten or first grade.
Note: The conlent of this chapror is {aken lhiterally from

Armbruster ct al. (2001, pp. 1-8, L1-17).
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Learners

1. Introduction

In the curriculum for teaching FEnglish to young learners, much
emphiasis is placed on listening and speaking. However, reading und
writing can be gradually introduced to meet the demands of learning
o read and write in Eoglish. This chapter illustrates why readiug
skills should be iniroduced to young learners, snd how their readiagy
is influenced by their pre-school years expericnce in FeCOgIHsing
words and signs. The chapler discusses what reading skills involve
and presenis some sort of background knowledge about reading at
tilfereni stages of development in language learning. Classroom
techniques and activities are then presented, and specific activities

for teaching reading to younger and older children are suggested.
2. Why Reading?

cwoducing reading skills for young leamers of English depends on

vy factors such as the age of the children, their level of English
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(heir first language background, and their ability to read. Thus,
“there is no formula for teaching reading in Enplish as a second or

e i i Devanse second lmguage conlexts can be varied
wd coples In forgign language contexts, the general consensus is
Hiat children should learn to read in their mother tongue first and
when they are reasonably compelent they can feamn to read m a
foreign Janguage” (Pinter, 2000, p. 65}, This means that reading and
writing skils in a foreign tanguage should not be introduced unless
children become literate in their first language.

Pinter (2006} interprets, “The most convincmg feason for
~auching reading and writing in English is that many children show
“oih interest and enthasiasm in doing so when they start English™(p.
by, Children feel with a sense of achievement when they become
able to read and wrile something meaningfud in the lorzign language
sach as 2 short message, of & party invitation. Tn addition, learners
like (o soe the words and phrases thoy have learnt orally wiitlen
down. Children's reading and writing can be considered as a record
teeping for using their English through written homework or
through using the Inlernet.

It is useful to explorc how children learn to read in thelr first
fanguage before talking about EFL rcading anc writinz for youns

‘warners. Tn order o be familiar with the process of reading in he
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forcign fungnege, an understanding of the same process in the first
anguage 18 pe-requisie.

. Karly Reading

Reading and Writing in the Pre-School Years

Children's expericice with reading in their first language brings
wme siarcgies 1o the process of leaming to read o the target
mpuage. They have some knowledge about the reading process. In
other words, they bring the strategies of how (hey learnt to learn in
their mother tongue which can influence their reading in the foreign
language. “They are likely to usce strategries that worked in their [irst
language reading, such as spelling, trying to sound things out,
comparing sounds and letters” (Pinter, 2006, p. 68).

Children lcarn about literacy from their environment during their
carly years. They hegin to rccognize words and signs wrtten at
supermarkets or elsewhere, They begin to recognize shapes of lellers
nd words in story books read (o them by theit parents. Children also
obscrve their parents rcading books or unewspapers, working on
comprtars or filling in forms and writing cards, ctc. These sorts of
expericnces will prepare children for reading and writing.

Chifdren begin to understand the reasons and purposes for
reading, such us enjoyment or finding ounf 4 cerfain piece of

‘nformation such as the time when a carloon starts. They leamn (o
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wile their names and their parents’ names. This ey them
understand that messages can be represented on a page  using
symbols. By the tme children go to school they already lLave
praclised and decoded symbols for reading and writing,

Reading and Writing at School

Children possess a great resouree ol oral competence ol words
and phrases in their first languase. This oral language proficiency
enhances children’s ability 1o learn to read because it enables them
to nitke inteHigent guesses by drawing on what would make sense.
Pinter (2006} ilustrates this ability with the lollowing example: “Let
us imagine that an Eoglish native speaker child is reading ihe
beginning of a story and can work out that the first word is ‘once’
Then without baving to read the next word, he can make a
reasonable guess thal the pext phrase is ‘upon a time’. This happens
heeause the child koows this phrase is frequently used at (he
beguning of stories”(p. 67). Thus meanin gfal contexts enable
children to muke good predictions about the meaning of a certain
word or phrass.

Pinter gocs further to say that jn order to each aspects of the
inglish system that arc regular, English primary schools teach lctter-
sound correspondence patterns {phonics) to all children. Songs and
riyymes are great for teaching phonics because they contain rhyming

words such as “One two three {our five, once T caught a fish alive’
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where ‘five’ and ‘alive’ both rhyme and follow the same writtenl
patiern.

With this “approach learncrs are cncouraged to recognize
analogies below word level to help them to work out how Lo read
and wrile words. They are taught to notice that each word has an
onset {first comsonant or consonants) and a rimic {lhe rest of the
word) and it is vseful (o group words that have a different onset but
the same rime because they are pronounced the same way. For
example, consider: ‘c(at), blat), m{at), s(at), platy, hiat), fifaty’. The
initinl consonant is salicnt but the rime of all of these 1s the same.

Recognizing patterns like this will be useful i reading
Traditional nursery rhymes are full of such rhyming pairs, s
children find it quite easy to get a feel for rhymes. For example.
consider ‘the cow jumped over the n{oon)’ and ‘the dish ran away
with the sploon)’. Or “Humpty Dumpty sat on & wiall)’ and "Humpty
Dumpty had a great ffally’. Or “Jack and I(l) went up the h{illy .
Many native Fnglish children know these rhymes by heart 50 i 18
casy for them to notice the patterns in a meaningful context (Pinter,
20006, pp. 07-78).

The whole word method is another strategy fo teach irregular
words. This method cncourages the role leaming of some ‘sight
vocabulury’ that children can imunedialely recogmze. Children

retnember words as visual images in this method. Recogniziug @
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large number of vocabulary can help children process other

urfamiliar words,
4, Background to the Tearhing of Reading

Reading skills involve making sense of and deriving meaning
from words. Readers must be able to decode the printed words in
order to comprehend what they read, “For sccond-language lcarners
there arc three different clements which impact reading: the child’s
background knowledze, the child’s lin guistic knowledge ol the
target language, und the strategies or fechniques the child uses to
tackle the text” (Peregoy and Boyle, 2004, veforred to in Limse, 2005,
p. 6%} Children need, for example, to understand what the written
symbols represent in order to learn how to decode letters. Children
need to recognise (he symbols that form words. ln other words,
children need to decode or decipher individual words.

Generally speaking, the phonetic alphabet is used to tepresent g
specific sound or photeme. “English has approximately 40 sounds
but uses only 26 symbols™ (Moats, 2001, referred to in Limnsc, 2605,
p. #3). Thas. there is no one-lo-onc sound-letier carrespondence in
English; this is perhaps why children get confused when they try Lo
decode English words. “For example, think of words such as

‘enough’ and “thought’ or ‘height’ and ‘weight'. The wriiten
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simifaritics between these pairs of words do not Iead 1o simiar
pronunciation”(Pinter, 2006, p. 67}

Linse {2005} cites an example ol ihe letter ¢ which is used to
decode both a hard and soft sound in English. The hard ¢ sound, /&/,
found in cat and carpet is more common than the soll ¢ sound, /s/,
found in cereal. Due to this lack of correspondence belween the
letler and sound, children {ind u hard to decode Enghish words
(Linse, 2005, p. 70},

5. Approaches fo Reading

Scott and Ytreberg (2001, pp49-51) present a number ol different

ways Lo approach the introduction of reading in a forcign language.
I. Phonics

This approach is based on letters and sounds. Basically, we teach
the pupils the letters of the alphabet. and the combination of letiers,
phonically - as they are actually pronounced — so thal the letter a is
pronounced /&/ the letter b is pronounced /b, ¢ 1s pronounced /k/f
ph is pronounced /7 and so on. It is best to start off with three o,
four letters that can make up a number of words, like c an t. You
can then show pupils how to pronounce /ken/, /ket/, /kent! an
ftacn).

Although phonics ¢ai: become very complicated as all the

prorunciaticn rites are introduced, it can be a very useln! way into
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reading for those learners who wre not familiar with the Roman
alphabet or who do not have a onc to one relationship between
letters and sounds in their own writlen languape. It is not to be
recommended as the main way into reading for those pupils who are
already reading in their own langusge wsing the Roman alphabet,
and it should nol be taught to pupils who are leaming to read using
phonics in their own language — this could lead to great confusion in

Promencigtion.
2. Look and Say

"This approach is based on words and phrases, und makes & lot of

use of lasheards — words written on cards fike this:

It is usual to slarl by teaching everyday words which are already
familiar to the children. The teacher shows the children the word and
says it while pointing to the object. The children repeat the word.
This happens several times with cach word. The introduction of the
words only takes a short (vme, and goes quite quickly, so the teacher
may spend five minutes of a thirty minote lesson on four new words,
There arc a fol of word recognition games which can be done at this
stage — matching words and pictures, pointing lo the object on the

card, puessing which card Teddy has picked oul of the hat — and so
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iy approach cucouidg. senition of o range ol wosds and

phrases before ‘reading’ a text.
3. Whole Sentence Reading

Here the teacher teaches recognition of whole phrases and
senlences which have meaning in themselves. This offen means a
story which the children read for tiw first ime themsclves aller the
whole iext is familiar to them. The words are not presented m
isolation . but as whole phrases or seatences. Siee we think that
Ccadiizg ior meaning should be encowraged as soon as possible, we
will look at this approach in more detail below.

4. Language Experience Approach

This approach to reading & based on the child’s spoken
language; it is a good, pupi-centred approach to reading. The
teacher wriles Jdown a sentence for the child to tvad which s based

on what the child has said. For example:

This is me.
My sister is nine. She is in class 3F.

This 1s a posteard [rom my uncle in Milan.
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Which Method io Choose?

Clearly, if ihere was one correct 1 aod for teaching all chitdren
to read, then only one method woulc cxist, Scott and Yetrebers,
2000 p.51) Lavour an approach which concentrales on meaning lrom
the beginming. However, i your pupils have a mother tongue which
(s not based on (he Roman script, you will probably find that you
will have to spend quite some time teaching phonics ang word
recognition iirst,

No matter which approach to reading you take 35 your vasic
approach, you should remember that all these approaches are o way
in fo reading and are not an end in themselves. You will prababiy
wanl to make use of all the methods described at some stage in the

process of leaming to read.
6. Five to Seven Year Olds

¢ Five Lo seven years olds are likely to take longer 13 learn to read
in a [oreign language than cight to ten year olds. |1 details sce
Scott and Yetreberg, 2001, pp.51-33), Some chilidien starting
school are not lamiliar with books or what they sic waed for. They
have to go through the process of doing reading like activities
first — “reading’ from lefl w right, tning Hwe pages at the right
place, going back and reading the same pages apain. cie. Picture

books with and without tox! are invaluable ai this stage.
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e If your pupils have aotl learnt to read in their own language, many
-will nol yet have understood what a word is, nor what the
connection is between the spoken and the witlten word.
s Sentence siructure, paragraphing, grammar — none of this means
anything 1o sizost pupils at this stage.
e Decoding reading — making sensc of whal we see on the page — is
& very mvolved process, and adults make use of all sorts of clues

on the written page — punctuation, paragraphing, usc of speeial

wiids, references to things which have happened, hints as to what
can happen. What five to seven year olds have instead is ollen u

visual clue ind this clue is vital 10 meaning,

7. Eight to Ten Year Olds

The majei ity of eight to ten year olds will alrcady be able to read -

@ in et own language and most seem to have lule difficulty in
sansterring their reading skills to Tnglish, This means that you ean
spend moch less tme teaching the mechanics of reading, and
comeentrate more on the content. Children whose mother tongoe is
not based on the Roman alphabet will still have to spend more iime
on the mechanies of reading, but they know what reading is about,

and this speeds up the process,
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Reading Texts Based on the Child’s Language

‘When workig 6 the forcign’ fanguage, it 1s iportani thal the

teacher does not sel the pupil a task which he or she does ol have

the words for in that langunage. For exampice, there’s no point in

pupils bringing in a pictare of the place where they live, if they have

ne words to talk sbout it

This type of reading is often based on a picture, but can be about

something which has happened, or just about how the pugpil is

feeling today. Tt is easiest o start off with a picture.

.

b.

Ask the child to tell you about the picture,
H ke or she gets stuck, ask eithet/or questions. *Ts she talf or

smadl'?”

. I this still doesn’t work, let the child tell you what he or she

wants to say in his or her own language. If this translates p. -
something familiar, tulk aboul 1, make sure the child unucisana.

D siot write words which are new or unfamiliar,

. Wrile @ sentence in the child’s book based on what the child has

told you. It can be very simple. “This is me al home’.

_ T.et the child see you writing the sentence, and say the words as

vl write them.

. The child repeats the sentence after vou, pointing to the words as

he or she says them.
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g. This 15 the popil’s reading task, which he or she can read aloud to
YOUu,

h. It shouldn’t take more than a couple of minutes to do this - you
have a lot of pupils i your class,

i, This sentence can graduaily be built on. “This is me at home. 1t°s
my bedroom. I7s blue, It's nice. Thave fish in my bedroom.’

j- As the child’s vocabulary inercases, you can gradually build up
stories {Scott and Yetreberg, 2001, p.56).

The same fechnique can be used for making up group/class
reading books. This techmique of writing down what your pupils say
or the stories they tell you helps the five to seven year olds fo see
that pnnt is a means of communication, and that there is a
relationship between the amouat of falking that s done sud the
amount of writing on the page. For both age proups, it is important

that the pupids see themselves as wrilers with something to say,
Reading Familiar Nursery Rhymes or Songs

Most children learn noisery rhymes in their mother tonguc and
in Euglish without having a complele understanding of what they're
saying. Some nursery rhymes are produced as bools, so the children
can ‘read’ what they already know off by heart. While you might say
that this isn't real reading, the pupil can behave like a reader, and it

helps to build up confidence, As we have sad belore, there is also a
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very narow dividing [ine between knowing something off by heant

and actually readimy the words (Scoll and Yetreberg, 2001, p.36),
8. Reading Aloud

Let us now move on to look af various reading techniques. When
we went to school, most of the reading done 1n class was reading
aloud, Reading aloud is not the same as reading silently. Il is a
separale skill and pot one which most people have that much use of
oulside the classroom. But it can be uscfinl, especially with beginners
in & language.

Traditionally, reading aloud 15 ofien thought of as reading roupd
the class one by one, and although many children seem (o enjoy It,
(his type of reading aloud is not to be recommended:

o Tt gives little pleasure and 15 of hille inlerest to the listeners.

e [t encourages stumbling and mistakes m fone, emphasis and
EXPITESSION.

e It may be harmnful to the silent rcading techniques of the other
pupils.

o It is & very incfficient way to use your lesson time.

However, reading aloud s a vseful technique when used slightly
diffcrently:
¢ Reading aloud to the teacher shounld be done individually or m

small groups. The reader then has (he teacher’s full allention,
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Reading alond from a book lets the teacher ask about meaning,
wht the pupils think of the book, how (hey are getting on with.1t,
as well as stnooth out any language difficultics which arise. High
priority should be given (o this kind of reading aloud, especially
al lhe beginner stage for all ages. By the time pupils progress to
level twao, this kind of reading is not so necessary.

The teacher can use it as a means of training and checking rhythm
and pronunciation. The teacher can read a sentence or a phrase
atd the class or parts of the class can read in chorus after. This is
particularly useful if the ext is a dizlogne, but should only he
done for a very short time. Choral reading can easily become a
chant if there are a lot of children in (he class.

Reading dialogues aloud in pairs or groups is an efficient way of
checking work, The popils can help each other with words they
find difficulf to pronounce, and you should try (o get them to be a
hittle critical about what they sound like: ‘You don’t sound very
friendly, Michelle’ or ‘Arc you angry, Heinz?(Tor details see

Scott & Ytreberg, 2001, pp. 57-58.)
9. The Development of Reading Skitls

The {oHowing activitics help chikdren to learn to read.;
e Listening to and talking about stories,
e Playing with words,
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¢ Learning the symbaotls that represent words.

“These activities are specifically designed to give children the
kuowledge of oral language, symbolic and pattern representation,
and higher-order thinking skiltls they will need lo both decode and
comprehend wrillen words™ (f.inse, 2005, p. 75). However, it shouid
be noted that emphasis should not be placed on decoding. *Phonics
(sound-letter correspondence) and decoding docs not lead a child to
becoming a life-long reader. As a teacher of young learners, you
wani to make sure that children perceive reading as a tool’ (Linse,

2005, p. 76).
Phonics-Based Tnstruction

This sort of instroction aims at teaching children the basic
English language phonics rules so that they can easily decode words,
“I'he purpose of phonics insiruction is to teach beginning readers
that printed letters represent speech somnds heard in words”
{Heilman, 2002, p.1). Thus children can see the correspondence
between letters and sounds. However, decoding is different from
reading although i consirtutes the first step to reading.

‘There can also be confuston between pronunciation and phonics.
“Phonies  is the teaching of sounds as part of deceding,
Pronunciation, on the other hand, refers to the way onc articulales

specific sounds™ (Linse, 20053, p. 76). Linse maintains  tha
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“pronunciation s only concerned with sounds, and phonics-hased
mstructiofn 1s concerned with teaching children that letters can be put
together (o form words™(p. 76).

Caution should be taken nol to overemphasize decoding but to
keep meaning in focus when providing phonics instructions. “Phonics
instruction should be based on the Tinglish words that children have in
theiv oral-language reperioire. In addition learacrs should abready know
o to pronounce the word hefore they are expected to sound il out or
read 1. They should not have (o stuggle with pronunciation and
phonics simueltaneousty™ (Tinse, 2005, p. 77).

Special attention shoukd be paid not 1o focus so much on phonics
mstruetion and on individual sounds. Children should he able 1o
~weognize that they are reading words, sentences, or storics. In this
e, honie instruclion enhances compiehension. It is only then does
pstruction enhance  comprehension. Feregoy and Boyle (2004)
assert. “lnglish dearners should not be involved in phonics
mstriction that isolates svunds and letters from meaningful use in

text” (p. 61).
19, Classroom Activities

Reading activitics should be based on the child’s development

of native-langnage Hteracy skitls and oral language skills,
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Phonics

cms wen e | dnge (2005) suggests; *One of the easiest-ways 10 begin phonics
instruction is by introducing sounds and letters that are associated
with specific noans™(p. 79). When she mtroduces phonies, Linse
starts by teaching the initial sounds and letters of words, usually
nouns. Linse cites the following extract and maintaing that if you are
teaching students (he letier m, you would also teach them that

makes ke iy sound.
Extract

T: Today we arc going (o talk about what words start with (he /r.
sound. What words start with the /o sound? {(The tencher write-
the leiter M on the board).

S1: Monkey. (The teacher writes the word monkey on T hoard
utcher the letter M.}

T: Good. Monkey. Mnnkey staris with the /m/ sound. What len:
makes the fmf sound?

Nsr M

T Very good. The letter M makes the fm/ sound. Can you give me
the narme of another word that siarts will the o sound?

52: Mouse. {The teacher writes the word mouse on the board.)
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T: Very good. Can you point to a picture of a mouse? (Students

_paint to a picture of a mouse on the wall) Good. Whoe can fekl

me another word that starts with the fm/ sound?

£3: Milk. (The teacher writes milk on the board )

T: Very good. How about anoihier word?

S4: Mave. {The teacher writes the word move on the board )

T Good. Muve starts with the fm/ sound. Can everyonc move iherr
head? (Swidents move their heads.) Good. Now 1 would Tike
volunterr to come and circle the letter M and muke the -me

senpred as the letter  (Linse, 2005, p.79).

Linse suggests ways for young icarners fo lcarn (he itial
souncls of words:

¢ Children can cut out pictures of words that start with different
letters and then mateh the pictures with the Ietters.

e They could also sort pictures (hat start with a specific phoneme or
sound. Tor example, they could make u collage with picture of
things that start with the letter m including pictures of a man,
moon, melon, monkey, and mask,

Once children are {amtliar with (ke initial sounds made by
diffesent consonants, they are ready to starl learning short vowel

souncs. Often il is easicr to stari with the short @ sound fa/ than the
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other short vowel sounds. Children can be tanght that /a/ makes the
hierl o vel sound ax inapple.- - -

Mhen young lcarners know short vowel sounds and their initial
and final consonant seurds, they are ready to leirn how to hlemd
sounds together, At this pomt, in your instructions, you can
introduce children o the concepr of blendine sounds by priniing
words on the board that follow a consonant-vowel-consonant (CVC)
pattern. The words bat, dog. anid ~m follow ihe ©VC pattern. The
TV pattemn is used because it s considered 1o B very predictable,
cred childree ol quickly eXperience suecess at cading words when

the - use it (For detadi = see Linse, pp. 80-81.)
st Words

Sight words are high-frequency words children can recognise on
sight without having to decode the letters. The, aff, an, and I are ult
sight words. Games are engaging ways to teach sight words, Lor
example, young leamers can go through a piece of text and count
how many times the word the occurs in the texl.

Children’s names can be sizht words., Children enjoy rcadimg
thewr own namwes. An alternative way to call attendance is to prink
each child’s name on a different card. You can then show the names

while children read them alood.
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Prini-Kich Environment

Children who are exposed to print are likely to leam at & very
carly age and develop Hteeacy skills (Hudelson 1994, Collins, 2004).
Print can be seen all around us in the environment such as signs .
labels, e nanies of hamburger and pizza, These sorls of signs give
authentic picces of environmental print.

Linse (2005} maintains that you should create a print-rich
civiropment in the classroony, which should have mcaning for the
jcarners. ftems such as the following can be introduced:

e bullctin boards with English language labels such as Our Work.
o labels such as desk, door, window.

o word lists willi vocabulary words that children are learning.

s authentic literature, storybooks and non-fiction titles in Linptish,
o Posters with English-language labels, sach as travel posiers.

e Bnglish-language packages, such as cerea! box packages.

« Dnglish-language calendars (p. B4).

Linse (2005) assesses that one good place for a print-vich display
is on your classroom door. One advantage of using the classroom
Joor is that all of the chiidren pass through the door when ihey come
and go to class. Plus, you can use ihe print on the door as mim-

lessons. You can help children apply phouics rules with these
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ditfecent sight words. For example, if you are poinimg at the word
doar on the door, you can ask, *What Tetter does this start with?. What .

sound does the letier 4 make? (p. 84)
Language Experience Approach

This approach is designed to help EFL children develop literary
skills. Linse {2005) concludes thal the lanpuage experience approach
can be a mecaningful and pleasurable £roup literacy experience.
Learners participate in a group activity and then describe what
happened in their own words.

The teacher serves as a scribe and writes down cverything that
the children say on giant size paper. Children (hen read and re-read
the text with their teacher. The teacher can also use the text for
phonics instrction.

Linse (2005) suggests that afler a visit to a local bakery,

students may say and the teacher may write:

We went to the bakery,

We saw really - really big ovens,
We had some bread.

It tasted reatly goud.

We put bulker o it.

It was fun. {p. 83)

-164-



H
H

iy Reddonyg Sodls b founy Leariers

s approsci van atsu e sacable Tor indbvadoal children, The
E e vah ask an individual child 1o deseribe what be did over the
Dogd.
i Wards

Luwse (2005) maintaing (hal you can ask children o come up
« = their own words related 1o the topics they are currently studying
o words they would just like to know. These words can be wrilien

on small index cards or i the students nole books.,
(tuestioning Technigues

The major [unction of guestions is to check comprehension,
which s the ultimate aim of reading. Questions also help children
think about what they are reading. [n addition, pre-readimg questions
arouse children’s interest and make thern want to read ihe text.

Linse {2000} gives the following advice: “Your questions should
senerate interest and enthusiasm for what is being read, They should
nol make the children feel apprehensive aboul not answering
correctly. Try to ask guestions that help children become involved

with the tex(”(p. 80).
Comprehension Strategies

It is ulten the case that children can say words but can not read;
they can decode words but not comprehend them. Therefore, the

teacher should use comprehension sirategics or techniques that help
-165-



Draefing Rocdoe, v io 0wy bt e

children Toons on e seaning sepivsenlod by voeds, Seg, s
siritegees sele s Uic iee 5 codext clues and grapilic orgsie -

b s o help children impre. - their conprebcnston skiths,
Lanecvi Clues and Print Convei . tiony

Pl context can be used as an invaliine ool I compueh L L
beginning readers focus on decodu:y words and do not even §. .
attention to pictures, Try (o direvt viildren’s attention to the pi-luee.,
that give them clues about the conent of what they are reading.

In addition w pretures . print conventions such s capital Lohrs
{acilitate congaciicision Wien children are taught that capital letters
in Cnglistt are wsed for proper numes of people and places, the child
thent can assume that the unlamiliar word in the widdle of the sentence
with a capital letter is the name of & person or place. “Knowing how
putctuation marks work can also facilitate reading. Children who arc
six years old can learn that when we read, we pause at a period because
1Lis the end of a complete thought, or that an exclamation point fells us
that someihing with emotion has just occurred, or that a guestion nwark
lets us know that a question is being asked. Seven-year olds. can begin
tor leann that a comuna reminds us to have a ligte tiny pause before we

conunue reading” {Linse, 2005, 1. £8).
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11, Reading Aclivities witk ~ ‘sunger Children

Reading and writ~  .ous shouls - ;I'ET.f'{!;IjH{}t-tld . I'--riuuﬂyﬂi”ﬁ the
primary foreigu fanguage classroom. 10 v advisside o starl wilh
working on sub-skills snch as tearning 1o decod: Lamyikiar writtes
language, match spoken and written forms. or com'on ror feids
with persanally refevant information,

At the beginning, wrilten words can be introduced 1o let children
expertence printed materials. Pinter (2006} advorates, for example,

to label objects sach as tables, chairs, pictaves. books, ete, by making

- word cards, and hanging them up round the chaisroom. This would

aromse children's curiosity about printed word wod could illustrate to
thetn that oral words can be represended in wriline

Oiher types of writing can bhe displayed in e classroon. *The
tcacher can make posters containing commonly used i #ases such as
sit down’, ‘come here’. “it’s your turn’, or a catenlar «1h e
names of the days and months, or a class birthday chart, or o
English notice hoard” {Pimer, 2006, p. 69). Suck visual alds would
attract children’s attention and make the finks between spoken and
written forms clear.

YLetter cards or magnelic lefters can also be introduced to
enconrage playing wilth letters and letter combinations to make
words. Childven can be asked to connect spoken words and writien

words by using word cards; for example, to practise malching the
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pictirres with the written lhels. In order to practisc word .

reading, Pimter (2006) 1ggess cing the Tollowing games o

achivitios:

¢ One welt known memory card game is often played by matching

profures and wostcds,

e Chil:lven play in teams picking up (wo cards each al any one {ime

tor sce sb they maich.

e ‘Feachers can make their own word cards and picture cards and
play simple matchiog or categorizing games or spot the missing
cagd.

e Cards can be used during storytelling as well as olher aclivities

| for vocabulary teaching.

« A lot of work with word-cards will contribate to build up

children’s sight vocabulary of commoniy used words in Iinglish,
some phonics can be used to reinforce regular pallerms in

English. “Activities cun include categorising words according {o

what sounds they begin wilh and creating sound hanks” {Pinter,
2006, p. 713, Yo focus children's attention on patterns, the teacher
can miroduce songs and thymes,

The Finghsh alphabets are usually taught in the (orm of o song
where chibdren do a 1ot of practice in signing #. “Kaowin g the names
of the Tetters will nat help the children o read bt it will enable them

(o spett words in English. They can practisc spelfing their own of
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g’ el o play games or simple puzzles such as
adn e Gt has been removed lrom a senfence” (Pinter,

Pt

Foad' e be yond e word level should be introduced gradually.

s puasible e use cards and play with sentenves and phrases such
oo chopping ap sensences and tetling children to put them back
v ler, Chopping up and reconstructing songs, rhymes and poems can
.o bie possible.

'The above-mentioned activities can be of varying dilfzeully.
Cioapren need first to praclise {amuliar langoage, At a later stage,
vap fifting activitics which combine reading amd writing can be
mrroduced. To progress from word reading, chifdren can be asked fo

Now wxts, dialogues, songs, or rhymes in the textbook whik
Jisening to them on the lape. ln addition, they can read short lexts
.l digdogees which they have already practised orally. (For more

detatls see Pinter, 2006, pp.09- 72).
12. Reading Activities with Older Children

The word level and sentence level practice is also suitable for
aider children, especially beginners. Glder children need to progress
wather, Soon they will want to skim and scan lexts 1n order to read

iwrmeaning. Tnitially, asking children to read a passage and then o

-164-



L LA PR E L L L Y

free g Wewding skifly 1o Yoneg Learnery

wartl b which statements ave voe or lakse s u e ..o
skt that should be practised.
Pinter (2006) believes that older children van, be 1m0 us

naity cues while reading;

Semantic cucs include those that help thomn one . e
meammng, for example, from illastrations. They will s
help as learness fook at the structure of sentences aadd ask
guestions such as ‘1s this a question of o statement? or ‘ls
this sentence in the past or in the present?” Phonological
cles such as “how are words hike this vsually pronounced?

are also useful strategies that can help readers (p. 73).

Mder children can be introduced to dictionary wirk which they
otten enjoy. Teachers can train children how to use dictiouarics o
that they can develop zood dictionavy habits, such as checking
nrpatinl words, taking notes of gynonyms or first languaee
cyuividens. Pinter (2000} indicates, “In pairs or smalt groups,
cluldren can leirn wo sel each other tasks with dictionarics, such as
pulting words in alphabetical order or looking up difficalt words and
letting the other team guess what they mean by choosing the:

Jetiitions that they think is correct™ (p. 74).
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13, Sumsmary

n this chapte easons for inlrodueeing reading skilis for young
learners ol Pocish gl basie backeioniud knowledge afout what
reading  ~halfs wiobve were drodoced  Decolngand
comprehen-sut w0 presented inowe o do reading festruction.
Viatiows decini o activities foo oeliton peged 0 young

Foarp o b g e dgisreatedd

-171



¥
¢

L
-

F s A




Fluency and Text Comprehension

Instruction

I, Introdaction

Ihis chapter provides a bridge berween word recognition and
comprehension by focusing on fluency in reading which involves
recognizing words and comprehending them at the same (ime. It
presents findings of research on fluency instruction and tuckles
questions the leacher may have about it. It also suggests activitics for
flvent reading practice.

in addition, the chapier deals with (ext comprchensios
instruction.  Scientifically-based text-comprehension instruction o
then provided, and gquestions the teacher may have about -=xt

comprehension instruction are examincd.
2. Fluency Instruction

Fluency 1s the abilily to read a text accuralely and uickly, Wher:
fluent readers rewd silently, ey rccognize words @ tomaticnin

They group words quickly to :clp them gain meani  frop o0
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Filuency and Text Comprehension Instruction

ihey read. Fluent readers read aloud cffortlessly and with expression.
Their reading sounds natural, as if they are speaking. Readers who
have not yet developed [luency read slowly, word by word. Their
orat reading is choppy and plodding.

Flucncy is important because it provides 4 bridge belween word
recognition and comprehension. Because fluent readers do nol have
o concentrate on decoading the word, they can focus their attention
on what the text means. They can make connections among the ideas
in the text and between the lext and their background knowledge. In
other words, fluent readers recognize words and comprehend at the
same time. Less fluent readers, however, must focus their attention
on fguring ol the word, leaving them little attention tor
undersianding the text,

Fluency develops gradually over considerable time and
through substantial practice. At the earliest stage of reading
development. students' oral reading is slow and labored because
stielents aec et learine ta ‘heeak the code’ — to atiach sounds 1o
letters and (o blond [eiter b into recognizable words.

Even whe © swedent rew nize many words avtomatically, their
oral readie-g still may be expi-ssionless, not floest. To read witl
capresse a, readers must be abhk 1o divide The text mlo mueaningind
otk Chese chunks inclade ohrses and clauses. Readers nnsl

v wse appropriately v chinand at he eods of cptences asm!
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when to change emphasis and (one. For example, a reader who lack
fluency may read, probably in a monotone, @ hue from Bitb Martin
Ii's Brovwn Bear, Brown Bear as if it were a list of words rather than

a4 connected lexl, pausing at inappropriate places:

Brown/

bear brown/

bear wihat/

do/

YOUE SEE,

i Tl et reader sl read the seuwe Lae as:
Brown bear/

Brown bear!

What do you see?

fluency by uid o stige of devetopinen al wiich readers can read
all words guickly sand eastly. Fluency chango. depending en what
readders are reading, their Tamidiarity with the wesds and the amount

ol therr prachive il readig sl Bver ey siocdhod readers may

read oo slow  Libosed manner wlwn seading e wath many
unfamifior words or {opics. lor example. readers o we usaally
fluent may not be able o read technical material Hoacutly . wh as &

texthook shout nuctem physics or an article in a medi Wl journat
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recent large-scale study by the National Assessment of

I ational Progress (NATP) found that 44% of a representative

iple of the nation’s fourth graders were Tow in (luency. The study

.o found a close relationship between fluency and reading

prehension. Students who scored lower on measures of {luency

seored lower on measures of comprehension, suggesting that

ilivi: v 18 @ neglected reading skill in many American classrooms,
wiecnap many students' reading comprehension,

Aliwugh some readers may recognize words automatically i
solation or on a list, they may not read the same words fluently
wiert the words appear in sentences in comnected text. Instant or
sutvsiiatie word recognition is a necessary, but not sufficient, reading
ik swdents who can read words In isolation quickly may not be
Ao 0 automaticalty transfer this "speed and accuracy" ¥t is
rnportant W provide students with instesction and practice in fhuency

as they read connected lext.
3. What does scientifically based rescarch tell us about
fluency insisciion?
Researchers  hive  Invesugated  two  major  iustruclional
approdches vefaied 1o fluency. In the lirst approach, repeated and

monitored  orad reading  (commwonly called ‘repeated  veading'y,

students read passages alond several times and receive guidance and
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foo. back from the teacher. In the second approach, imdependent
silent reading, students are encouraged to read extensively on their
own. Key lindings from (he scientific rescarch on fluency imstruction
include the lolfowing conclusions aboot these two approaches thal
are of particular interest and value to classroom teachers.

Repeated und monitored orval reading improves reading

fluesrcy and overall reading achievement.

students who read and reread passages ovally us they receive
vgidance andfor feedback hecome better readers. Repeated oral
ieading  substantially improves words tecognition, speed, and
accuracy as welk as fluency. To a lesser but still considerable exlent,
repeated  oral reading  also  improves reading  comprchension.
Repeated oral reading improves the reading ability of all students
throughout the elementary school years. It also helps struggling
readers ai higher grade levels.,

Traditionally, many teachers have relied primarily on round-
robin reading to develop oral fluency. In round-robin reading,
students take tums reading parts o a text aloud {though usually not
repeatedly). But round-robin reading in itscH does nol increase
fluency. This may be because students only read small wmounts of
(ext, and they usually read this smali portion enly once.

Rescarchers have found seversl effective technigues relaied o

repeated oral reading:
-177-
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o students read and reread a {ext a certain natber of liny - or until u
certain level of fluency is reachud. Four re-readings are suificion:
for most students; and

« oral reading practice is increased through the use of audiolapes,
tutors, peer guidance, or ofler means.

In addition, some effective repeated oral reading tochi, jues

have carefully designed feedback 10 guide the reader's performman:

The Difference between Flaency and Antomaticity

Although the terms awtomaticity and fluency often are used
increhangeably, they are not the same thing.

Autormaticity is the fast, effortless word recognition that comes
with a great deal of reading practice. In the early stuges of fearning
tir read, readers muy be accurate but slow and inefficient o
recognizing  words. Continued  reuding  practice  helps  word
recognition. become  more  awiomatic.  rapid, and  effortless.
Amtomaticity refers only jo accurate, speedy word recognition, not to
redding with expression. Therefore, automaticity for awtomatic word

oengrition) is mecessary, but nof sufficient, for fluency.

-178-



Filuency and Text Comprehension Instruction

4. Questions you may have about fluency instruction

How can I help my students become more fluent readers?

You can help your students hecome more fluent readers (1} by
providing them with models of fluent reading and (2} by having
stidents repeatedly read passages as you ofler guidance. In addition.
you can help students improve their fluency by comnbining reading
instruction with opportunities for them (o read books tha- - »t their
independent level of reading ability.

Model fluent reading, then have students reread the text on thet
oWH.

By listening to good models of fluent reading, students learn
how » reader’s voice can help written text make sense. Read aloud
daily t your students. By reading effortlessty and with expression,
you ar modeling for vour students how a flucnt reader soumdd
during reading.

After you model how to read the text, you must have the
students rerewd B By doing this, the students are cngaging in
repeated reading. Usually, having students read a leal four tinws i
satficient  to  improve fluency. Remember, however.  dhal
instructional time is limited, and it is the actual time thit hederts e
actively engaged in reading that produces reading gains 77, Ejer

adults rend aloud to stadents. Broomape parents or o0 booly
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Fluency and text Comprehension Instruction

members to read aloud to their children at home. The more models
of fluent reading the children hear, the better. OF course, hearing
model of fluent reading is not the only benelit of reading alowd to
children. Reading (o children also increases their knowledge of the
word, their vocabulary, their [amiliarity with written fangnage

{("book language ™), and their interest in reading,
Maodeling Flnent Reading

I the primary grades, you might read aloud from a big book. A
hig book is an enlarged version of a commercially published book -
big enough so that all students can clearly see the text. By pointing
to each word as you are reading (using either pointer or your
finger), vou can show students where and how Yend are pansing and
fiow the text shows you when to raise or lower Yo veice,
Qecasionally, you can also explain fv vour students why you are

recding i a certain way:

Leacher: Did vou hear how I grouped the words "Brown bear/
brown bear"? That's because the words hrown and
bear helong together. And then I paused u little bofore
repeating the words.

Ceet e DId you hear how nry voice got louder and morve exiited

right here? That's because the awthor put in ths

' RQ-
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exclamation mark (point to i) fo show thaf the speaker
was excited or enthusiastic about what she was saying.

then, have the sfudents prociise reading the sume text.
-nrdependent level text

» Relatively easy ftext for the reader, with no more than
approximately 1 in 20 words difficult for the reader (93%
SHUCESS ).

{nstructional level fext

¢ Challenging but manggeable text for the reader, with ito more
than approximately 1 in 1) words difficuft for the readr

(90%: success})
Frustration Eevel Fext

e Difficult text for the reader, with more than I in N wvorg

difficult for the reader (less than 0% success).
Have sindenis repeatedly read passages aloud with go'lanee

The best strategy [or developing reading fluency i = o
your students with many oppaortanities o read the -
arally several times. To do this, you should fivst kne  what to have
wy shipfents read. Second, you should know he  to have your

aitnde e aloud sepc oty
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What studenis should read. Fluency develops as + .
gpportunities to practise reading with a high degne

Therefore, your students should practise oratly vereading 10 hat
reasonably easy for them - thai s, lext containing mostly worn ™,
they know or can decode easily. In other words, the texts she v,

at the slodents' mdepeodent reading level. A dext is ai «f k-
uwiepeilent reading level i they can read i with abuoog
gccuracy. or misrcad onfy abont | ol every 20 words. H 4w 10
mare difficult, students will focus so much on word recogn
they will not have an opportumity to develop fluency.

The text your students practice rercading orably should aise
relalively short probably 50200 words, depending on the age o
the students. Yoo should also use a variety of reading matenals,
mcluding stories, noafiction, and poelry. Poetry 15 especiatly well
saited 10 flueney praclice because poems for children are often short
ana] they comtam rhiythm, rhyme, and meaning., making prv tice easy.
AR I 1 (TE
o owvee your stodents vead alowd repeatedis. There are
Sy ~ys that your students can praclice omally ereading fexf
including wdent-adult veading, choral {or unisend wemlic: o
assisted re vy, partner reading, and readers theatre
o Studen  nl veading. osiadens 0 i T

e~ sotan adult The e o SRR St

AR
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. ey e saine Uhe adult reads e+ 5 providisg
o 4eicwte with a model of fluent reading. b thwe student
wead e same passage to the adult with the aduin providing
assisaance and encouragement. ‘the student rercuids the pussage
untit the reading is guite fluent. This should take ap,woximately
three o [our re-rcadings.

Choral reading. In choral, or vaison, reading, students 12ad ab g
4 a group with you {or another fluent adull reader). Of course, o
v sy, students must be able to see the same text that you e
ading. They might follow along as you read from  big buuk, vt
ey might read from their own copy of the book you ure readimg.,
For choral reading, choose a book that 15 0ol too long and that - ou
think is at the independent rcading level of most stud ats.
Patterncd or predictable books are particularly useful for cluoral
reading, because their repetitious style invites students 1o join in,
Fepin by reading the book aloud as you maodel tluent reading.

i reread the book and invite students 1o join in as th

wonize the words you are reading. Continue rercading the

.. encouraging students to read uwlomg as they arc able
o 1o 1s showdd read the book with you thiee o live Gmes tolal
oyl ot necessarify on the same day). A lds tivae. studen -

shotld be able to read the text independently
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= lupe-assisted roweding. In tape-assisted reading, siode)- L L
«fong in eir lwoks as they hear a fluent reader read the Dok o
an audiotaps . Por tape-assisted reading, you need a book w a
students' independent reading level and a tape recording for the
book read by a [luent reader al about 80-100 words per minute.
The fape should not have sound effects or music. For the first

reading, the student should follow along with the tape, pointing 1o

R ]

reach word in her or his book as the reader reads it. Next, the
stickene should tey (o read aloud afong with the tape. Reading
wlong, with the tape should conifnue until the student is able to
read the book independently, without the support of the tape.

¢ Partaer reading. In partner reading, paired students take turns

readiing atoud to each other. For partner reading, more fluent
readers can be paired with less fluent readers. The stronger veader

reads a paragraph or page first, providiag a model of fluent

reading. Then the less fluent reader reads the same text aloud. The
stronger student gives help with word recognition and provide:
feedback and checouragement to the less fluent partner. The lo

Huent partner rereads the passage unlil he or she can reml
independently. Partner reading need not be done with a more uid
~ s fluent reader. In another form of pariner reading, children
wine read at Uwe same tevel are paired {0 reread a story that (hey
i teeeived mistruction on during A eacher-goided part of the
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Jesson. Two readers of equal ability can practice rereading 111t
frearing the teacher read the passige.

» Readers' theatre. In yeaders' theatrc, students rehemse and
perform a play for peces or others, They read from scrips that
hove been derived from books that are rich in dialogue. Students
slay characters who speak lines or a narrator who shates
necessary  background information. Readers' theatre provides
readers with a fegitimate reason to feread texl and to practice

“ency. Readers' theatre also promokes cooperative inleraction

with peers and makes the reading rask appealing.
Activities for Repeated (ral Reading Practice

¢ Student-adult reading — reading one-on-one with an adult
whe provides o model of fluent reading, helps with word
recognition, und provides feedback.

o Choral reading — reading aloud simultaneously in g group.

e Tape-assisted reading — reading alowd simifiancousiy or as
an echo with an audio-taped model.

¢ Partner reading — reading aloud with @ more fluens partner
{or witle a partner of equal ability) who provides a modet af
fineni reading, heins with word recogaition, and provides

feedback.
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e Readers' theatre - the relearsing and performing hefore on

audience of o diclosne-Fich s vipr devived fron o hool

What should I do about silent, independent reading i the

classroom?

Reading [fuency growth is greatest when students are - orkie
directly with you, 'Therefore, you shoukd use most of yeur ol . ated
reading instruction time for divect teaching of reading skills and
stiategies, Although sifent, independent reading may b oz w2 o
increase fluency and reading achicvement. H should nof he used 1n
piace of diréct instruction o fedding” 7 '

Direct instruction is especially important for readers who are
strugpling. Readers who have not yet attained fluency are nof likely
to make effective and efficient use of silent, independent veading
time. Tor these students, independent reading takes lime away {rom
peeded reading instruction.

Rather than aliocating instructional time for independent reading
in the classroom, encourage your students to read more onxics of
school. They can read with an adult or other family member. (%
they can read on thelr own with boof . af their mdependent readine
level. Of course, students might 50 read on their own durime

independent work time in the clas oom — for example. as anothes
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s oUp 35 recelving reading instruction, or afier they have

complete one activity and are waiting for a new activity to begin,
Procedure for Calenlating Words Correct 'er Minute

One-minute veading: Total word read — errors = words correct

per minite

e Sclect two or three brief passages from a grade-fevel basal

fext or other grade-fevel material (regardless of students'
frrctional levels),

e Heave - ividual students read each passage alowd for v
OFE B

o Counr o ivinl number of words the student r. ad for each
passi {ompute the average number of woofs reud per
il

¢ Copnt the mwmber of errors the student wuife on ecach
passage. Congnite the average winnber of ervors per mingie

o Subtract the average manber of ervors read per minute from
the average fotal mumber of words read per minute. The
result is the average number of words correct per minute
(WO PM),

& Repear the procedure severul times during the year. Graphing
studenty WOPM throughout the year easily captures their
reading gronetft,

-187-




Fluency and Text Comprehiension Instruction

» Compare the results with published norms or standards 1o
determine whether students are making suttable progress in
their fluency. For example, according to one published norm,
students should be reading approximately 60 words per
mintte correcty by the end of firse grade, 90-100 words per
minute correctly by the end of second grade, and
approximately 114 weords per minute corrvectly by the end of

third grade.
When should fluency instruction begin? When should i+ ...d?

Fluency nstruction is useful when students are not aatomatic al
recognizing the words in their lexts. How can you lell when students
are nol aptomatic? There is a strong indication that a stadent needs
fluency mstrucion:

e if you ask the student to read orally from a text that he or she has
not practiced, and the student makes more than 10% word
recognition errors;

« if the student cannol read orally with expression; or

e if the student's comprehension 1s poor for the text that she or he

reads orally.
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1s increasing word recognition skills sufficient for developing

Jluency?

Isolated word recognition is a necessary but not sufficient
condition for fluent reading. Throughout much of the twentieth
century, it was widely assumed that flucncy was the result of word
recognition proficiency. Instruction, therefore, focused primarily on
tie development of word recognition. In recent years, however,
sesearch has shown that fluency is a separate componen! of reading
that can be developed through instruction.

Having students review and rehearse word lists {lor example, by
using flash cards) may improve their ability to recognize the word in
isolation, but this abifity may not transfer to word preseited in actual
texts. Developing reading fluency in texts must he developed

systemalically.
Shouid I assess fluency? If so, how?

You should formally and informally assess fhucacy regalarly to
ensure that your students are making appropriste progress. The maost
informal assessment is simply listening to students read aloud and
making a jadgment about their progress in fluency. You should
however, also include more formal measures of fluency. Hor
example, the student's reading rate should be faster than 90 words a

minute, the student should be able to read orally with expression,
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and the student should be able to comprehend what is read while
reading orally,

Probably the easiest way to formally assess fluency 15 1o lake
lined samples of students reading and to comparc thewr performance
(number of words read correctly per minute} with published oral
reading flucncy norms or standards.

Moritoring your stadents' progress in reading fluency will help
you determine the elfectiveness of your wstructional goals. Also,
seeing their {luency prowth reflected in the graphs you keep can
motivate sticdents.

Other procedures thal have been used for moedsunng fluency
include Informal Reading inventories (IRTs), miscuc analysis, and
running records. The purpose of these procedunes, however, i8 Lo
identify the kinds of word recognition problems students may have,
not to measore fluency. Also, these procedures are quite lime-
consuming. Simpler measurcs of speed and accuracy, such as
calculating words read correctly per miic, are 1morc appropriate {or

monitoring fluency {Armbruster et al., 2001, pp. 19-27.)
5, Text Comprehension Instruction

Comprchension is the reason for reading. If readers can read the
words but do not understand what they are reading, they ave not

really reading.
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As they read, good readers are hoth prrposciul and active,
Good readers are purposeful,

Good readers have a purpose for reading. They may read to find
out how to use a food processor, read a gtudebook 10 gather
miormation about national parks, read a textbook o satisfy the
requitements of a conrse, read a magazine for entertainment. or read
classic novel o expetience the pleasures of great literature.

Good readers are active.

Good readers think actively ag they read. To make sense of what
they read, good readers engage in a complicated process. Using their
experiences and knowledge of the world, their kKnowledee of
vocabulary and language structure, and their knowledge of reading
strategics (or plans), good readers ke sense of the text and know
how 1o gel the most out of it. They know when fhrey have problems
with understanding and how to resolve these problems as they occar,

Researeh over 30 years has shown (hat  instroction in
compichension can help students understand  what they read,

remeeml- v what they read, and conymunicate with others ahoul what

they read.
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6. What does scieniifically hased research tell us about
effective text comprehension instruction?

‘The scientific research on lexl comprehension mstiuction reveals
important. information about what students should be taught. The
following key findings are of particular interest angd value 1o

classroom teachers.

Text comprehension can be improved by instruction that helps

readers use specific comprehension strategies.

Comprehension stralegies are conscious plans - sels of steps that
good readers use to make sepse of text Comprehension strategy
imstruction helps students become purposeful, active readers who are
in control of their own reading comprehension.

The following six strategics appear to have a firm scientific basis

for improving iext comprehension.
Monitoring Comprehension.

Siudents who are good at monitoring their comprehension know
when they understand what they read and when they do not. They
have strategies to ‘{ix up' problems in their undrrstanding as the
problems arise. Research shows that straetion, even in the early
arudes, can help stadents hecore  better n1 mondtoring  their

comprebension.
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Coemprehension monitoring instruction leaches students to:

_be aware of what they do understand, . e e

identify what they do not vnderstand, and
use appropriale "'fix-up” sirategies lo resolve problems in
comprehension,

Students may nse several comprehension monitoring stratogies:
ldentify where the difficelty occurs ( “f don't wnderstand the
second paragraph on page 76. ")

Tdentily what the difficulty is ("I don't get what the author
means when she says, 'Arriving in America was a milestone in
my grandmother's life' " ).

Reslate the diflicult sentence or passage in their own words {"Oh,
sa the author means that coming fo America was a very
importad event in her grandmother's fife.").

Look back through the toxt ("The aquthor iallied aboui M.
McBride in Chepter 2, but I don't remember much about him.
Maybe if T revead that chapter, I can figure out why he's aciing
this way new.").

Look forward in the text for information thal might help them to
resolve the difficuily.

(“The texi savs, ‘The groundwater may form « stream or pond

ar create a wetland, People can also bring groundweaier fo the
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surface.! Hmm, I don't understand how people can do that... Oh,
the next section is called 'Wells,! ¥l read this section to see i i

tells how they do it.")
Metacognition

Metacognition can be defined as "thinking about thinking",
Good readers wse metacognitive strategies (o think abowt and have
conlrol over their reading .

Before reading, they might clarify their purpose for reading and
preview the text. During reading, they might monitor their
understanding, adfusting their reading speed o fit the difficulty of
the text, and “fixing up" any comprehension problems they have.
After reading, they check their understanding of what they read.

Comprehension monitoring, a critical part of metacognition, has

received a great deal of attention in the reading rescarch.
Using graphic and semantic organizers.

Graphic organizers illustrate concepts and interrelationships
among concepts in a fext, using diagrams or other pictorial devices.
Graphic organizers are known by different names, such as maps,
webs, graphs, charts, frames, or clusters. Semantic organizers (also
called semantic maps or semantic webs) are graphic organizers that
look somewhat Tike a spider web. in a scmanlic organizer, lines

connect a central concept fo a variely of related ideas and events.
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Regardless of the label, graphic organizers can help readers
focus on concepts and how they are related to otmer concepls.
Graphic organizers help studf:nls read to learn from informational
fext in the content areas, such as science and social studies texthooks
and trade books. Used with informational lext, graphic organizers
can help students see how concepls fit common lext structures.
Gruphic organizers ave also used with narrative text, or stories, as
story maps,

Graphic organizers can:

« help students focus on text structure as they read,
» provide students with lools they can use o examine and visually
represent relationships in a (ext; and

¢ help students write well-organized summaries of a text.
Answering questions.

Teachers have long used guestions to guide and monilor
students’ learning. Research shows that teacher questioning strongly

supports and advances students' learning from reading.

Questions appear to be effective for mproving learning frem- -

reading because they:
e give students a purpose for reading;
s focus students' attention on what they are (o learn;

o help studenis to think actively as they read;
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* encourage studenls o monitor their comprehension; and
oo« help sludents fo review-content and relate what they have learned -
to what they already know.

Question-answering instruction encourages students to learn 1o
answer guestions better and, therefore, (o learn more as they read.
One type of question-answering instruction simply teaches students
to look back in the text to find answers to questions that they cannot
answer after the initial reading. Another type helps studenis
understand question-answer relationships —lhe relationships between

questions and where the answers to those questions are found. Tn this

instraclion, readers leam to answer quecstions that reqaire an

understanding of information that is:

* tex{explicit (stated explicitly in a single sentence);

o texl implicil (implied by information presented in lwo or more
senfences); or

* scriptal (not found in the text at all, but part of the reader's prior
knowledge or experience).

- Gernerating questions
Teaching students to ask their own questions mproves their

active processing of text and their comprehension. By generating

questions, students become aware ol wheiter they can answer the

guestions and if they vnderstand what they arc reading. Students
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learn to ask themselves questions Lhat require them 10 intcgrate
_information from different segments.of lext. For cxample, students
can be taught to ask main idea questions that relate to important

information in a text,
Examples of Question-Answer Relationships

Text: (from the Skirt, by Gary Soto)

After stepping off the bus, Miata Ramirez turned around and
gasped, "Ay!" The school bus hurched, coughed a puff of stinky
exhaust, and made a wide turn at the corner. The driver strained as
he worked the steering wheel like the horns of a bull.

Miata velled for the driver fo stop. She started running after the
bus. Her hair whipped against her shoulders. A large book bag
tugged at her arm with each running step, and bead earriings jingled
as they banged against her neck.

"My skirt!" she cried loudly. "Stop!”

Question: Did Miata try to gel the driver to stop?

Answer: Yes.

Question-Answer Relationship (Text explicit, because the

information is given in one sentence): "Miata yelled for the
driver to stop."

Question: Why did Miata want the driver to stop?
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Answer: She suddenly remembered that she had left a skirt on
the bus,

Question-Answer Relationship (Text fmp!fcif, because the
information must be inferred from the different parts of the fext):
Miata is crying "My skirt!" as she is trying to get the driver fo
stop.

Question: Was the skirt important to Miata?

Answer: Yes,

Question-Answer  Relationship’ (Scriptal, because  the

information is not contained in the text, but must be drawn from

the reader's prior knowledge): She probably would not have
tried so hard to get the driver to stop if the skirt were not

mmporiant to her.
Recognizing story structure,

Story struclure refers to the way the conlent and evenis of a story
are organized into a piot. Students who can recognize story structure

have greater appreciation, understanding, and memory for stories. In

conlent (setting, initiating events, internal reaclious, goals, attempts,
and outcomes} and how this content is organized into a plot. Often,
students learn Lo recoghize story structure throngh the use of story

maps, Story maps, a type of graphic organizer, show the sequence of
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events in simple stories. [astruction in the content and organization

- of stories improves students’ comprehension and memory of stories.
Summarizing

A summary is a synthesis of the important ideas in a text.
Summarizing requires studenis to determine what is imporiant in
what they arc reading, to condense this information, and to pul it into
their own words. Instruction in surmarizing helps students:
e identify or generate main ideas;
e comnect Lhe main or central ideas;
e climinate redundant and unnecessary information; and

e remember what they read.
Students can be taught fo use comprehension strategies.

Tn addition to identifying which comprchension strategies arc
effective, scientific research provides guidelines for how to teach
comprehension strategies.

Effective comprehension strategy instruction is explicit, or
direct.

Research shows that explicit teaching techniques are particularly
effective for comprehension siratcgy instruction. I explicit

instruction, teachers (ell readers why and when they should use

strategies, what strategies (o use, and how to apply them. The steps
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of explicit instruction typically include direct explanation, teacher
modeling {"thinking aloud"), gnided practice, and apphcation,

« Direct explanation. The tcacher explains to students why the
strategy helps comprehension and when to apply the sirategy.

¢ Modeling. The teacher models, or demonstrates, how to apply
the stratepy, usually by "thinking aloud” while reading the texf that
the students are using,

¢ Guided practice. The teacher guides and assisls students as
they learn how and when to apply the sirategy.

¢ Application. The teacher bielps students praclice the strategy

until they can apply it independently.

Effective comprehension  stralegy instruction can  be

aecomplished through cooperative learning.

Cooperative  leaming (and the closely related coRcept,
collsborauve learning) involves students working together  as
partners or in small grovps on clearly defined tasks. Cooperative
tearming  insttuction  has  heen  used successfully to  feach
comprehension strategics in content-atea subjects. Students work
together to understand content-area texis, helping cach other leam
and apply comprehension strategics. Teachers help studen(s learn 1o
work m groups. Teachers also provide demonstrations of the

cowprehension strategies and monitor the progress of stpdents.
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Effective instruction helps readers use comprehension

strategies flexibly and in combination.

although 1 can be helpful to provide studenls with instruction 1n

individual comprehension strategies, good readers must be able to
coordinaie and adjust several stralegies to assist comprehension.
Multiple-strategy  instruction leaches students how to usc. .

shrategies flexibly as they arc necded to assist their comprehension.

It a well-known example of multiple-strategy instruction called

"reciprocal teaching”, the teacher and students work togethoer so that
the students learn four comprehension strategics:
e asking questions about the texl they are reading;

¢ summuarizing parts of the text;

« clarifying words and sentences they don'l nderstand; and
¢ predicting what might occur next in the texl.
Teachers and students use these lour strategics flexibly as they

are needed in reading literature and informational texts.
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7. Questions you may have about texi comprehension

instruction

Is enough known about comprehension strategy instruction

Jor me to implement it in my classroom?

Yes. Scientific study of text comprehension instruciion over the
past 30 years has suggesied instructional approaches that are ready

to be implemenled in classrooms.
When should text comprehension instruction begin?

Even teachers in the primary grades can begin to build (he
foundation for reading comprehension. Reading is a complex
process that develops over Lime. Although the basics of reading -
word recognition and fluency — can be learned in a few vyears,
reading to learn subject matter does not occur automatically once
students have "learned to read". Teachers should emphasize text
comprehension from the beginning, rather than waiting until students
have mastered "the basics” of reading. Instruction at all grade levels
can benelit from showing students how reading is a process of
making sense out of text, or constructing meaning. Beginning
readers, as well as more advanced readers, must understand that the
ultimate goal of reading is comprehension,

You can highlight meaning in all interactions with text. Talk

aboul the content, whether reading aloud to sludents or guiding them
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in reading on iheir own. Model, or "think aloud”, about your own
thinking and understanding as you read. Lead students 1n a
discussion aboul the meaning of what they are reading. Help
students relate the content to their experience and to other texts they

have reacd. Encourage students fo ask questions about the text.

Has research identified comprehension strategies other than

the six described here?

The six strategies have received the sirongest scientific support.
The following strategies, however, have received some support from

research. You may want to consider them for use in your classroom.
Making use of prior knowledge

Cood readers draw on prior knowledge and experience to help
them undersiand what they are reading. You can help your students
make use of their prior knowledge to improve their comprehension.
Before your students read, preview the text with them. As part of
previewing, ask the students what they already know aboul the
content of the sclection (for example, the lopic, the concept, or the
time period). Ask them what they know aboul the author and whatl
text structure he or she is likely to use. Discuss the imporiant
vocabulary used in the text. Show students some pictures or

diagrams o prepare them for what they are about to read.
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Using mental imagery

Good readers olten form mental picture, or images, as they read.
Readers (especially younger readers) who visualize daying reading
understand and remember what they read better than readers who do
nol visnalize. Help your students learn to form visual images of what
they are reading. For example, arge them to piclure 2 setling,

characler, or cvent described in the text.
Which comprehension strategies should be taughs?

When should they be taught?

Comprehension strategies are not ends in themselves; they wre
means of helping your students understand what they are reading,
Help your sludenis learn to use comprehension strategies in naturai
learning situations — for example, as they read in the content areas. If
your students are struggling to identify and remember the main
points in a chapter they are reading in their social studies textbook,
teach them how to write summaries. Or, if students have read a
chapter in their science texthook but are unable to answer questions
about the chapter, teach them question-answering slrategics. When
your students find that using comprehension strategies can help them
10 learn, they are more likely to be motivated and involved actively

im eqrning.
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Keep in mind that not all comprehension strategies work for all
types of fext. Obviously, you can only teach story structure when
students are reading stories, not informuational text or poetry

{Armbruster et at., 2001, pp. 41-47 .}

8. Summary

To sum  up, this chapter illustrated fuvency and  text
comprehension instruction. Fluency is the ability lo read a text
accurately and quickly. Fluency is important because i frees
students to understand what they read. Reading fluency can be
developed by modeling fluent reading by having students engage in
repeated oral reading, Monitoring  stenlenls” progress in reading
fluency is usefid in evaluating instruciione, and settmg instructional
goals can be motivaiing (o students.

Text comprehension is mnporian becianse comprehension is the
reasan for reading. Text comprehession w prposeful and active. Tt
can be developed by feaching commpeele nsjon  sirategies. Text
cemprehension strategies can be faug ot ilu-=iel explicit instruction,
shrongh cooperative learning, and b owipiss readers use strategies
exibly and in combination. ™ .. 'the content of this chapter is

taken Hterally from Armbre © cpal, (2001, pp. 19-27, 41 47
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Technology and Teaching Children

to Read

i. i+ -vduction

A . onificant base of research, developed over many years, is
availabiv 10 form educators about effective approaches to teaching
children 1o remwl, However, research on the use of multimedia digital
technologies Lo enhance reading instraction is in 18 infancy.

This chapter considers the issue of technology and teaching
children in the elementary grades (o read. Tt points out the building
blocks of an effective elementary reading program, and presents a
framework for technology to support reading instruction. The
_ chapter, then, focuses on ithe use of fechnology in teaching the five
components of effective reading instruction: phonemic awareness
instruction, phonics instruction, fluency instruction, vocabulary

instruction. and text comprehension instruction,

2. The Buailding Blecks of an Effective Elementary
Reading Program

At the request of the U.S. Congress, the National Reading Panel
conducted an extensive review of the research on teaching children
to read and, in 2000, issucd its report on the research-based
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components of effective reading instruction. The pane! concluded

that an effective approach must contain the following five

components;

I3

Phonemic awareness fnstruction to help children learn
segment speech inte individual soumnds {phonemes) and . viv -
sounds to form words. The ability 10 work with sprech sounds @,
these ways is an n:assemial foundation for phonics instruction
Phonics Instruction to tcach children the relatonshin: fotvcen
sounds and letters. Phonics skills help children recopatze words
and decode new written words to their spoken forms,

Fluency instruction 1o help children leam to read text with
speed, accuracy, and proper expression. Fhiency is a critical
component of leaming to comprehend text.

Vocabulary instruction to iocrease the number of words for
which children know the meanings. This includes helping
ciuldren understand that a given word can have diflerent
silednings depending upon the context.

fexi comprehension instruction to help children develop
purposelul and active slrategles for understanding what they
read.  These strategies  include  monitoring  clildren's
understandings as they read, gencrating ind answering questions

about the text, and summarizing important idcas from the text,
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These i1y . iy ents need 10 be integrated as chilkdren leam 10
read. For examy; le, students who cannot recognize or decode writien
words, cannot read fuently, or don't understand the meanings of
words, will be limited in their text-comprehension abilities. Reading
meaningful texts at appropriate levels of difficulty is one way for
children to increase their vocabulary and practice their phonics
skills. To construcl meaning from written lexts, skilled readers bring
together all the components of reading in combination with their
prior knowledge sbout what they are reading. (See chapters 6, 8 and
11 for details on these five componenis of building blocks for

teaching children (o read).

3. A Framework for Technelogy to Sﬁppart Reading

Insfruction

Belore eluborating upon the five building blocks of reading
isnuction and examining the potential uses of technology for each
wic, we will provide a general framework of multimedia computer
capabilities that can be employed 1o help children learn 1o read. Nole
that this framework lor tcchnology is based upon a critical
ssswngtion: Knowledgeable and dedicated teachers are the criticad
clennont  in o successful  reading  instruction ;rrrugrarn.‘f. While
wolmodopy can support these teachers and help them he more

sucvessful with aft children, it can nover replace qualified teachers
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because teaching chifdren 10 read is too compiex — 1 sequin - insight
into children's cognitive abilities and emotional needs, and is
dependent upon the types of reinforcement, guidance, and support
that can only be provided by caring, knowledgeable teachers.

The technology framework consists of four general capabilities
that computers can provide to support students learming to read.
Computers can:

+ present information and activities to students:

+ ussess sludents' work;

» respond o students’ work; and

» provide scalfolds, sich as access to word pronunciation and
dei’initi;gn-a;, that help students read successtully

These.fﬂ.ur key capabilities, whether supplied by teachers using
tradditional materials, such as books and audiotapes, or by computers.
have proven to be important components in reading instroction.
Computers can now provide each of these capabilities to support
teaching and 'léarni:n'g in mew ways, as is described in the following
selfion; {Seé Sticiman, Kleiman and Peterson, 2007 for details on
the literal ‘Content of this chapter.)

Present iﬁfmmdﬁhn and activities
Multimedia compuiers can present any type of anditory or

visual materizls — including speech, text, music, animalions,
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photographs, or videos — atone or in different combinations. They
can link different types of represeniations such as pictures with
sounds, oral readings with wrtten text, videos with subtilles, or any
other combinations that might reinforce teaching and learning. They
can also provide enormous flexibility, allowing the user to set the
speed of specch, decide whether written fext is also read aloud,
choose the language presented in text and specch, or decide whether
to repeat the preseniation. This flexibility can be valuable in
mesenting educational tasks — such s phonemic awareness practice,
phonics lessons and drills, fluency practice, vocabulary instruction,
and opportunities 1o learn and apply texl-comprehension stralegies-

to students.
Assess students' work

Compulers can accept a variety of inputs from students, ranging
from mouse clicks to writlen tex! to spoken words. (A wide variety
of special input devices, such as touch screens, special keyboards,
and single switch devices are also available for young children and
students with special needs.) Computers can be programmes o
check a child's work to determine whether he or she selectd the
correct word or picture, typed a correct word, said the correct word,
ot, with recent advances in compuierized speech recognifion. 1o &

passage flently.
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Compulers are, of course, highiy capable ol recording and
organizing information, and reporting that information in multiple
formats. Computers can, for example, record the responses of all
students in a class to a set of letter-sound matching problems and
then immediately report to the teacher the errors made by cach
individnal student and the most common errors made by the entire
class. In more complex tasks mvolving oral reading or fext
comprehension, computers can serve as convenient recording amd
reporimg devices for leachers, helping them rack student PrOREESS
far more conveniently than other means of data collection. This
capability can be used to inform teachers' instructional docisions §

(o make documenting students' progress more officient.
Respond to students' work

Effective instruction needs to be interactive — when children
respond to questions or read aloud, they need feedback 1o know
whether they are correct, instruction to heip them learn more. and
spnontunitics 4o engage in additional work at appropriate fevels 1o
Fuvther their leaming,

In terms of responding (o stodents' work, compulers have hoth
some limitations and some advanlages over teachers. When {n-ks
e simple inputs. such as selecting from presented optioiss

e aowords eamputers coy be propramimed te fmmedis iy
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evaluate cach response and provide appropriaie feedback. This
feedback can be in the form of positive messages when the child is
correct, and hints, additional chances, or corrected answers when the
child is incorrect. Most importantly, computers can be programimed
to adjust the task presented to be hased on feedback from previous
performances. For example, a phonics instruction programme can
analyze a child's pattern of correct and incorrect responses and
provide that child with practice on the specific letter-sound
correspondences that bhe or she has not yet mastered. A
comprehension program can assess a child's responses to an initial
sel of comprehension queslions and, depending upon the child's level
of success, provide casier or more challenging text and guestions.
New producis are able to assess sludents' oral reading as they read
and provide immediate feedhack such as pronouncing words on
which the child hesitates or mispronounces. (Whle the ability to
have computers understand and respond to students’ language in
both text and spoken forms has advanced significantly n recent
years, it is still far more limited and far less flexibic than what a
teacher can provide.}

Provide scaffolds that help students read successfully

A skilled reader uses multiple cues in reading simultaneously —
recognizing familar words, using word patterns and meanings to

group words into meaninglul clusters, using prior knowledge and
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context to understand the meaning of the text, and applying text-
comprehension strategies. In learning to read, these processes should
be interconnected; a child should apply phonics in reading text and
in wnting, learn vocabulary in the context of reading meaningful
lext, and read fluently in order to comprehend successfuily,

As a child is learning, the multifaceted requircments of reading

can cause "cognilive overload,” in which there are 1oo many
competing demands for the child to succeed in reading fluently with
comprehension. For example, children who strupgle to decode the
individual words of a story will devote all of their attention to the
individual word level, and, therefore, he unsuccessful in
understanding the events in the story.

Teachers slnve to select appropriate reading materials, pose

appropriate tasks, guide students’ practice, and adjust instructional

... dnleractions to provide an appropriate-level of challenge — neither so

easy that it Jeads to boredom nor so difficult that it Jeads to
frustration — for each student. For complex tasks, teachers provide
scaffolds thal enable children to engage successfully in reading with
comprehension. For example, teachers may read a text aloud before
asking children to read it on their own, review new vocabulary
words before asking children fo read a passage aloud, and provide

immediate help when the child hesitates on or misreads a word.
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Scaffolds for learning to read are analogous to training wheels
for a child learning Lo ride a bicycle. Training wheels let the child

experience getting around on a bicycle while focusing on pedaling

and steering, Reading scaffoids let children experience interesting
stories on their own, while providing opportunitics to continue
mwstering  phonics, vocabulary, fluency, and comprehension.

Yeachers must also make mstrechional decisions aboul when (o

reduce the scatfolding and have children be responsible for reading
without them — analogous to deciding when the novice cyclist is
ready to try without the training wheels,

Computers can provide powerful scaffolds; for example, a

sident with limiled phonics skills or vocabulary can benefit from
scaffolding in the form of an online dictionary that, at the click of a
mouse, can speak the word and display its meaning. Similarly,
students who have difficulty chunking sentences into meaningfal. w 0 -
phrases — a crifical component of fluent reading — can have the
computer highlight texl in meanmnglul chunks to provide models of
how words are grouped for fluent reading. Or a child weak m
comprehension strafegies can be goided by the computer to pose and
answer questions, ercaie concept maps, or check his or her own
understanding while reading on-screen text, Mew technologies
enuble compulers to provide imimediate help when children need it

in oral reading. The role ol the computer 15 1o make individualized,

-215-




fechnology and Teaching Children to Read

responsive scalfolds availuble for each child — providing, as close as
possible, what a teacher would provide when working individually

with 2 student,

4. Technelogy and the Building Blocks for Teaching
Children to Read

Phonemic Awareness

Phonemic awareness, typically a focus in grades K and 1, is the
ability to notice, think about, and work with the individual sounds of
spoken words — for example, to know that "cat" consists of three
sounds, fef, fa/, and /t/; that the first sound matches the {irst sound ol
"eake” and that the last two sounds match those of "hat", "rat", "bat",
and "thal." Understanding that words are made up of specch sounds,
and being able to compare sounds in different words, divide words
into constituent sounds, and blend sounds together to form words, all
form an important foundation lor leaming (o read. Note that the
word "phoneme” refers (o the mdividual sounds of language, and
that "phonemic awareness” is about awareness of specch sounds
separate from written forms of language, One could have phoneme

awareness without ever encountering a written fanguage.
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Teaching Recommendations

¢ Use activitics in which children work with the sound of words in

a variety of ways, such as: blending sequences of spoken sounds

to form a word, as in blending /b/ /if /g/ (o form the word big;
segmenting words into scparate sounds, for example, in which
they segment big into its three constituent sounds, /b A/ / wf;

adding sounds, as in adding /s/ 0 "mile" to make "smile";

substituting sounds, as (n change A/ in "run" to /b/ to form "bun",
and other activities involving identifying, matching, and altering
the sounds of words.

e Adjust activities {o the child's level of phonemic awareness. For
example, identifying initial sounds is euasicr than ideniilying afl
the sounds in a word.

& Teach sounds along with the letters of the alphabet to provide a
bridge belween phonemic awarcness and phonics.

e Usc small-group instruction whenever possible so children can
both benefit from listening to their classmates respond and receive

tecdback from the teacher.
Technology

Computers can present a varlely of phonemic awareness practice

aclivities and provide feedback 1o students and veports to teachers

about sindents' progress. Multimedia presentations can address many
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different learning styles by infegrating sound, text, and moving

+images. These presentations cuir also acceptinput fronya varicty-of~— -~~~

sources by letting students enter responses by pointing, typing, or
speaking. For example, many software programs for young children
incorporaic matching activities in which students are asked o maich

a sound with pictures of objects that start with that sound, a sequence

of sounds with the word they form when blended together, or

pictures ol objects with names that start with (he same sound or

which rhyme. In these types of activitics, many of (he capabilities of

computers described above can be employed to:

o provide tasks (hat involve both segmenting words inlo sounds and
blending sounds into words;

o provide immediate feedback to let students know whether iheir
answers were correct, give them hints or additional chances, and
provide correct answers,

¢ individualize problem sets to ﬁmuls on the phonemes that the
student has not yet mastered;

o repeat activitics and alter the speed of speech to meet imdividual
neads;

o provide aclivities that ask children to match sounds and letters;

e provide activilies designed for two or three children to work

together;
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s providc game contexts, atiractive visual presentations, and
molivating specch, to engage and hold children's interest;

« provide reports for teachers and children's progress and areas in
which individual children need additional worlk; and

o engage children in productive self-directed work on phonemic
awareness while the feacher works directty with other children,
thereby hé'i'ping the teacher meet the individual nceds of each

studeni.
Phonics

Phonics instruction focuses on the letier-sound correspondences
$0 that children learn thatl the three sounds of "cat” correspond to the
three letters, ¢, a, and L. Knowing the relationships between written
letters and spoken sounds helps children recognize familiar writien
words and decode mew wrillen words so they can apply their
knowledge of the spoken words. While the Enghish language
confains many irregulaily spelled words that don't follow the
standard letter-sound comrespondences, most of these words confain
-~gome regular letler-sound- relationships,-and knowledge of phonics
supports children’s memory for specific words, Phonics is (ypically a
major focus of reading instruction in grades K-2, but is bost

combined with the other components.
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Teaching Recommendations

*

Explicitly teach children the letter-sound relationships, including
consonants, vowels, and farger units of language ({or example, th,
ea, ing) in a clearly defined sequence.

Adapt phonics instructions to the needs of individual students
based upon assessmenis of their knowledge of letter-sound
correspondences.

Combine phonics instruction with phoneric awarcness activities,
leaming to recognize and write the letters, listening to stories and
informalion texts read aloud, reading simple text, and witing.
Make sure lo select matcrials that contain many words thal

students can decode with the phonics they have learned.

Technology

Many of the capabilities of computers for phonics instruction

overlap those already described for phonemic awareness instruction.

In fact, many of the software applicalions that support phonics

development also make use of additional scaffolding to enable

phonics practice to be integrated with reading meaningful text and

with students’ writing. Potential vses of technology to enhance

phonics instruction include the ability to:

¢ provide tasks that mvolve students matching sounds and letters,

and spoken and written words. In some cases, this simply
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involves adding letters and a writlen word component to

phonemic awareness activities;

provide immediate feedback to let students know whether their
dRswers were correct, give them hints or additional chances, and
provide correet answers;

individualize problem sets and present stories to focus on the
letter-sound correspondences and words that the stadent has not
yet mastered;

provide as many repelitions as necessary and alter the speed of
speech to meet individual needs:

provide game contexts, attractive visual presentations, and
molivating speech, to engage and hold children's interest:

provide reporls for teachers' and children's progress and areas in
which individual children need additional work;

provide {exts for children to read with scaffolds to support phonic
skills — for example, software can enable a child to click an aty
word and hear the individual sounds of the word or the whole
spoken word; and

engage children in productive self-directed work on phonics while
the teacher works directly with other children, thereby helping the

leacher imeet the individual needs of each studenl.
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Fluency

Fluency is the ability to read a text accurately and gquickly with
appropriate  pacing and mlonation. Fluent readers rcad aloud
cfforllessiy and with expression, as i they were speaking, while
readers who are not yet flucnt read slowly, word by word, To read
[luently and with cxpression, readers must be able o casily
recognize or decode individual words and divide the lext into
meaningful phrascs and clauses. Fluency provides a bridge between
word recognition and comprehension. Children who cannot read

texts fluently often have trouble fuliy comprehending the material.
Teaching Recommendations

« Model fluent reading and then have students read the same fext
aloud,

¢ Provide guidance and feedback during repeated oral reading in
order (o improve word recognition, speed, and accuracy as well as
fluency; oral reading with support (for example, belp with
anknown words) and feedback provide more effective practice (o
increase [Tuency than silent, independent reading.

¢ Increase oral reading practice through the usc of avdiotapes,
tutors, peer goidance, or other means that provide both modeling

of fluent rcading and feedhack.
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o Give students books in which they can read 95% of the words:
fluency devclops as a result of many opporiunities to practice

reading with a high degree of success.
Technology

Electronic books, or e-books, present traditional picture book
text and images in an alternative on-screen format. The simplest
electronic books simply transfer the story from paper 1o the screen,
and allow the child (o listen as (he program reads the story aloud,
Some e-books may also highlight each word as the child PIOgresses
through the book. More complex electronic books create a more
malieable story, altowing children to manipulatc the text amd
introduce features not lound in traditional books {Labbo & Kuhn
1998},

E-books, with features designed specifically to support children
teariing to read fluently, can provide multiplc supports for fluency
instruction, including the ability to:
¢ provide a model of fluent oral reading;

* provide on-demand or automated help in decoding individual
words, so that a problem with a few words does not disrupt the
child reading:

e provide visual highlighting of phrases to guide the child

learning to read with expression;

-223-



Technology and Teaching Children to Read

¢ allow beginning readers to tackle more varied and challenging
tex(s with additional support.fos..pronunciation. and aeaning..
thereby allowing them to "read" on their own more successfully
and gain additional experience with text;

e provide speech recognition tools so that students cap  get
immediate help while reading aloud; and

s provide recording and analysis tools for ieachers 0 help them
assoss students' levels of fluency anmd to inform instructional

decisions.
Vocabulary

Vocabulary instruction focuses on sludenis expanding the
breadih and depth of vocabulary knowlcdge. Reading specialists
refer to oral vocabulary, the words one knows in speech, and reading
vocabulary, the words one knows in pnrnt. Beginning readers use
their oral vocabulary to make sense of the words they sec i print,
and (hereby extend their reading vocabidary. As they begin to read,
they learn the meaning of new words that are not part of their oral
vocabulary through direct instruction, using dictionaries, and

through the use of the coutext in which they read the words.
Teaching Reconmendaiions

« Encourage activitics that support vocabulary growth, {hildren
learn the meanings of most words ndirectly, throogh everyday
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expericnces  with  oral  and  written  language, including

coewws COHRVEPSAtIONS With adults, listening {o adults read o them and

discussing unfamubiar words, and through reading extensively on
themr vwn,

Teach key vocabulary words duectly, tor example by reviewing
new vocabulary words in a lext before students read the text.
Provide lessoms on difficult words, such as words with muitiple
meamnngs, words that are spelled alike but pronounced differently,
and 1dims.

Teach word learming stralegies, such as the use of the dictionary
and thesaurus; the use of suffizes, prefixes, and roots; and the use
of context clues to figure out the meamngs ol words.

Have students make repeated use of new words m dillerent

contexts, including reading, discussions, and writing,

Technology

The teuching recommendations suggest several ways in which

technology can support vocabulary development i children,

mclading the abiliy to:

provide anline, interactive vocabutury lessons, with the featares to
engage students, provide feedback, individualize instruection, and

keep records for teachers;

-2 a5~
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» provide online dictionaries, thesaurd, and encyclopedias, with
speech capabilities, to give students access t0 tools fo use with
thelr word learning stralegies;

e provide online texts with hyperlinks that give students definiions
ol words and lurther information shout key ideas in the text; and

e provide studenis with adduional opportunities lo exiend thew
vocabularics by ncreasing the amount of reading and writing they
do through the wse of online materials and exchanges. Examples
of such opportunities include websites, discussions, online
publishing, web logs, and other lechnology-enabled uses of text.

Text Comprehension

Text comprehension instruchion helps children develop purposelul
and aclive strateries for understandimg what they read. This includes
learning o monitor their own comprehension to be aware of what
they do and do not understand, and to know how to resolve problems
in comprehension. All the prior components are cniical paris of fext
comprehension -~ students who cannol recogmee or decode written
words, cannol read fluently, or don't mow the meanings of words will
be limited in their ahilittes to comprehend text. Text comprehension
instruction alse includes teaching a varicty of strategies that have heen
shown to increase understanding and recall, such as generating

auestions  about the iext, predicting whal wall happen next,
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summarizing ideas, forming mental pictures while reading, and

comparing prior knowledge to the information in the text.
Teaching Recommendations

o Help students to monitor their comprehension for sell awarcness

of what they do and do not understand, and ensure that they have

stralegies to reread and further their understandings.

» Fncourage studenls to use graphic and semantic organizers, such
as concept maps and other conceptual organizers, to help focus on
the concepts in a text and relationships among those concepls.

s Help sludents to generate guestions and seek answers to their

questions in the texl, which sets purposes for reading, focuses

attention on  what is leamed, encourages comprehension-

monitoring, and helps relate new information from the text to
prior knowledge.

o Teach students to recognize the structure of stories so they can
place what thcy are reading into a coherenl framework of
elements such as the setting, initiating cvents, internal reactions of
characters, poals, attempts, and oulcomes.

¢ Guide students to summarize the information they read as a way
of monitoring comprehension and extracting and articulating key

uleas.
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The above strategics should be taught from the emly stages of
bro o ading, 0ot Gjustoafter. basics” are mastered. 1t is critical. that « . »
' students learn to use the strategies fexibly and in combination — for

cxample, cooperalive learning can be effective, with studenis posing

questions, sunmarizing informaiion, and modeling comprehension
strategies for each other. Morcover, students should reccive

instruction on these strategies that includes direct explanations of the

strategy, modeling by the teacher, guided practice using the strategy,

and the application of the strategy in reading texts.

Technology

‘Ihere arc several ways in which technology can provide direct
mstruction in comprehension strategies, including the ability to:

© provide hypertext and hypermedia that includes scaffolding of
children's text comprehension fo support their leaming, such as
clarificaions, sumunaries, concepl maps, and key questions
refated o specific parls of the texts;

e provide embedded prompts that ask siudents to answer questions,
add to concepl maps or other graphic organizers, or summarize
information, and online (ools, such as a word processor or a
concept mapping tool, to support their work: and

¢ encourage aclive reading by providing scaffolding options to read

words aloud, provide definitions, explain concepts in texts, and
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provide visual ailds. These supports help students experience

successlul reading, provide leaming. opportunitics. within .the ...

context of meaningful texts, make reading more engaging, and

encourage the aclive use ol comprehension strategies.

5. Linking Teaching Recommendations and Poiential

Uses of Technology

Teaching Recommendation
National Reading
Panel Report

from

Potential Uses of Technology to Support
the Teaching Recommendafion

Use sound blending and
word segmenling activities

Computer-based  drill  programs  using
digitized speech

AdjusL  activitics to  the
child's level of phonemic
AWUTETIES S

Software that can analyze sudents'

responses and individualize the practice set
presented (o each student

Teach sownds  with  the
corresponding letter(s} of the

Multimedia capabilities to Tink sounds and
lettors

alphabet

Use smadl proup instruction

Computer-based  games  ipcorporating
phonemic awarcness, such as rhyming
games, designed for two or more children
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Phonics Instruction

Potential Uses o Technbla o
Teaching Recommendation from f &y

Support the Teachin
National Reading Panel Keport ep &

Recommendatinn

instruction and drils on leiter-
Teach direct and systematic Jetter- sound correspondences, while
sound correspondences using systematic approaches to
cover all the common
correspondences

Adapt phouics instielion Lo Software that can analyze
individual needs based upon students’ responses and
assessments of student knowledge of | individualize instruction and

Software o provide direct |

letter-sound correspondences | practice

| Software combining nudtimedia
Combine phonics instruction with capabiities to link sounds and

phanensic swareness activilies, letters

learning W vecognize and write the Multimedia and hypertext to

lelters, Hslening to storics and scatfold phonics within context
information texts read alond, studenty' | of storics.

reading simple text, and writing Taliking word processers fo-limk~ fg—--

| writing and phonics
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_

Teaching Recommenduiion from

National Reading Panel Report

Potential Usex of Vechnology to
Support the Teaching

Reconmnendation

Model fluent reading and then
have sindents read the same text

aloud

Frovide stadents with
opportunities for repeated oval
reading with support {for
example, help with unknown
words) and [eedback

1

E-books to provide models of fluent
reading that are always available and
under students’ controk (for example,

to have sentences repealed)

Hypertext designed to scafiold early
reading to provide suppott for
students, such as pronouncing words

and providing delinitions

[
B

Use audiotapes, tutors, peer
guidance, or other means (o
pravide both modeling of flucnt

reading and leedback

E-books and hypertext o provide
modeling of fuent reading, supports
for and focdback on sindents' own

readimg

Provide students with

| opportuttities w practice reading

with a high degree ul success (for

| cxample, give studets books in

| which they can read 93% of the

5; words)

enabling students to succeed in
reading a larger variety of texis

(especially important to enable

to read texts with appropriate and

enguging conteat)

chitdren reading below their age fevel fi
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Yeaching Recommendation from

National Reading Panel Report

Hacowrage a wide variety of experience

with written and spoken language

Teach key vocabutary words dircetly

i Teach word learning strategies, such a

| (e usc of the dictionary and thesauries;
{ the use of suffizes, prefixes, and roots;
and the use of context clucs o Figure

| out the meanings of words

| Fncourage students to make repeated
i use of now words in different contexts,
|| including reading, discussions and their

8l awn writing

{0 Support ike Teaching

Recommendation

Fechnology ranyging from
reading hypettext to exchanging

emais o creating web logs

! Software to provide dircet

instruction and practice with

vocabutary

Weh-hased and C1) rescurces

Soltware that provides direct

instenciion and practice using

word learning straiegies

Technology used to provide a

variety of opporiunitics tor

stidents fo use new vocabulary

words in both reading and

writhng
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Text Comprehension Instruction I

Teaching Recommendation from Support the Teachin
National Reading Panel Report MUPRURLRE | eaciting
Recommendation

it Help students vse specific

i comprehension strategics, including
monitoring comprehension, vsing

| praphic and semantic orpanizers,

| generating questions and secking

| answers in the text, recogmving story
| structure, and summarizing the text

] Paff*nrm.! US’E‘G‘ q,‘ Technology to H

Soltware scatfolds to support
students decoding, vocabulary, and
use of comprelicasion strategies,

| Softwarc wols used to create
graphic and semantic organivers
and summartes of text

l‘mwdc dircci expidmunns of the )
Solbware to present explanations
comprehension strategies, modeling, I ' !
| . . of strategies, models of thewr bse,
guided practice using the strategy, | . .
- - . i guided practice, and opportunitics
and the application of the strategy in |5
. tor stndent to apply thom
reading (exts
L~bmkq and h}r]}crrcxt capabilities |
nsed to scatfold students' phonics,
Teach lext comprehension strategies | vocabulary, and fluency skills -
from the carly stages of reading, not  { making it more feasible (o teach
Just after "basics" are mastesed cotnprehension skills betfore atl the
other components of reading arc
mastered
i P S R SN W e o S i E
: ‘*“-el Lp CO }matm, learnen " : ]
' b <M : Software thut provides '

| opportunities where students pose
questions, summarize mipmation,

:5 and model comprehension stralegies

Bl for each other

opportunitics for coblaborative
| work tcorporating comprehension :
strategics
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6. Summary

In this chapler, the issue of technology and teaching children to
rcad was discussed. The five components of effective reading
instruction were highlighted, and a framework for technology to
support reading instruction was provided.

A link was established between teaching recommendations and
the potential use of technology in teaching the five components of an

cffective reading program.
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1. Introductiion

The aim of this chapter is to discuss issues related to teaching
writing to young learners. ¥t provides hackground information on the
teaching of writing. Steps of the process of writing are preseated.
The chapter also includes suggestion for using vanous types of
materials to teach writing. The chapter {inishes with presentation of
various writing activities that can be used for both younger and older

children.

2. Background to the Teaching of Writing

Pinter {2006} proposes, “During the first years of formal
schooling native speaker children learn tracing and connecting
letters to make words, They learn to use basic punctuation marks and
start composing passages such as simple story endings and
messages, invitations, or cards, slowly progressing towards creative

independent writing and draiting” ( p. 74).
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Writing as a skill is usually taught in paralicl with reading as
children who can rcad enjoy writing as well. Children pretend that
they can write and then gradually begin {o wrile words and short
lexts, but they lack the skill of spelling. They just incorporate their
phonic knowledge from reading and combine it with drawings.

Two separdte areas of development must be considered when
teaching writing to children (4-7 vears old ) the fine motor or
physical skills necessary to hold a pencii and {ommn letters on paper,
and the cognitive skills necessary 1o formulate ideas and write them
on paper. As Linse (20053) demonstrates, “The physical act of
forming lettcrs as well as the act of cxpressing oneself in written
form are both challenging for voung learners. Therefore as their
teacher, you face the considerable task of teaching them how to
aclualy ponl letlers, write words, and caplure their idess to put on
paper’ (p. 993,

1t should bec noted that native English-speaking children first
learn how to print before they [earn how to wnie cursive lelfers.
Childeen find il easier (o leam printed lellers firsi because such
letters arg found in their books. As Linge (2005) concludes,
“According to many teachers, forming printed jetfers is casicr than
forming cursive ones because they have more straight lines and
complete circles. Young leamers are often taught how to {orm letters
by (racing lines, circles, semi circles, and (riangles because this
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preparalion helps them master the formation of the shapes that are
used for etters™ {pp. 99-100).

Arah L young learners find it difficult fo write words or
sentences from fefl to right. Teachers, therefore, should show these
tearners how to start writing, perhaps by puiling an ammow ruaning
from lelt io ripht at the top of the page.

The matter of whether to allow children to use word processors
or computers to produce their writlen work is under guestion. Linse
{2003) assesses, “The ability to writc words down using their own
hand is an mvaluable skill”. Learning how to form Iellers is also an
umportant aspect of motor skills development that should not he
overlooked n favour of introducing children to word processors at

an early stage” {(p. 100).
3. Controlled Writing Activities

Writing activities, like oral activities, go from bcing tightly
confroflled to being completely free. You will usually do more
guided aclivities with beginners, but you should not exclude very
simple {ree activities. Tn general, controlled and guided aclivities are
bemng done to practisc the language and concentration is on the
tanguage itsclf, Free activities should allow for self cxpression at
however fow a level, and content 1s what matters most (Scott and

Yetreberg, 2001, pp.69-72).
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Straight Copying

Copying is a fairly obvious starting point for writing. Tt is an
activity which gives the feacher the chance fo reinforce language that
has been presented orally or through reading. It is a good idea to ask
pupils 1o read aloud guietly to themselves when they are copying the
words because this helps them to see the connection between the
written and the spoken word. The sound-symbaol combination is
quite complicated in English. For children who find even straight
copying difficolt, you can start them off by tracing words. Even
thouph they may oot understand what they are "wnting’, they will
still end up with & piece of wrilten work, and this in iself will give
valuable encouragement and satisfaction.

Delayed Copying

You can do ‘delayed’ copying, which is fun to do in class, for
training short term visual memory. Write a short, familiar sentence
on the board, give the pupils a few seconds to look at if, and then rub

it out and see if the popils can write it down. Please note that this

type of activily should not be used as a test.
Copying Book

it is uselul for pupils to have a copying book when they can

copy new vocabulary, a little dialogue, something you want them o

remember or whatever. Most pupils will keep to whatl you ask them
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to copy, bul they should be free to copy things [tom the texthook, the
notice board and from other pupils. Some pupils will copy whole

stories. If they have the time (o do it, let them.
Dictation

Dictation is a very safe type ol exercise if you can keep the
language elementary and simple, and because you, the teacher, are
providing the actual lanpuage asx well as the context. For young
learners, dictations should

* he short,

be made vp of senlences which can be said in one breath.

have a purpose, and be connccted to work which has sone before

or cotes after.

be read or said at normal speed.
Here 1s a short, simple dictation which acts as a message to the
class: "Maria has a baker's hat. She’s poing to hring it to class

tomorrow, We're going to have a baker’s shop.’
4. Guided Written Activities

Fill-in exercises

Fili-in exercises are uwseful activities, especially at the beginner
stages. They do nol require much active production ol language,

since most of the language is given, but ihey do require
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understanding. With children who have progressed to level (wo, they
can be vsed to focus on specific languape items, like prepositions of
guestion forms. Try to avoid excreises which have no meaning af all

- gaercises which give you sentences like “The ox is on the bed'.
Dictation

You might like (o {ry dictating only half a sentence, and asking:
pupils to complete it in their own way. For example,

fike ...

Pdon't like ..

{ hate ...

Tlove ...

You can cithier ask pupils o complete each sentence before you
read the beginning of the next sentence, which encourages guick
writing, of you can give them time to do the completion alterwards.
This type ol exercise 1s a good starting point for discussion m the

pre-writing stage of tree writing,
Letters! cards! invitations

Letter writing seems 10 be a popular language class activity, and
it is indeed a useful way of gettang pupils to write short meaningful
pieces of writing. Tdeally, letters are wrillen to be sent, but you can

have pupils writing to cach other and ‘sending’ theqr lellers via the
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classroom postman. Here is a very simple guided exercise which can

be used guite garly on:

Are you lree on ... T coing 10 the ... .

Would you like to come with ... !

I'dlove o go tothe ... witht ... ... Ol oo .

Thanks.

I'msomy Lean’t go o the ..o with ... Ot e, :

Thanks anyway.

{ For paided writing activities, see Scott and Yelerbeg, pp. 72-74)

5. Free Writing Aclivities

Above we looked at cxamples of activities designed to develop
the pupils’ writing, with most of the language being provided for
them. Pupils then need to be able to (ry out their language in a Ireer

way. [n free activities the language is the pupils’ own language, no
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maiter what their level is. The teacher should be (he initiator and
heiper, and, of course, is responsibie for seeing thal the task can be
done by the pupils at thal level, The more language the children
have, the easier it is to work on free writing aciivities.

All pupils need to spend time on pre-writing work — Warm-up
activities which are designed fo give them language, idcas and

encouragement before they seflle down (o the writing itself.
Pre-Writing Activities

A short simple conversation about the subject can be enough Lo
get ideas going and coliect thoughts. With the five to seven yeur
olds, you might start them off by simply asking a qucstion: *What
did you do last night?' and writing some ol the answers on the
board: *watched TV, played football, had supper, read a slory’, ete.
(For controlled, guided and free writing see, Scott and Yircherg
2001, pp. 69-79).

k]

Topic Vocabrulary

Vocabulary can also be built up by collecting related words. See
bow many animal words you can get on the blackboard, for example.
Say to pupils: "Tell me two animals you like. Tell me two animals
you don’t fike. What's the smallest animal you've seen? What's the
biggest arimal you've seen? Tell me two animals which we don’t

have in this country.” Of course, pupils will not know the names for
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all the animals. Use picture dictionaries as much as you can, but
have your own dictionary too - you won't always know the words
either. Pupils do not have to remember all these words — you arc

only collecting words (o help theny write their slory.
Diglogues

The dialogues the children wrile function as  basic
communication at all levels if they are spoken before they are
writien and used as reading texts after they have been written. The
dialogues can be guided, following a very strict pattern, or they can
be completely free. They can be very shoit and to the point, or they
can be Jong and complicated. Best of all, perhaps, they can be abont

any topic.
Letters

A real letter should be written to someone. The first free letters
could be little notes to other pupils. They can also be written to the
teacher, and these letters should be answered without any comments
on the lunguage. Some teachers like to have this type ol
correspondence with their pupils regularly, just to see how they are
getting on, For pupils who are beyond the beginmer level, this
teacher-pupil correspondence, which is private, may take the form of

a diary instead of a series of letters.
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When the pupils can write longer letters, it is a great advantaye
if you can establish conlact with an English-speaking class or a class
m another country where they are also learning English as a [oreign
language. Letters to imaginary people are nol nearly as inlerestin g or
as much fun as ketters to real pen-fricnds. Class letters, cassettes and
individual letters are all possible if you have contact of this king,
Stories

Writing group stories is a good idea since (he actual WrLlIRE can
be shared, and re-writing is not such a burden. Make sure that pupits
do lots of pre-writing activities so that they have something to write
about and the words to express what they want to say. Give them as
much help as possible as they go along. Remember that most pieces
of writing are written 1o be read by others, so the final version
shonid be on a reading card, in the form of a pupil-made booklet, on
a teacher-typed card, or simply on a piece of paper which can be put

ofl the wall of the classroom.
Summary of Doy and Don’ts vn Free Writing
Do

# concentrate first on content.
e spend a lot of time on pre-writing work,

» make surc that it springs naturally from other language work.
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» try fo make sense of whatever the pupils have writien and say
something positive about 1.

o cacourage, but don’ insist on, re-writing,

¢ display Lhe material whenever possible.

e keep all the pupils” writings,
Don’t

e announce the subject out of the blue and expect pupils to be able to
write about i.

e sc¢ an exercisce as homework without any preparation.

o correct all the mistakes you can {ind.

» set work which 1s beyond the pupils’ languape capability. (For free

writing activities, see Scott & Ytreberg, 2001, p. 74-82.)
6. The Writing Process

Wniing 18 composed of process and product {(Sokolik, 2003). As
a process, writing 1s the acl of gathennyg ideas. This concept of the
process of writing is very usefud to young writers {(Olson, 2003). Tt
cnables the learner to know that writing is done in steps, “Young
learners need to know that a final piece of writing — or the product —
such as a book, has grown ol of many steps which make up ihe

process.” (Linse, 2005, p. 98).
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As emphasis on fluency is one of the main fealures of teaching
English as a forcign language, process writing is especially
important for EFL young learners. Young learners need to speak and
write fluently (Linse, 2005; Cameron, 2001},

The process writing approach involves cerlain steps necessary Lo
produce a fimal piece of writing. It begins with generating and
collecting ideas about a chosen fopic culminating with writing the
final version or the product {0 be formally published and shared with
others. In the final stage (the product) the writer is supposed fo
adhere lo the conventions of spelling and grammar.

Linse (2043) indicates, “Sometimes parenls and occasionally
even young learners themselves will want Lo get straight to the
product and minimize the process” (p. 101). Linse follows the
following steps when she teaches children how to usc & process
approach 1o writing:

Pre-write

In this important first step, children are given ar opportunity to
prepare to write and to collect their thoughis and idess. If done

properly, it can ease children into wnlicg without any hesitation or

WOITY.
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Write

Children write down all of their ideas. They do not worry about
form or correciness or even the order. The objective is to get the
tdeas on paper us quickly as possible.
Revise

The inifial picce of writing is examined and re-worked so that
the ideas are logteal and flow together.
Edit

T.carners {with the help of their leachers, carcgivers, or
classmates) proof read their work to make sure that lhere ate not any
conlent errors or grammatical or spelling errors.

Publish

The writing piece is rewritten in a published or presentable form,

in 2 student-made book, on special paper, and/ or on & computer s0.e: - e

that it can be displayed or shared, (p. 102).
Pre-Writing

A prowriting activily could be as simple as a discussion between

the leacher and the learners (o invoke ideas.
Writing
This step of writing is te get thoughts and ideas of the pre-

wriling stage on paper. Children, at this point in the wriling process
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need ki know that they can write down any idea sboat the chosen
topic. Then ideas can be re arranged later. Young learners need (0 be
reminded not (0 write something relaled to the topic.

I oider to eliminate the relevant things, the chosen topic should
be of interest to them so (hat they keep wiiting on the same topic. inse
(2005} gives a practical nofe, “Young leatners need to have enough
blank paper and pencils or mackers ai their disposal. ‘Lo facifitate
rearranging information, young leammers may want fo wiite each
sentenice on 4 different index card so that they can pul their sentences in
different order, withoul having o copy everything over. Nothing
should slow down the child’s process and momentum™ (p. 107).
Revising

Children think that once words are wrillen on paper they are
final. They look at the teacher’'s role as a copy editor of spelling and
grammar. This image should be changed. As a tcacher you should
act as & consultant for your leamers 10 help them how o make their
wiilings comprehensible and intercsting by commenting on content
ideas, or organizaiton not on grammatical or spelling errors,

in additnon to the tcacher’s feedback, children need to do
revision on (heir own, and to get feedback from their classmates, or
caregivers. The teacher’s feedback “should both compliment and

provide suggestions where the student can make improvements”
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(Linse, 2005, p. 108). To illustrate her suggesiion, Linse gives the

following example;

The prompt or suggestion {or writing is Wiich item on vour hox

makes you smile? Wiy? The sample piece of writing is from a six-

year-old who has been studying Tinglish for two years.

The puppy makes me smile. Puppies are nive.

Your {irst sentence tells the reader one of the reasons why you
like puppics. It is a good beginning. Why clse do you oo
puppics?

Well, Um. They're cule.

: Do you know any puppies?

Yeah,
Can you tell me anything else about the puppy that you know?

Well. Um. My puppy is happy when | come home.,

: What is your pappy’s name?

Argos.
You have a really good beginning. Why don't you wrile about

Arpos and how Arpos feels when you come home?

: OK.

Editing

Children consuler editing a painful thing which might de-

molivate them to write, However, children need to know “how to
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write using standard conventions of spelling, grammar and
- penctuation” (Linse, 2603, p. 109}, You can use a red pen to correct
children mistakes, or io direct iheir attenlion to the correct
punciuation marks. “Checklists which tell students what to ook for
in their own writing as well as in the work of their peers can also be
very useful. TFor instance, you can have a checklist that reminds
students to make sure that all of the names of people have been
capitalized” (Linsc, 2005, p. 109).
Publishing

This is the final stage of the writing process where a piece of
writing takes the final shape to be shared with others. Publishing can
motivate children to produce more of their writing. Young learnces
might writc diaries about iheir experiences at school. Teachers
should encourage childien to jol their ideas down on paper.

7. Technigues and Activities

The process approach to writing can be used wilh young
lcarmers. The following technigaes and activities arc helplul for

implementing the writing process in the classroom.
Writing Models
Writers read various lypes of writing such as fiction and non-

fiction. “Thus, you want to provide reading mmaterial that will model

the type of writing your learners will produce™ (Linse, 2005, p. 110}
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By exposing children to a variety of texts, the teacher can help
children to become better writers. The following example of student-

- "o

made reporls can serve as a good model for young wrilers:

My favorite animal is the crocodile,
It has got small eyes,

It has got a long tail.

It has gol a big mouth.

11 has got sharp feeth,

1t has got short legs.

[t can swim very well (Linse, 2005, p. 111).

This example is designed for six-or seven-year- old children,
This model can encovrage children fo write about their favorite
animals. Lense (2005) illustrates, “Favorite stories can be used as a
model. Children can be cased into writing their own stories by
reading a story and then writing the prequel or sequel. For exampie,
you could ask your learners 10 write a sequel to ‘Goldilocks and the

L A

three Bears™ "(p. 11130
Goldilocks and the Three Bears.

Once upon a time, there were three bears. There was Mama

Bear. There was Pap;ci' Bear. There was Baby Bear. They all lived in
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a house in the woods. One day, Mama Bear made some porridge.
Marma Bear, put the porridge on the wable for the three bears.

The three bears wanted the porridge to cool off. The three bears
went for a walk. While they were gone, Goldilocks walked by the
bears' house. Goldifocks looked into the window. Goldilocks epened
the door. She watked inside. She saw the porridge on the table.

Goldilocks ate some of Papa Bear's porridge. She said, "Thix
porridyge is too hot." She ate some of Mama Bear's porridge. She said,
"This porridge is 100 cold." She ate some of Baby Bear's porridge.
She said, "This porridge is just right." And she afe i all up.

Next, poldifocks went into the living room. She sai in Papa
Bear's chair. She said, "This chair is toe hard." Next, she sat in
Mama Bear's chair. She said, "This chair is too soft." Next, she sat
in Baby Bear's chair. She said, "This chair is just right." She sat in
Baby Bear's chair and it broke.

Next, Goldilocks went inio the bedroom. She lay down in Papa
Bear's bed. She said, "This bed Is ioo hard." Next, she lay down in
Mama Bear's bed. She suid, "This bed is too soft." Nexf, she luy
down in Baby Bear's bed. She said, "This bed is just right." She lay
down in Buby Bear's bed and felf asleep.

The three bears came hame. Papa Bear said, "Someone ate ny
porridee." Mama Bear said, "Someone ate my porridge." Baby Bear

said, "Someone ate my porridge all up." The three bears went info
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the living room. Papa Bear said, "Someone sat in my chair," Mame

= Bear said, "Somesne sat in.my chair." Baby. Bear said, "Someone sat . . .

in my choir and broke i,

The three bears went into the bedroom. Papa Bear said,
“Someone lay down on my bed." Mama Bear said, "Someone lay
down vn mty bed." Baby Bear said, "Someone fay down on my bed
and here she is."

Golditocks got up and ran away (Linse 2005 J135).

“After reading or re-reading the original story, you could have a
prewriting discussion where  you prompt vyour learmers with
questtons such as, what do you think the three bears should do e
Goldilocks? Do you think that they should talk to Goldilocks’
parenis? Why or why not? What do you think her parents should do
to her? You then ask your students 1o write their sequel” (Linse,
2005, p. 111,

Group Writing

Chaldren can work collaboratively on a wriling project. The
teacher might begin group writing by doing a language experience
approach story which can be used (o teach both reading and writing.
For example, after a visit to a local bakery, students may say and the

teacher may write:
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We weni to the bakery.

We saw really-really big ovens.
We had some bread.

It tasied really good.

We put butter on it.

It was fun. {Linse, 2005, p. 85).

Word Walls

Word Walls are lists of words that the children have encountercd
in their rcading and that can be used in their writing. These lists
should be posted on the wails of your classroom — hence their name.
Learners can refer to a Word Wall during various stages of the
writing process. Different Word Walls can have differcnt focuses.
For instance, one Word Wall could include high-frequency words
that learners often see in their reading. The words can be amanged
alphabetically. Other Word Walls can he arranged topically. It you
arrange 2 Word Wall according to different fopics of subjects, you

might want to color code them {Linse,2005,p.114).
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8. Writing in the Classreom

English for sturters series include a writing component. For
young learncrs under the age of five, emphasis is placed on the

formation of letiers. For older learners, writing aclivities are refated

to the content.
Writing activities {or young learners can also be about the
content. The following example is designed for eighl-or nine-year-

old children. The students have been studying aboul the way that the

Earth changes with events such as carthqguakes and volcanoes.

Earth changes

Write a story about a change on Earth you read about,

Be sure to answer these guestions:

v fs it a fust change or a slow chunge?
e How does the change happen?

e Male a cover for your story.

e Give your story a title, {Linsc, 2005, p. 116).

Let’s look at how a teacher could use the above exampic in
cvery step of the writing process. As a prewriting activity, children

can brainstorm alk of the different ways that the carih can change. As
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4 writing activity, they can select one topic and answer the questions
on the_page. As.a revision activily, they can participate in a WIHg |
conference with their leacher or classmate, As an editing activily,
they can reler to word wall for science words related to the topic. As
a publishing activity, they can make liule books about diffesent

natural cvents such as voleanoes and carthquakes(l.inse, 2005 ,p.116).
9, Writing Activities with Younger Children

Chitdren need to practise the mechanical basics of writing
starting with copying activities i which children sclect words to
copy from a list. Pinter (2000) presenis other examples of copying
which may include copying only those words whick mean some kind
of food, and copying only those names of animals that appeared in
the story,

Copying is also done as [ollow vp to an oral activily, for
cxumple, the feacher might get the children to brainstorm lists of
woids or phrases to write on the blackboard, Later the teachor cun
ask the class to copy these words into their exercise books.

Besides these creative copying exercises, olher activities mvolve
word level writing such as creating ‘word snukes’ for each other,
working out words where the letters have been mixed up or writlen

backwards, creating and solving simple (four- to five- word) puzzles.
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They can create their own crossword puzzles whivs .t given ir
classmates 1o solve, (See Pinter, 20006, p. 76.)

Children’s activily hook coniains grammaii-n vl vocabulary
exercises such as gap-1illing exercises or mafe!: = twe pictures with
words or sentences. These sorts of exerciw. sive children the
opporivnity to use familiar language.

Guided writing activities can be used 1o teach older chifdrers
writing skills. Children are required to compleic a framework or
model with relevant personal details. These models are oHen in the
form ol cards, invitations, letiers, siories or posters. “Guided writing
activities can be maolivating because they aliow children to write
longer pieces of text by substituting their personalty relevant

messages inlo a given (rame” (Piuter, 2000, p. 77).
16, Writing Activities with Older Children

Besides practising writing at the word or sentence tevel, older
children may also hc ready for freer writing, These might include
filling in captions in speech bubbles 1 a group cartoon story, o
writing instructions or simple diaries, write children’s own slorics, or
produce their class newspaper.

The internet provides an effective way of cncouraging children
fo communicate with olher children in another counfry through

writing e-mails (o one another. The Internet oflers a good source of
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wformation that learners can use, By visiting English wehsites,
children can praclise and enjoy writing.“Writing lists of new words.
dialogues, or short paragraphs in (he cxercise book is a way ol
keeping a record of what has been learnt” (Pinter, 2006, p. 77). With
the encouragement of their teacher, children can be asked to evaluate
their learning in a personal diary or journal. “After mastering some
useful phrases {such as ‘1 enjoyed’, ‘learnt 2 lot [rom'. did oot like,
or ‘next T would like to leamn’), children can begin to reflect on their
learning in the second language” {Pinter, 2006, p. 77).

Children homework often amvolves doing exercises from the
activity book. Teachers should check or discuss children homework
for the positive role # plays in learning. During the process of
writing, the focus should be placed on both the message and
grammatical conectness. Children can cooperate to scaffold cach
ofher in writing. “Research shows that learners who work together 1n
pairs on tasks that ask them to write texts such as stories or letters do
much better togeiher than they could have done on their own”
{Pinter, 2026, p. 79). This sort of joim work on a piece of writing is

likkely to sustain the interest and motivation of children.
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11. Summary

Writing can be a useful skill in the foreign language classroom
for young learners, especially when chiidren are familiar with Lhe
Fnglish writing system. Teachers™ awareness of how children write
in their first language enables then: to take decisions aboul when and
how to introduce writing for their young leamers.

Writing as a4 process and & product were discussed in this
chapter. Activities for teaching and medcling wniing were also

provided.
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1 .1 Teaching Vocabulary to Young
- ik Learners |

I. Iniroduciion

The aim of this chapter is to look at teaching the language
systomy; i.e. vocabulary and grammar to young learners. The chapter
begins with an cxplanziion of the term vocabulary and introduces
background infornation sbout vocabulary and grammar, Tt Hlustrates
the interdependence between vocabulary and grammar, and provides
information about children’s capacity of recognizing words and the
learning of gramntar.

‘The chapler also prescits principles of teaching vocabulary.
Indirect and dircet vocabolary learning and questions about
vocabulary instructions are proposed. A range of lechnigues 1o leach
vocabulary to young learners are then presented. Finally, vocabulary -
and grammar learning activities for both younger and older leaming

are suggested.
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2. Background to the Teaching of Yocabulary

« Mocabulary. refers 1o the wards we must know o comunicate, .. .
ctfectively. In general, it can be described as oral vocabulary or
eading vocabulary. Oral vocabulary refers to words that we use in
speaking or recognize in listening. Reading vocabulary refers to
words we recognize or use i print,

Vocabulary plays an important part in learning to read. As

heginning readers, children use the words they have heard to make
sense of the words they see in print. Consider, [or example, what
happens when a beginning reader comes to the word dig 0 a book.
As she begins to figure out the sounds represenled by the Ieitﬁrs d, 1,
£, the reader recognizes thal the sounds make up a very familiar

word that she has heard and said many times. Beginning readers

have a much more difficult time reading words thal are not already
part of their oral vocabulary.

Vocabulary is also very important to rcading comprehension.
Readers cannot understand what they are reading without knowing
what most of the words mean, As children learn to read more
advanced texts, they must learn the meaning of new words that are

not parl of their oral vocabutary.
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Types of Voecabulary

Researchers often refer to fonr :j’g}ré.;})_f‘l"x;wf ey

o listening vocabulary - the wordy we r . fo knew
wnderstand whal we hear.

o speaking vocabulary - the words we wse wher v sneal.

o reading vocabulary - the words wo onoodd Lol Lo
reds 1 stenred what we read.

e wrifing vocabulary — the words we use in Wrifing. { See

Armbruster et al, 2001, p.29)

t earning vocabulary enhances children’s langnage developm: =
Linse (2005) siates, “A variety of studies have proven thin
appropriate  vocabulary instruciions  bencfit language students,
ssaccially school-age learers™ (p. 122). 1t is important, therefore, 1o
sive students opportunitics to use vocabulary through formal or
mbopmal  instructions  that  engage  students  cognitive  skulls
SR eown and Beck, 2003). The ieacher should also train sindents
e o use “thinking skills such as analyzing which of two words
wonld be a better choice in & sentence. An example would be having
4 child choose between the words enormous and gianf it a senience
about sandwiches. You also want to give learners opportunities (o
use the words by playing games or responding to complex queshions

that include the words™ (Linsc, 2005, p. 122).
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The teacher should give children different learning opporwinities
for develop therr language ability. by.improving their understanding of
how words arc used in the context of readling and writing {Linse,
2005 Brand 2004}, Children can casily learn nseful words related to
their daly Hie which are of high frequency and of inerest to them,
Teachers should teach children usefel words crpfoy cortain
strafegrice i hielp children infer the meaning= o) enfaviline vords on
their own (Nation, 20033,

Teaching vocabubary overlaps with idny mentinned in previous
chapters. Tor examiple, the activities desionst for icachmg listening
iy Vhapter 4 can also be used to teach new v o by as fistening Tor
songls, rhymes, or slories involves ostenms o e cocabulary,
Similarty, examples of reading and writing  activities sueh as
matching words with pictures can also he used to practise
vocabulary. Thus, the teaching of vocsbulary canmot be isolated

from the teaching of other skiils.

Linse (2005) mainiains,

Vocabulary should be integrated into teaching the four
skills: listcning, speaking, reading, and writing. For
example, you might include vocabulary items as part of a
total physical response to listening activily. A~ another

vocabulary activily, you could introduce students to
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spucilic leswal a0 thad they would encelpidr as part of
their reatding b on o belp stwdents add woids to thel
written vocabu! 1.2 von could encovurage them 1o refer to
word wall wheo s we producing different pieces -

writlen fexa (L 2uge p. 122},

3. Vocabulury . nd Grammar

Speakers avd . fors maks use of a jange number of vicalcsay
items and graniuse. o ©owbies W produce langoage. To be able to
use this eflivicntly. fangt, _o o - need to understand tie complox
eraetion belwecn vocabubary and g umar; they need to combine
words with suuctue s,

I. siiould be npoled tha native speakers combine words together
quickly in chunks. They retrieve phrases such as ‘what have you
been up to?' in pheases rather than taking cach word in isolation.
They also use word collocations; ie. how words go fogcther “tall
trees’ rather than “hich trees’, or ‘fake” medicine ratlier than “drmk’

or feat”. Puuter (2006) contends:

Vocabulary and prammar are stored together 1 the mental

lexicon in typical combinations rather than in solation. The

implication of this for teaching is that vocabulary und

semmar should  be  tavght  together, Wheo Leawhing
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vocabuiue teachers may et 0 . Lisioer gramimatical
vitolces 1. 1 environments I ¢ the wons and when teaching
VEAMML L gy may need o consider ineaningful contexts

AN EYpived o como ae os (. 83440,

Lewran g oow words " v 0y e granematical inform. uon
about it Fioyr (2006) 1aain a0y Hn whicn we fearn the verb “write”

;
for exawpd - we have 0 teari viher 1 Lited words such as ta wiirer?
‘& preve o writing”, the past fense form ‘wrote’ and the past
participde vorm “writfen'.

“Youuger chiklren, in particalar. are not ready for or Luerested
1 tiking sbout the tanguage system or ianipulating ihie lungruage
5O S b separate leatcal ems out of structures. They are interesied
i the meaning and function of new language e hotisically, in
order B play @ game, suig o song, of 8¢t out o story” (Pinter, 2006,
p- 84). As children grow older, they beconswe more aware ol the
language system aud (he analysis of grammar and lexis. Children, at
4 more advanced level, wii be able to spell a certain word correctly.
They also know mowe aboul its grammatical information: c.g.

vountable, vncountable noun, a verb an adverb... ete, ln this way we

v from the level of word w the areas of gramnsar,
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4, Learning Grammar

Teaching grammar in isolation can he @ bepng activity,
Crammar needs to be noticed and learnt ficm a menninebin context
embedded in appropriate lexis. In this way, children peconw aware
of the relationship between form and funciion. A certain word may
express different fanctions and meaning. For example. "Can [ have a
piece of cake, mummy? Can function. as & mo fel auxiliary of
permission, while the sentence "Murmy, I can comnt to F00 in
English’, can is used to express ability (Pinter 2006. p. R5).

Tt is natural for children to make mistakes on their way of
acquiring grammatical forms. They learn to use corect forms with
continued practice and attention to form. Regardless of their [irst
molher tongue language. wll children from different backgrounds
muke similar grammaticat mislakes; (his means that the mother
tongue is not the anly scarce of exrors in second or foreign langhage
learning. The teacher should provide lots of meaningful practice and

guidance in teaching grammalical forms.
5, Principles for Teaching Vocabulary

The fllowing principles lor teaching vocabulary to young
" apens are belpful for their ovad and written English langnage skills
e fepemert o seneral amd for vocabulary development 19
pusicadac g wery young learsrs whe have not yet werened literacy

aey
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skills in their native language, the focus showl.! e iy o3 Janeun e
vocabulary development.

Linse (2005} lists the following principles:
. Emphasize both direct and indirect teaching

Dircet and indirect vocabulary instruction »Lonld be fictulod s
part of a vocabulary development progeisn (Carlo, ei ul.. TU0G).
Divect instruction rofers to teaching the wowds and their mesnin 2s.
An example of direct instruction would be | ve-teaching vochbualary
ftems students will encounter in a reacing  =lecting . inetjrog]
instruction refers (o helping children learn APPTOWIaEe 1L o v
they can Fignre out the meaning of words on their own. o CNTET
teaciuny the prefixes wni, bi, and 17 to student. and Ry SHERRIL

them point o pictures ol @ unicycle, bicycle, and 1 vy
2.Teach vocubulary words before a new activity

When vovabmlary words are tangiht before a new sl o
students  benelit fn two ways. First. they are better abhe
comprehiend the sciivity Second, teaching vocabulary wonls in
advance makes it mowe likely that stndeats will actually acpone the
targel vocabubary words (Nabiona! Tostinnte of Clifd Headth g
Humman Development, J00GL This pemcint, 5okl tme for storic-

foral e written ) soo o and many othe fansices b aetivities.,
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3.Teach how fo use context clues approprintely

Siudents can benefit from leaming how to use context clues and
guessing the meaning [rom the context {Decarrice, 2001). This is a
strategy that fearners can use when they enconnter unfamiliar waords.
Conversely, MeKcown and Beck (2003) poirst ont thar in addition Lo
teaching how lo use context clues, students Hwo need fo be taught
thal context clues do ner always help readers o undersiam! the
meanings of anfamiliar words. Children need o he treht thai there
are times, especially when reading, when they will ey be able tn
figure out the meaning from context clues.

4. Present mulfiple exposures (o new vocabulary itoms

Young learncrs make educational pains when Hiey e siposed
to vocabulary items repeatedly in tich conlexds MHainn ! Instituge of
Chiid Heaith and Human Development, 20001 i - iy words, you
shouldn't expect thai a vocabalary word taughr on dMouday will be
remembered on Wednesday. As part of young tes-hing reperioire,
remember that a new word shovld reappear oy oy times and in

different situations for the next several weeks of + struction,
5.Give opportunities for deep processing ol rocabulary items

Deep processing mcans working witt  mformation at a high
cognitive andfor personal fevel. Deep | - essing makes it more

tkely that mlermation will be remembe: . o0 o Jeep processing
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is having students establish conneciions between new words and
their prior knowledge. Simply memorizing lists of words and their
meanings 1s not adequate for students to inteprate the vocabulary
words into their personal vocabularies.

Deep processing is a very imporlant component of vocabulary
acquisition and development. Tt is also closely related (o reading and
reading comprehension (Blachowicz and Fisher, 2000} and to overall
language development, Deep provessing refers to using words in
contexts which are especially meaningful to the learners. This can
involve grouping words according to different characteristics or
nttributes, It can also involve relaiing the words to your learners’
own  lives. Pemsonalizing vocabulary lessons will greatly help
sudents’ deep processing. For example, if you teach the above
lessons on rooms in a house, you may want to end the unit by having
students tatk about or write scntences about the rooms in their

houses.

6. Teach students to use dictionaries

The usc of diclionaries as & too! for EFL and ESL instruciion has
come back iato style {Thornbury, 2002). Young learners can benefit
from using dictionaries. Very young children, under the age of six.
can use a picture dictionary where words are grouped into different

categones. Children who we at the beginning stages of lmpuage and
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literacy developrowm cui sdser use picture dictionaries as a tool t.
help them increase both their vocabulary knowledge and their use of
context ciues. For example, it chiklren are leaming about grapefruit,
they can be guided (o u pivture dictionary page topically arranged o
include fruit. They will discover the grapefruit as being a fruit,

Learners with English-language literacy skills can also vse
dictionaries wherte the words are placed in alphabelical order. As a
wacher, it is important to teach children how (o wse different
dictionaries. For example, most students need {o be told that the first
meuning given in a dictionary is the most common. In addition,
studemts who use electronic diclionaries need 1o be cauhoncd
regarding their Jimitations.

7. Have students keep vocabulary notebooks

Vocabulary notebooks provide students with opportimities 1o
develop a variety of vocabulary acquisition strategies and also help
siudents have more control over their learning (Fowles, 2002, for

details sec Linse, 2005, pp. 123-127}.

6. Vocabulary Instruction: What does scientifically
based research tell us about vocabulary instraction?
The scientific research on vocabulary instruction reveals that (1)

most vocabulary is learned indirectly and (2} some vocabulary must

he taught directty. The following conclusions about indirect
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o.abulary earcii, - Jiect vocabulary  instruction  are  of

[ flealar Taterent and - ae o classroom teachers:

Cliahlten fearnt .ne meanings of most words indirectly,

through cve: yday experiences with oral and wrilten language |

Childrea icarn word meanings indirectly in three ways:

e They . ngage daily in oral langnage. Young children lcarn word
meanie - through conversations with other people, especially
adulls. Ax 1.y engage in these conversations, children often hear
adults repear v 's several times. They also may hear adults use
new ad bikerestinz oo Lo The s oral language experiences

children have, e imore wond meainngs ey learn.

o They listea (o adidty read to them. Chiblren leam word meanings

from  Distening {0 adules read 0 them. Reading alond s
paticudardy heipiul when the reader panses during reading Lo
detine an onfamitize word and, after reading, engages the child in
4 conversation about the book. Conversations aboul books help
children o learmn new words and concepls dand 10 relate them to
therr priot knowledge aid experience.

o They read extensively on their own. Children learn many new
words by reading extonsively on their own. The more children
read on their owa, the more words they encounter and the more

word meanings the v icarn.
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Indirect Vocabulary 4 « wning

Students learnt vocabwlary indirectly wheit they hear and see words
used in many different contexts — for example, through CORVEFSUHORT
with adults, through being read to, and through reading extensively

af their owil.
I¥rect Vocabulary Learning

Specific Word Instruction

Word Learning Instruction

Students learn vocabulary directly when they are explicitly faught
both individual waords and  word-learning  strategies,  Direct
vocabulary instruction aids reading comprehension.

Although a great deal of vocabulary is learned indirectly,
some vocabulary should be taught directly.

Dircct instruction helps students learn difficult words, such as
words thal represent complex concepls (hat are not part ol the
studenis” everyday expericnces. Dircet insiruction of vocabulary
relevant to a given text leads to beiter reading comprehension,

DHrect instruction includes:

» providing students with specific word instruction; aud

» teaching students word-learning straiegics.
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Specific word instruction

Specific word instruction, or leaching individual words, can
deepen students’ knowledge of word meanings. In-depth knowledwe
of word meanings can help swdents understand what they are
hearing or reading. It also can help them use words accurately in
speaking and wriling,

In particular:

o Teaching specific words hefore reading helps both vocabulary
learning and reading comprehension. Before siudents read a
text, it is helpful o teach them specific words they will sec in the
lext. Teaching important vocabulary before reading can help
students both learn new words and comprehend the text,

» Extended instruction that promotes active engagement with
vocabulary improves word learning. Children learn words best
when they are provided with instruction over an extended period
of time and when that instruction has them work actively with the
words. The more students use new words and the more they use
them in different contexts, the more likely they are to leam the
words.

* Repeated exposure to vocabulary in many contexts aids word
fearning. Students learn new words better when they encounter

them often and in various contexts. The more children sce, hear,
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and work with specific words, the better they seem to learn them.
When tcachers provide cxtended instruction that promotes active
engagement, they give students repeated exposure 1o new words.
When the students read those same words in their texis, they

increase their exposure to the new words.
Word-learning strategies

Of course, it is not possible for tcachers to provide specific

instruction lor all the words their students do not know. Therefore,
students also need to be able to determine the meaning of words that
are new fo them but not taught directly to them. They need to

develop elfective word-learning strategies, such as:

+ how to use dictionaries and other refercnce aids to learn word

meanings and to deepen knowledge of word meanings;

e how to use imformation ahout word parts to figure out the
meanings of words in text; and

« how to use contexl clues to determine word meanings

Using dictionaries and other reference aids, Students must learn

how to use dictionaries, glossaries, and thesaurases o help broaden

and deepen their knowledge of words, even though these resources
can be difficnll to use. The most helplul dictionaries include

sentenees v uling clear examples of word meanings in context.
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Using word parts.

Rnowing some common prefixes and suffixes (affixes), base words,
and roof words can help stodents learn the meanings of many new
words, For example, if students learn just the four most common
prefixes i English (un-, re-, in-, dis-}. ihey will have imporiant
cites about the meaning of about two thirds of all Enghsh words that
have prefixes. Prefixes are refalively casy to learn because they have
clear meanings (for example, un- means “not” and re- means
“again”}; they are usually spelled the same way from word to word:
and, ol course, they always occur a the hegimmings ol words.
Learning  suffixes can bhe more challen ging than learning
prefixes. This is becavse some sulfixes have more abstract meanin 28
than do prefixes. Hor example, learning (it the suffix —ness means
“the stale or quality of” might nol help students fimme out the
meaning of kindness. Other suffixes. however, are muoe bl plut, for
cxample, -less, which means “withoul™ (hopeless, thouyhtless), and

-full, which means “full of” (hopetul, Fhaonghtfuly,
Word Parts

Word paris
Word parts include affives fprefives and suffives). base words,

and ward rooty,
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Affixes are word parts that are “fixed to” either the feginnings
of wordy (prefivesd or e ending of words (suffives). The word
disvespectiul heis fooe affives, a prefix (dis-) and a suffix (-ful).

Base words are words from which many other wonls are
Jormed.

For exooaple, many words can be formed from the bavo word
nrigrate. wwigrafion, migranl, immigration, immigrant, m: - rating,
IRISTFE GFY,

Word roots are the words from other langnage th o ure the
origin of mony English words. About 60% of all Eaglish - wvav have

Latin or Greek origing.
Examples of Classroom Instructions

Using word parts
s A econd-grade teacher wanis fo leach fer students ‘v fo use
the base word play as « way fo help them thint aboul the
mear'ngs of rew words they will encoarier in veading:. To begin,
she Loy students brainstorm all the werds or phrases thy can
think o that are related to play. The teacher rocord  their
stiggestic «: player, playful, playpen, ballplayer, wnd : laying
field. The, he has the class divcuss the meaning of acht £ their

aroposed - ds and how it relates to play.
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¢ A riird-grade teacher identifies the hase woid note. He then sety
up a “word wall,” and writes the word rote ar e fop of the vl
As iy students read, the teacher Nus thern Joch for words thar v
related to note and aded them 1o the welll Thronghowt theiv
reading, they graduotiy add to the wall b words notebook .
fiotation, noleworthy, « 1 notable.
Using contexi clues
Coniext clues are hints about the memting of an unknown word that
are provided in the words, phrases and sentenices that surround the
word. Context clues include delimtions. restatements, examples, »
deseriptions. Beciuse students lewm most word meanings imliecty,
of from context, il is important that thoy fenen to use cors s cbies

eflectively.
7. Questions you may have aboat socabelney
instruction

How can I help my studenis learn words indirectly?

You can encourage indiv - ( lew ~'ng af vecababa s vo mais
ways, First, read aloud to our studen: o v gpde o
tcach. Students of all ap - can learn ». - - ng sl of
various kinds read to ¥ o, Readios ol orks best vwhen yvou
discuss the selection be -l siee an : you read. Tah ek
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students about wen e L dnd concepts and help the . relate the
words 1o their prion b aowicoys und eapenenees.

‘The second way 1o prowote indirect learning of vocabui vy 1510
encourage students 1o read extengively on their own, Rather thaa
allocating  instructional time  for  independent reading i the
classtoom, however, encourage your students 10 read more outside
of school. Of course, your students can read on their own during
independent work time i the classroom — for example, while you
teach another small group or after students have completed one

activity and are waiting for a new aetivity to begin.
Whait words should I teach?

You won't be abie to directly teach your students all (he words

i 4 tent that they might uor .ueady know. In fact, there are several

reasues wity | ou showdd not divecily tooch all unhusown words.

o The Iu:?;'t My 4dve o redt "!I..ll'-_" ol fhat die unKnown o
studaits - 0w miany LoF Joice | 1astietion.

e Direct vocabulary instruction caa take a lot of class time - thne
that you might better spend having your students read.

s Your students can understand most lexts without kno ving the
meaning of every word in the text.

s Your sludents need opjeetmities ta ose word-learning strtcgies

i bearn on (heir own the swcanings of unknown words.
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Jou peed to choose the words e teach caeelub, oo wn
teac ang three types of wonds:

o fmportant words. When yoo oach wonds belore siudets read
a texd, dircohy teach  sese words that are lportant  for
undoistanding a cone ptoor the lext. Your students might wt know
several other words in the selection, but you will not have thue 10
teacl them all (4 wuise, you should prepare your siudents 10 use
word learning «indveivy w figure out the meanings of other words in
the te L.

e Useful words. Peach words (hat students are likely to see and
use apaim and aganc For example, ¥ is probably more useful for
stude s to learn the word Dragment dan the word fractal; likewise,
the word revelve is more useful than the wiord gyrate.

e Difficult words. Mrovide sume instruction for words el are
particuizrhy dufficult for vy ntidents.

Viords with multipls swcanings are particularly challeiy oy 1o
studens. Smdents o ay have o bard tiine understanding that woid
with the same spelling wdfor probunciation cap have differont
meanings, depemding on their coatext. Looking up words witi
muktiple meanings i the dictionary can cause confusion for
studeins. They s o number of diffcrent deliniliow. hated, and they

often have a dlk1ic 1im Peciding which definition fits tne coulen
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You will have to help students determine which delinition they

should choose.

il Words thai are spelled fhe sawme bt are | Sow ja Semerle pig): xow {ta plant secds}
it pronounced differenty Mo fa knat with foops); baw (the fron of
e ship) ;

mietil ffeiters, Lf:m"s, cirref paf.'i...':.a;gé.':}: TN
| fee wante, bt gve differend meanings mail {a fvpe of arnnor)

FAY fo mavon beam of fight);

ray fa hoe af fisk ) rey {povd of o tine)

How well do my students need to “know” vocabulary words?

Students do not either know or not know words. Rather, they
know words fo varying degrees. They may never have seen or heard
a word hefore, They may have heard or seen it, but have only a
vagoe idea of what it means. Or they may be very familiar wib the
meaning of a word and be able (0 use it accurately in their own
speech and writing. These three levels of word knowledge are called
unknown, acquainted, and established.

As they read, students can usually get by with some words o the
unknown o acquainted levels. 1f students are to understand the sext
Tully, however, they need (o have an established level of knowledge

for most of the words that lhey read.
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e ﬂdnf inﬂwlﬂﬂﬂ

Unknovwn

)| Acgrainfed

Established

Bretinition

the word is complefely vofemrbear and
frs Mreaning iy untknows,
The word 15 somewhat famitiar: the

studeni has some idea of its basic

meaning.

' The word is very familiar, ihe stiudent
can iwmediately recoynize i8 meaning

and use the ward correctly.

What else can I do to help my students develop vocabulary?

[oster word cOnsciousness

Another way you can help your siudents develop vocabulary is to

— an awarcness of awd iptercst in

words, their meanings, and their power, Word-conscious students

know many words and use them well. They enjny words and are

cager to leam new words — and they know how to lcarn them.

s You can help your students develop word consciousness in

several ways. Call their atleniion to the way authors choose words

to convey particular meanings. Encourage students io plav with

waords by engaging in word play, such as puns or palindromes.

Help them reseurch & word’s origin or history. You can also

encourage them to search for examples of a word's usage in their

everyday lives.
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in o ocubdiary refers to the words we mwsi know tu
comnttstale effectvely, Oral vocabulary refers 0 words thal we
use (0 speaking o recognize in listening. Reading vocabulary refers
T 8 OFUS W FECOSNE OF 1SS 0 print,

Vovabulary s timporiant because beginning readers use their oral
vavatbary 10 make sense of the words they see in print. Readers
must know whal most of the words mean belore they can understand
what they are reading.

Vocabulary can be devzioped indirectly, when students engage
daily in oral language, listcn to adults read to them, and rcad
extensively on their own. Vocabulary can also be developed directly,

when siudents are explicitly taught both mmdividual words and word-

learning siratepies. (For details, see Avmibruster et ab., 2001, pp. 29-39.)
8. Technigues and Activities

Approaches and acivities can be used (o leach vocabulary items
that are part of the curriculum and items that young chiidren find
meaningful, {See Linse, 2005, pp. 128-131))

‘Peérsonalization

Vocabulary ttems can be connected to children’s lives through
personalizaiion. This can be done (hwough leacher’s questions, which
allow children to relate the new llems to thew own expencnce. The

questions should be carefully phrased to develop children cognitive
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skills, Ldise (2050 picos the lollowing examples of these well-
phrased guestions
Whal 55 your Lol vy 10 move — jump, frop, skip, etc?
What is the nww impostant piece of furanitire i your house?
When you are froivry, what do you want to eat?

What makes you fec! happy?(p.128).

Noiice that the target vocabulary item 15 witten 1n ialics. Such
guestions help children 1o remember the words and to use lhem in
their speech and wnting as they are related to their own lives. They
also prompt children 1o think about the words and develop then
cognitive skills for remembering new words. They also help learners
“develop higher order thinking skills by having them analyse

inlormalion n order {0 answer the questions™ (Linse, 2003, 1. 128).
Word for the Day

Select a specific word yor will focus on each day. You can pre-
select the word, or you can have learners decide what word will be
featured. For example, if children arc studying jungle anhmals, they
could learn a different species each day, or you could ask each child
to bring a new word relating to the jungle on their special vocabulary
day. When you take attendance, instead of having children say here

they can say the word of the day (Linse, 2005, p. 129).
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Categories

Have each learner create a sel of picture cards or word cards
with different vocabulary items on them. Have them pul ong
vocabulary item on each card. As they are working on their sets of
cards, walk around and discuss the different words. Children who
are four {0 seven years old can casily cope with 16-20 words, while
older chifdren can cope with up to 40 words for this activity. You
can then ask your students to sorl ihe words inlo two to five different
categories of their own choosing. Then have them explain how they
put the categories together. For younger or less advanced students,
you may want to allow an other or miscellaneous category that
learners can put a fow in.

Example 2 shows how an 11-year-old may sort a set of words.
Note that there are some words that could easily go into either
calegory. if 1s important the categories are somewhal correct and

make sense for the learmer.
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Relaled to water Related to kand
harbor railroad
water travel
chilly MOUNAIR0US
OCean train
sea-sick climb

agua valley

ship

foam

sharl

oclopas

sail

windy

What's missing?

Place 12-20 picture or word cards on a table or the floor. Have
your students fook at the cards for a minute. Then have them close
their cyes. Remove one card. Ask the group or an individual learner
to lell you which card was removed. To make the game more
chullenging and interesting, have children describe the picture or
word card that was removed. By describing what has been removed,

your learners use moge advanced i gher-order thinking skills.
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Mystery Words

Read or say a sentence aloud and leave out a word. Have your
children guess the mystery word — the word that has been ormnifted.

If children come up with 2 word olher than what you had in
mind, you can tell them that it was a good guess but nol what you
were thinking. For example, if you say, [ wear a...on my head and a
lcarner says cap, you could say that you were thinking of another
word bul that cap also works. Children giving creative answers
olten leads to interesting discussions and discoveries. Children may
be given different mystery words and asked to come up with their

own scntenees for their classmates 1o guess.
Guessing Games

One way to stimulate young learner interest is to play a guessing
game about the different objects found in the picture. This helps
learners develop higher-order thinking skills while working on
vocabulury development.

The following exiract is an cxample of a lesson with nine-year
old lcarners who have had about a vear and a half of Enplish-
language instruction. The children have been learning (o read and
write in English. Note that both nouns and verbs are included as part

of the activity:
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Extract

T: Please look at the pictore, What do you sec?

Sx: Bears

T: Whal arc they doing?

51: Playmng.

T: Good. That's righl. Let’s look under the number 21, [ot's
read it iogether.

Ss:  Bears go campiug.

T:  Very good. Whai does this tell you?

$2: The bears arc Cumpng.

T:  Good. Now we're going to play a game. | am going (o ask
you some questions, aud T want you to guess the answer, 1
wanl you to guess what [ am going 10 need to go camping.
OK?

Bsr DK,

T: 1 am going to go camping and T want to fish. What do 1
need !

Ss:  Fishing pole.

T: Good. What number 15 1t?

her 8.

T:  Good. Let’s do (he next one. T wunl 10 sec at night. What
do I need?

Ss:  Flashhight.

T: Very good. {Linse, 2003, pp. 133-4}
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lf is essential (hat you use delibevate practice of words or
grammatical patterns to help children memorise the language and ..
rotiieve it whent necded. Enabling learners {o produce patterns and
vocabulary in a controlled way cnhances their readiness to express
themselves more frecly i the lanpnage. Thus, the use of
memorisation strategies is important for practising new vocabulary
and grammar, but children also oced these items in meaningiul
sitlations.

It is importanl to make the process of recycling and revising
vocabulary and stroctures a fun aciivity rather than a simple
repetition of drills. This can be done through infroducing games and

project work opportunities (Pinter, 2006).
9. Voeabalary for Young Fearncrs

Very young children lewm words refated to the concepts ihey
anderstand. Colours, for example, refer to vocabulary items which
represent conceptual knowledge. Linse (2005) notes, “Coursebooks
for young learners often emphasize nouns becausc they are easy o
lllustrate and because often ycﬁn g learners don’t have literacy skills,
so the only words that can easily be leatured are nouns” {p. 121}
However, vocabulary is not resuicied to nouns; 11 includes verbs,

adjectives, adverbs and prepositions. In addition, il includes lexical
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ficlds such as colours, days of the week, and action verbs. Children
should be able o add these words {o their vocabularies.

Pintor (2006) believes, “Children enjoy vocabulary learning,.
They pick up new words at an astonishing pace in both their first and
second or forcign language and they can understand the concept of
words well hefore the concept of grammar” {p. 88).Things thal
young children can sce, feel, play with, touch can be introduced firse
so that children can interpret the meaning of these words without the
use of the lirst language. Toys such as dolls can be used to present
parts ol the body, or puppets Lo act out a dialogue. Classroom objects
such as the desks and chairs, the piclures and posters can be used as
well, Teachers can also bring real objects such as apples, carrols,
baskets, bags, hats, or anyihing that can he carried in a bag. Pictures
and picture cards can be used logether with a set of games and
ExXercises.,

Techniques of the Total Physical Response method can be used
for presenting vocabulary, especially actions and movements (zei
up, turm round, stand up), where children can hear new vocabulary in
ameaningful context and respond nonverbally.

In addilion to mime and repetition, rhythm can also help
children remember new vocabulary. Pinter (2006} Suggesis , “Itiw 4

good 1dea for leachers fo use rich input; ie. songs, rhymes,
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rhythmical stories, which caplures the natural rhythm of English.
Children can move and clap to follow the rhythm™ (p. 89).

Pinter (2006) belicves, “Rccyciingx yocabulary and grammar can
be a good opportunity to explore words and structures d}fnamic;n}ly.
For example, children can create ‘mind maps’ on lopics alrcady
covered such as ‘holidays® or create poster displays with drawings
and words., Memory sames, such as ‘T went 0 the market and
bought...”, can be an enjoyabie way of revising food or animal
vogabulary, bul the principle of the same type of memory practice
can be extended to other vocabulary '*:Ubh as prosents in “For my
birthday T would like .7, wild animals: “In the zoo | saw...”, or

m

household objects, such as “in my cupboard here arc...” (p. 90}
16. Vocabulary for Older Learners

Explicil focus on vocabulary and gramenar should be miroduced
hrough activities arvanged for older children when they show an
active interest in grammar fonns such as by asking the teacher
questions why a certain verb such as “drink” changes to “drank”™ but
nol “think” to “thani’ in the story of S00g.

Older children can begin to move [rom learning the nouns of
veal observable objects and learn abstract words such as “friendship”
or “freedom”. They can be cncouraged to look up words n

dictionaries in the target language. They cag begn to analyse and
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compare [ivst and foreign language equivalents and synonyms. Older
- children can use.nseful stralegics (o remember new vocabulary such
as using cards that have an English word on one side and a SYHOnyIm

or foreign language equivalent on the other side.
11. Gramnzar for Yeung Lcarners

For younger children, vocabulary and grammar should be learnt
in a holistic way and only when they grow older and begin 1o show
inlerest in language analysis, can separation begin with the powerful
tool of analysis while they continue 1o leaen from rich input.

Holistic approaches such as storics are an excellent vehicle to
teach vocabulary and grammar together. Listening to a story of the
past, children will be able to recopnize the past tense as a natural
tense for slorics rather than to be analysed or broken into component
pars. Through stories, children wili be mdirectly exposed (o
grammar without the pressure of using it

Similaely, children can learn vocabulary and structure fogether
through songs. Pinter (2006) gives an example faken from the
resource book Very Young Learners by Vanessa Reilly& Sheila
Ward (1997) of teaching vocabulary and structure through a song.

Pinter (2006) maintains:
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Animal names are Laught first but also the structure, ‘Tt
likes {doing something)’. Firsi the children are asked to
malch pictures of the animals with the words. This 18

deliberate presentation ol the new vocabulary. Then

they pretend to be animals, mime the actions, and sing

along. No direct attention is paid to grammar. The
(eacher might tell (hem the gist of the song in their [ixgg
language; i.e. what the song is about, if ey want 10

know. The children learn 1  through active

participation, physical actions, and singing along
without any reference to first language, ntapipuiation of
the component parts, of explanalion of the grammar (p.

46).

12. Grammar Activities for Older Children

The introduction of language analysis can start with simple
examples such as analysing the component paris of the loliowing
structute: *Aux + Pronoun + Verb + Noun™ ag in ‘Do you like pizza?
Children have to creale other seniences from jumbled up words
similar to the modct. Thi§_ can be done in groups, pairs, or on an
individual basis. Different colours for the dilferent parts of speech

can be introduced 1o icach useful metalangnage.
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For older learncrs, children are encouraged {o discover geammar
rules for (hemsclves in games such as describing differences
between two pictures, which can be used o practise prepositions. It
is also helpfol (o learn about grammar above sentence level to do
some sort of writing in English. Older children need to leam about
the rules of linking isolated sentcnces and paragraphs into coherent
lexts. Sentences, for example, can be linked together through linking
devices or the use of pronouns as in the following two sentences:
‘T've Just got a new pet’ and ‘He is black and white’. The use of the
pronouns ‘he’ indicates thai (hese two sentences are Iinked together

into & coherent piece of fext.
13. Summary

Vocabulary as it relates 10 young learners, and as part of the four
language  skills was discussed in  this chapter. DBackground
information about how vocabulary and grammar are interdependent
was illustrated together with (he ability to recognize words and
structures. Basie principles of vocabulary development were pointed
oul. Findings of the scienlific rescatch on indirect and -direct
vocabulary instructions were iflustrated and questions about how (o
deal with vocabulary 1nsiructions werte posed and suypested answers
proposed. Various techniques and sirategies for ieaching vocabulary

for young leamners wese provided. The chapter finished with
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suggestions for deliberate practice of vocabulary and grammaiical

+ e wpatterns through the use of certain activities for-teaching vocabulary -

and grammar for both younger and older learncrs.

Finally, it secms difficalt lo divide granumar and vocabulary into
two neat catcgories. As younger learners are not ready for analyzing
componenis of language so vocabulary and grammar should be
tanght together al the same time. For older learncrs, leachers can

separale vocabulary and grammar and include more explicit and

analytical cxerciscs.
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J Assessing Young Learners

I. Entroduction

This chapter provides an overview of assessment and
backeround information (o assessing young leamers of Euglish. Tt
presenls methods of assessment for young learners and focuses on
assessment  fechniques  through  classroom-based  assessment

activities.
2. What is assessment?

Assessmeni of learning is an integral part of the teaching-
learning process. Generally speaking, teachers and icarners need Lo
know how well they are advancing in languape learning. Hffective
teuchers analyse young learners work to get evidence about their
performance. FThey pay their carelul attention to find cut which
siudents found the comtent too difficult or too casy. Based on his
ohservation, the teacher then modifics his keaching by rephrasing a
question or giving students a little bit time to provide an answer. Un
the other hand, if students can answer a question very quickly, the
teacher might ask a more challenging question.
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Asscssment is then used to determine how well children are
doing. Children on the other hand, need Lo know the quality of their
tearping. Teachers need to check what students will he able to do,
say or write as a resut of then learning. Tn other words, teachers
want to cheek whether sludents are achicving the targel objectives.
For example, at the end of a lesson, childven will be able fo. ...

Tt should be mentioned that clear instructional goals can help the
tcacher assess whether these goals have been achieved (Cameron,
20013, On the contrary, if the teacher lacks well-defined aims and
purposes, he won't be able w determine whether these have been
achieved or not. School textbooks desighed for Syrian siudents, such
as English for starters, identify these objectives al the beginning of
cach unit. This can enable teachers to assess children’s weaknesses

ot strengibys 1n their attempts to achieve these objectives.

-Teachers may base their teaching on the findings of the-

assessment process, whether siudents need to spend more time on
one activity or anoiher which seems to be difficult io grasp. This sort
of assessment is called “formative assessment” which is used to
inform and improve one’s feaching. In addition to formative
assessment, teachers peed to engage W “sumimative assessment”,
which is used to evaluate siudents performance af the end of a course
or a year and which 1s normally carried ont to give students a certain

certificate.
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Assessment and cvatuation are two different terms. " Asscssment
refers 1o collecting information and making judgments on a learner’s
knowledge, whereas evaluation is used when collecting and
interpreting information for making decisions ahout the cffectiveness
of an education program” (Linse, 2005, p. 138, referrmg to Brindley,
2003). Thus assessment is concerncd with what specilic learners can
do; whereas evaluation concems the entire educational program and
not just groups of learners. The information you obfain from
assessment can be part of the wider evaluation of the entive program.
The output of the evaluation process of an English-language
program can end up with eilective changes for better improvement
of the quality of the teaching-learning process.

Tt should be noled that assessment should measure what siudents
are able (o do rather than what they do not know (Freeman and
..Freeman,. 2004). In addition to an emphasis on the skills and
xnowledge that stadents have acquired, assessment should help the
teacher understand what additional skills children need lo acqutre.

Validity and reliability are two importanl concepts thal should
be eclarified when discussing assessment. “An  assessment s
considered to have validily if it measares the skill it is supposed to
measure with a speeific group of learners. When looking to see if an
assessment activity is valid, you need to look at what the activity is

and whal it is supposed to measure” (Linse, 2003, P. 140).
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The assessment activily and the skill assessed by each activily is

ihstraled by the following table {taken from Linse 2005, p. 140)

Phonctic awareness

i Leamers pul all of the pictures that

Il start with the /i sound together

! Tearners match a written word with Reading/ vméﬂ:ﬂllal'}f

|| the picture

8| Learners Hsten fo a story and then | Lisiening comnprehension

i answer comprehension Questig

q‘fe I3 As'e'.s-menr Activify aridl Skills {?.Fmr \

it is also important to determine whether the assessment is valid
for the leamers who will be taking the test. A test which is valid for
beginning learners (12-13 years old) may not be valid for chifdren
{3-0) years old {Linse, 20051,

The assessment tool should also be examined for its reliubility.
The tool is reliabic if the results are consistent over a period of tine.
Linse (2003} maintains for a test 0 have rcliability, “The resulls
should be consistent when different teachers administer the tests and/
or differeni teachers score them. The test results should also be
cansistent if they arc given on different days. For example, il  test is
given on two different dates and the resulls are very similar, then we

can say that it is reliable. OF course, the results won't be identical
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because learners are human and won’t always perform the same way

ot a different day or at a different time (Hoghes, 1989, p. 140).

3. Background to Assessing Young Learners

Before  choosing  an asscssment  tool,  some  imporiant

considerations must be aken inlo account.
Expectations

Expeciations for young fearncrs should be reasonable. Native
langnage speakers who use [onr-and five- word sentences (0 express
themiselves shouldn’t be expected o usc longer sentences in ihe
foreign language. Expectations for children to become flaent in the
language should also be reasonable. Children who take 4 or 5 houirs
of Englhish, shouldn’i be expected to be fluent in a short period of
time. “It can (ake f{ive to seven years for leamers to achieve
academic competence in English as a second language™ (Linse,

2005, p. 141).
Wait Timne

The teacher should wait at feast five seconds for a child to
respond to A question. He shouldn’t interrupt children during this
wall time. “By interrupting students belore they have had time fo
process the information and form an answer, you not only miss an
assessmentl apportunity, but you may also be conveying the moessage
that you don’( think they kinow the answer” {Linse, 2005, p. 41},
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Tastructions to Learners

Tests assess specific aspects of language use; therefore,

instructions should be easy to understand. Furthermore, an example

should be provided o ¢larily the instructions. Linse (2005} uses the

L]

L

lollowing list of questions to determine i the instructions are clear:

Are he insirucilions broken down miuo short senlences?

Are lhe. .inst.ructi{ms written "at aF laejow the chilclr;:r;’:; reading
level?

Ts it elear what the children do first, and what they do next?

Is alt of the needed information included?

Is the vocabulary used in the mstructions appropriate for ithe
children’s age and language level? (p. 142)

Poor instruciions should be iurned inlo good nsiruciions for

yuun;f__, learners. Consider the following poor instruction:

Look at the list f}f w:rmhufary items and circle the
corvesponding letter of the item which does not
belong, Note that one word is dissimilar. Sample
iem: a cat, b. bird, ¢. house, d. fish.

These poor instruchions can be lurned into good instructions as

follows:
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Look at the list of words. One word does not belong,
Circle the letier of the word that does not belung
(Linse, 2005, p. 142).

4, Formal Assessment

Formal or traditional asscssment is usually given n the form of a
wrillen test administered either by an individual teacher or mandated
by the Ministry of Educalion. This test typically includes activities
such as filling in gaps in sentences, answering multiple choice
questions, matching two items of vocabulary. Such fests arc casy to
adminisier and they scem to be at the level of single sentences, and
they are easy to corrcet. These traditional tests olten do not work
with younger childien as they do not point out what children know
and can do, Young children’s knowledge of English often comprises,
for example, being able to sing songs, parficipate in stories and
pames, mime an action story; ie. things that are not casy and
straightforward (0 assess objectively” (Pinter, 2006, p. 132).

Traditional tests “might also have a negative iniluence on
teaching so that instead of singing, reciting rhymes, listemng (o
stories, and playing games, children will have to spend time
answering muitiple choice guestions m order to prepare for the test.
This is olten called the negative washback effect of tests™ {Pinter,

2006, p. 132). In addition, traditional tests can be difficult and
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stresshul Tor childven who lack the abifity o wrile, and this may
result in their lower grades which would discourage children and de-
motivate them to learn English,

Az a teacher you should make sure whether the standardised test
15 valid and reliable. You also want to make sure whether the
standardised test was cssentially designed for students who are
similar to yours, Private schools may use English as a second
language tests 11 an EFL envionment to lest student’'s progress,
“Unfortuiately, the tests designed for ESL have not always proven

to be valid with children in BFL settings” (Linse, 2003, p. 144},
5, Assessmont Fechnigues

‘The meihod wsed for assessing children should be introduced in
a {riendly way. Assessment techniques for children should mnclude
activities used in their classrooms. “If traditional pencil and paper
tests necd o be used becaunse of mstivtional restriciions, they should
be considered togelher with other methods such as self-asscssment,
porifolio assessment or observations™ (Pinter, 2006, p, 133}, This
witl aliow for a more comprehensive asscssment of children’s
achievement.

Two main approaches to assessment should be teken into
consideration: norm referencing and crierton referencing. “MNorm

referencing means that leachers compare their fearners” achievement
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with the notm, i.e. the class average. If someone is below average,
they will gel a low mark” (Pinter, 2006, p. 133). Pinter cousiders this
approach inappropriaie 4s it encourages compelition among children
ancl Fails to take smalt individual progress into account. On the other
hand, the ‘criterion relerencing approach’ means that cerlain criferia
have to be met and leamer's progress has to be checked accordingly.
Unlike the norm referencing, the focus herc is on individual
achievement:  (herefore, comparisons among  children  are
discouraged.

Teachers of young learners who follow the criterion referencing
approach encourage and praise cverybody. “Children curry out lasks
in familiar lcarning contexts in an environment that encourages
confidence and builds seff-esteem and as a result they are not

worried about being assessed” (Puier, 2006, p. 134).
O bsesrvalion

Systematic observanon is onc of the tools that can be used io
assess children’s performance, v a nor-intrusive Manner. The
teacher gives a certain task to children guite a number of times unlil
they gel used to it. Then the teacher observes (heir performance. in
addition, ohservation can be used for assessing pon-Hnguistic skifls
such as (engagement, interest, and motivation) which are key 1ssuecs

in prirnary English.
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Self-asvessment

sell-assessment is another alternative method for asscssing
chitdren’s performance. Self-assessment encourages children to
think about their own performances and achievement. This way of

assessment is in line wiih the learncr-centred approach. Stmple tasks

[or younger children should be provided slowly with the help of the

leacher such as in the following table cited in Pinter 2006, p. 136)

I leawt all the
|| words from this

i unit,

b 1 can talk ahout

: my tamily,

| L can count to 50.
-~ , : i

Table 13.2: A Simple self-Assessment Tool

Portfolio

Portfolio is a popular method of assessment used by leachers of
young lcarners, A portfolio is a collection of a students’ work which
can help children grow and develop over time {Linse, 2005,
Gronlund and Engle, 2001).
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Portfolio “can include drawings, pieces ol writing, and examples
of crafts or even taped oral performance” (Pinter, 006, p.136).
Porifolios can also be used for collecting  information  about
children's activities outside the classroom. Sumples of classroom
work that illastrate what has been done in classroom can be sclected
by the teacher andfor leamers. This work is then cxamined to sce
what a student can do and the extent to which Lic has developed over
time.

The vatious types ol items thal ¢an e placed in a perifolic
might include examples of student writing, activity sheets, audio
recordings of the student speaking or reading orally, and projects
(Linse, 2003).The following table is provided by the cenirc for
informalion on language teaching and research (Cil.T} which
includes portfolio guidelines for children [earning second or forcign
. languages. The items can be used to help jearners document what

they are able to do with Janguages as part of their overall assessment.
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Getling Better! Self-Agvsessment

Whaut 1 can Po in

Al

I T can copy single words without inaking 1

bt mistakes.

I can label pictures using words I knov, ' 1 Al

[l £ can copy phrases and sentences correctly, 2 Al

;: have reached the -:-;thﬁaicm' of the Council of L"urupe-’s
| BREAKTHROUGH LEVEL in Writine

| can write two or lhree sentences with help 3 A2

from my baoks,
1 can write about things 1 ke and dislike. B A2

§ T can write some words and simple phrases 3 A2

il from menmory fairly well

fil can writc sgle sentences from MEmory 3-4 A2

and take notes for myself and others, | | :
1 have EcEEéEtﬁt: cqui{rﬂicm of the Council of Eniope's WAYSTAGE .
| TLVEL in Writing |

can writc a simple personal letter ubout g 5 | A2-BI

myself and what | have been doing or what 1 ‘ ‘

am gaing to do,

Table [33: CILt My language Portfolio: Teacher's

P11 Cited in Linse, 2005, o, i56).
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Portfolic assessment has several advandlages. Linse (2003)

mentions he following pomnis:
Porifofios:

s can he used for students at all stages of langnage development.

e can reflect what students are learning and doing i class on a
regilar basis.

¢ can show & young learner’s progress over time.

s can he used with virlually any coursebook (Linse, 2005, p. 157).

However, portfolios have the following disadvaitages:
Portfolios:

s can be very easy to inclode too much,

s can be difficull (o cvaluate the individual items.

e can tuke a long time to leam how to use portfolios.

e can take a long lime to mantain and assess all your learners’

portfolios (Linse, 2005, p. 157),

This method of assessment cag also motivate learncrs by getting
them to focus on what they are good at and develop ownership of the
learning process, thus promoting learner independence” (Pinter, p.
[37).

This method requires muech work on the part of the teacher who
should provide feedback in writing, talk io children and monilor
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their progress. The teacher also needs 1o take more responsibility for
helping younger children to choose appropriate work. The active
role of parents is also important in promoting their children’s
learning by taking an intercst in the content of portfolios.

Project Work

Another alternative tool for assessment is the use of project
work. Assessing children in groups is a logricat assessment method if
chiidren often work in groups. This is a useful tool as it involves ail
four kmguage skills and (he joint work of the £roup.

It should be meniioned thal group work gives weaker children
lhe opportumty to learm from olhers and allows stronger children o
display their knowledge. “Projects can work well in mixed ability
classes 1f the members of (he groups are carefilly selected and all

have appropriaiely defined voles and tasks and adhere (o agreed

wrorules™ (Pinter, 2006, p. 1379 Project “work gives—children the -

opportunily to demonstrate their non-linguistic strengths such as
drawing or acting.

However, one of the disadvantages of group work 1s the
difficulty of assigning grades for both individual work and EIOun
effort and 1o be fair. As a solution for this problematic issue, Pinter
{2006} suggests giving children praise and general feedback rather
than grades and ustng project work as part of formative asscssment.

Gronping children in a number of groups Lo find out which Broups
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work best for colfaborative learning might lead to an interesting
action project.

At the end of primary ¥English programmes, summative
assessmont is nsually used in most countries. A package of muliiple
[orms of assessment including self-assessment can provide 2 helier

way to measure children’s abilities.
6. Assessment of Language Skills

The following instructional activities will help the ieacher 10
assess children’s progress in the four language skills: listening,
speaking. reading, and writing. Portfolios as  assessment tools will
also be considered.

Listening Skills

Two main components of listening assessment should be
eonsidered inthe classroom: photigmic awareness (the ability th -
distinguish between different sounds) and listening comprehension.

Aspects of phoncmic awareness mclade  “the  ability {0
distinguish between sounds, identily words that start or cnd with the
same sound, and recognize thyming words. If you are assessing the
final sound /d/ and /t/, you could say the following words alond:
Madhnat, batibad, cat/cat, ”idihit, tot! Todd, metimet. 1t should be

pointed out that the point of these activitics s not {0 a¥5CSS
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vocabulary but rather if the children can discriminate between the
sowndds™ (Linse, 2005) P. 146).

As for assessing listening comprehension, the teacher should
make sure that chifdren understand words, instructions, and texis. To
assess if children understand a specific word or phrase, you can ask
them to puint to an object or picture, “If YOu want to assess if a child
comprehends the names of fruit, you could place pictures of fruit on
a table and say please peint to the banana. T you ask vour learners
to point to a written word instead, yon would be axsessing hoth their
listening and rcading coinprehension” (Linse, 2005, p. 147

Total physical response (TPR) instructions can be used 1o A8508S
children’s tsiening comprehension of directions. Such instructions
sliould be given only once at a time so that you can casily observe
them while giving the command, “Assessmg if children comprehend
text they hear aloud can involve stalemenis with pictures. For
example, if children are listening to a Story, you may ask, ‘Show me
what happened first. Point to (he picture’ or *show me the pictare of
the child who was the best helper’ * (Linse, 2005, p. 148}

Comprehension questions can be used to determine if children
cotnprehend what has been said. For example, you can ask about
what happened in the story you are reading. Tt is important to

remeimber thal children possess the speaking skills needed (o answer
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the questions. For example students need to know the past tense (o

describe what happened in a certain story.
Speaking Skills

You can assess young learners’ speaking ability through asking
questions and engaging them in conversations. You can cither
address your questions o the whole class or talk with ndividual
students.

An unalytic or a holistic rubric can be used for assessing
learners’ oral skills. "A holistic rubric provides one overall score. An
analytic rubric provides information broken down mlo different
categories” {{.inse, 2003, p. 148).

The following student oral lanpoage matrix is an analytic robric,

Teachers can use this matrix to assess chulfdren’s performance.
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Comprehension  refers (o both  speaking  and  listening
comprehension as the two skills of lstening and speaking cannot he
separated,  The other  lour  categories:  fluency, vocabulary,
pronunciation, and grammmar provide descriptors for assessing
speaking skills. “The goal is to approximate a native speaker. Thus,
students may score 5 on pronunciation without having mastered all
of the phonemes. That’s OK. Young native speakers haven’t
mastered them either” (Linse, 2005, p.150).

When children are required 0 use specilic grammatical
consfruction such as the present continuous, the texcher should make
sure that his queslions chicit the target comstruction (the present
continuous} such as in the following example:

T: Hi, Cmdy. How are you today?

8: Fme.

T. Here are some pictures,

ar OK.

T: Let’s look at the picture of the family at the beach. Do you

fike poing to the beach?

891 Yeah.

T: Who do you see at the beach? (The teacher points to the

picture of the beach),

5: Mom, ad, the hrother, sister.
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T: Can you teli me what that is? (The leacher points to a hlue
picmc iable and waits four scconds for response).

8: Ttis adesk blue,

T: Ttis ablue tuble,

S: Yeah, it is a blue table.

T. What is the mothet doing? (The teacher waits a full four
seconds)

S: e is cutting a cake.

T. (Smiles} She is culling the cake. What clsc is she doing?

S: Talking {l.insc, 2005, p. 150)

Reading Skiils

When assessing students’ literacy skills, you will want to see if
students can decode, sound-out, or pronounce the words and their
ahility to comprehend written text. Thas, assessing students’ literacy
skills is a complex process (Linse, 2003, p. 151, referring o Hurley
and Tinajero, 2001).

A slory map — a graphic sammary of a story can be used to
check students” understanding of the man ideas. Children arc asked
to deseribe the elements of a story: the settings, characters, conflict,
and resolution according to the students’ language and liferacy

fevels. Linse (2005) gives the [ollowing example:
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Setting/place: Where does this story take place? The

forest

Characters: Who is in the story? Hansel and Gretel.

Conflict/Problem: What was the main or by problem

in the story? Hansel and Gretel found an evil wiich.

Resolution: Whar fuppened with the problem? How

elied the story work E}ui‘..?

A duck took them across the river so that they conld go

home (p.152}.

Another uscful technique can be wsed to assess children’s

titeracy skills. A sequence ol Event Story Map focuses oo the order
in which cvents took place: first, second, thard, ete. This sequence

hedps children locus on ihe main events in the story.
Wreiting Skills

The technique vsed for assessing wriling 1s fo examine a sample
of wriling consisting ol & sentence, paragraph or essay. An analytic
or & holistic rabric can be used for this parposc. “The northwest
Regianatl lidueational Taboratory developed an analytic rubric based
on a total of even tratts which can be used with many dilferent {ypes
of writing” (See Linse, 2005pp. 153-155). Wriing assessmenl

shoukd focus on ideas, orgamsalion, voice of the writer through he
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words, word choice, sentence fluency, convention of the mechanical

corvectness of usage and presentation,

7. Summary

‘Fraditional tests are not usually effective measures for assessing
children’s work. A variety of alternative methods of assessinent
were suggosted. It should be always kept in mind that teachers
should foster a positive image and self-esteem in a collaborative
environment rather than make assessment siressful and competitive.
This chapter explored the meaning of language assessment as it
yelales to young learmers. The chapter included background
information about assessing  young learners’  performance.
Techmgues for assessing listening, speaking, reading and wriling

skifts were presented.
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Appendix 1: Multiple Intelligences Inventories

Inventory A: Prospective Second Langaage Jeachery

Eyirections

Read cach stalement, Write O if vou disagrec. Write 2 1t you

agree. Wrile 1 i you arc somewhore in between. Total the number of
points you have in each intelligence. Compare yout scores. Which
seore 5 the highest (strongest itelligence)? Which is the fowest
{weunkest intelligencc)!

{(} = disagree

| = stnewhere 10 befween

2 = ayree
Linguistic Intelligence

[, 1 like to write papers and arlicles.
7. Almost everyday, | read something just for pleasure.

1. [ ofien listen 1o the news on Lhe radio ofF 10 casseties of leciures,

hoks, cic.
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8.
9.

I read biilboards and advertisements.

When | read stories, I create clear images about the: characters:
and places in my mind.

[ wse iliustrations, charts, posters, and guotations Irequently o
add information to the papers T write.

1{'} hear a song or a comumercial jingle a fow times, T can wsually
remember the words,

[am a good Ietter writer.

Tencourage others to spend time reading and writing.

10. 1 have written something (hat I like.

Logical/ Mathematical Intelligence

RS R o R ]

I feel more comfortable believing an answer is correct when it
has been measured, caleulated, or demonstrated in some way.

I can caleulale numbers easily in my head.

I fike my classes w be consistent with rules, routines,
assigniments, and other expectations clearly stated.

T like playing games such as hearts, bridge, pin nunmy, chess, or
checkers,

i like or have Itked math classes in school.

['belicve that most things have logical and rational expianations.
T'like braintcaser games.

fam interested in new developments in the sciences,
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9. 1am good at solving problems.

10. 1 like to measure things exactly.
Visual/ Spatial Intelligence

1 pay attention to the colors T wear.

[ pay atlention to (he colors others wear,

T like to use visnal aids in the clagses 1 teach.

T like to draw.

1 fike to read articles containing many charts and Nustrations.

1 prefer textbaoks with illustrations, graphs, charts, and piclures.
[ like doing puzzies and mazes.

T notice (he seating arrangement in 2300m almost invmedliately.

- = L R e

Tt is easy for, me to find my way arcuid onfatniliar cities.

10, §like to la!gf: photographs on trips and yacations.
Bodily/ Kinesthetic Intelligence

1. Many of my hobbies involve some form of physical activily.

4 1 like 1o use activitics in my classes (hat require studesits to get out
of their scats and move around.

3 1 find it difficult to sit for long periods of time.

4§ ke to be involved in many forms of outdoor acivities.

5. § often get my bost ideas when I am jogging, walking, ov daing

other physical activities.
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6. When learning a new skill, I have to actually try il out in order to
ahsorly it.

7. Tlike doing things that involve working with my hands,

8.1 participate or have participaied in one or mote sportls.
9. 1 like to dance,

10,102 1o go on rides at smusement and theme paris.
Interpersonal Tntelligence

. 1like to Tisten to other people's ideas.

2. L iry to incorporate other's ideas inlo my own thinking,

3. I would prefer going to a party with strangers over spendiiy the
cvening alone.

4. T like to discuss my problems with my friends,

5. My fricads often seek help from me in solving their problems.
6. 1 like to entertain frends and give parties,

7. Hike o meet new people.

8. I like to teach olhers how to do things,

9. T consider myself to have strong leadership gualities,

10, T frequently assume leadership roles and related posilions. -

Tatrapersonal Intelligence

L. T often spend time reflecting on (hings that have happened in my
life.
2.1 plan for quiet time in my life.
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3. T consider myself to be independent and not necessarily swayed
by the opinions of others. - y

4.1 keep a personal journal and record my thoughts and activifics.

5.1 prefer to study and learn new matenial on my owil.

6. When hurt or disappointed, I find that I bounce back guickly.

7.1 can articulate (he primary valucs that govern my life,

8. [ prefer lo generate my own methods and procedures For {earning
new materials.

9. 1 often create ncw aclivitics and materials to supplement my
classes. )

10, T have hobbies and interests that [ enjoy doing on my own.
Musical lntelligence

1.1 have a very expressive voice when 1 am in fromt of a class of in
other groups.

2.1 often incorporate music or chants into my lesson plans.

3.1 can tell il someone is singing off-key.

4. T know the melodics to many different songs.

5. When [ listen to music, 1 have no difficully identifying o
following the rhythm,

6. 3 T heur a new sony & couple of times, I can usually remember the
meltody.

7. 1 often sing in the shower,
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%. 1 {requently listen lo music,
9. Listening 1o music [ like makes me feel good.

10. When [ hear a piece of music, T can harmonize with jt easily
Naturalist Intelligence

L. I like Lo be outdoors.

2. T like to observe whal is happening around me when | am
ouldoors,

3.1 hike to hike and camp outdoors.

4. Lknow the names of many different plants.

5. 1 know the names of and can describe most of the plants and
animals in my neighborhood.

6.} like or have liked hiological and life science conrses in schaol.

7. Tsupport ccologists' efforts to preserve ovr environment.

8. Knowledge of the world and how it works is important to me.

9. 1 often ook at the sky and can recognize different types of clouds
and the weather they bring.

10.T beheve that ail natural phenomena can be studicd and explained

(Christison, 2005 pp.350-1), g Tt T,
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lnventory B: ESL/EFL Students: Grade 5 fo Middle Schoul

acrrmher

Directions

Read each statement. Write O i you disagree. Wnte 2 H you
agree. Write 1 if you are somewhere in between. Total the number of
points you have in cach intelligence. Compare your scores. Which
score is the highest (strongest intelligence}? Which is the lowest
(weakest inteltigence}?

0 = disagrec

T = somewhere in between

2 = agree
Linguistic Intelligence
1.1 read often.
2. [ write notes and letiers.
3. Ttell jokes.
4. T remember people's numes.
5. Tlike poems.

6. | know many words.
Logical/ Mathematical Intelligence

1. § do math in my head,
2. 1 am good at chess and/ or checkers.

3. 1 like to categorize.
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4.1 like nunber games,
5. 1 like to solve prohlems.

6. [ ask many questions,
Visual/Spatial intelligence

b | read maps casily.

2. Lenjoy art activities.

A Ddraw well,

4. Tiike to look at pictures.

5. Hove books with Hiustrations,

5. L Eike puzzies.
Bodily/Kinesthetic Tndelligence

1. Leannot sit quictly for a tong time,
2.1 like to dance,

3. Tam good af sewing and buiiding.
4. Tam good at & sport,

3. Lenjoy working with my hands.

6. 1 like to run and walk.
Interpersonal Intelligence

1. 1am often a leader.

4ol can name two friends.
3.1 like 1o study wilh fricnds,
4.1 Eike people,



Appeidices

5. Lhave many fricnds,

6. | like parties.
Intrapersomal Intelligenec

t. T like to go to places alone,

R

. prefer to study alone.

3.1 know # lot about myself.
4.1 keep a diary,

5. I'set goals and achieve thens.
6

I learn from my mistakes.
Musical Intefligence

POl cin lun tones b0 many songs.
L}

'oLslng well.

A1 play & musical mstrument.

o1 st i 2 chotr.
v know wheo mugic is off-key.

fy. [ often HSten tomusic

Naturalist Infelligence

b T like plants.

2. T have a per,

3. | know many different flowers.
4. 1 know many different animals,
5. Llike w hike,

6. L notice trees and plands {Christison 2005 pp 347},
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Appendix 2
Children's Songs and Finger-Plays

The Alphabel Song

A-B-C-D-E-F-G, [I-I-J-K-L-M-N-O-P, Q-R-§, T-U-V, W-X, Y-

Now [ kupow my A-B-C's,

Tell me what you think of nwe?
Bingo

There was o {iurmer had a dog,

And Bingo was his name-o.
B-I-N-G-G. B [-N-G-O,

13-1-N-(-0, and Bingo was his name-o.
o Aelap) — -N-G-0O

wAclap lelap )-N-G-0O

. (elapi-(elap)-(elap )-G-O

... (elapj-(clap)-folap )-(clap }-O

o Aedapi-(elap)-felap )-{clap }-{clap)
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Clap Your Hands

Clap, clap, clap your hands.
As stowly as you can.
Clap, clap, clap your hands

As quickly as you can,

Shake, shake, shake your hands
Ay slowly as you can.

Shake, shake, shake your hands
As guickly as you can

Rall, roll, roli you hands

Ay slowly as you can.

Rot, roll, roll you hands

As quickly as you can.

Rub, rub, rub your hands

As slowly as you can.

Rub; rub, rub your hands

As guickly as you can.

Wiggle your fingess

As stowly as you can.

Wiggle your fingers

As quickly as you can,

Pound your fists
As slowly as you can,
Poand your {1sis

As guickly as you can,
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Five Little Fishes

Five little fishes swimming in a pool,
First onc said, "The pool 1s conl”,
Second one said, "The pool is deep”.
Third one said, "I want to skeep”.
Fourth one said, "Let's dive and dip.”

Fitth one said, "1 spy a ship”.

Fisherman's boal comes,

Line goes ker-splash,

Away the {ive little fishes dash.
Grandma's Glasses

licre are Grandma's glasses,

{fingers around the eyes)

Here is Grandma's hat,

(hands on head)

This s the way she folds her hands,

(forkd hetreeds)

And lays them in her lap.
Volded hands in fap)

Here are Grandma's glasses,

(lurger glasses)
Here is Grandpa's hat,
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({arger hat)

This is the way he folds his arms,
folds army across chest)

Tust bke that

{(with emphasis)

Head and Shoulders

tFoint o ewch Body parf as they tre mentioned)
Head and shoulders, knces and toes, knees and toes,
Head and shoulders, knces and toes, knees and toes,
Evyes and ears and mouth — and - nose,

I Iead and shoulders, knees and toes, knees and tocs.

Hush, Little Baby

Hush little haby, don't say a word,
Papa's going to buy you a mockinghird.

if that mockingbird don't sing,

Papa’s going to buy you a diamond ring.
Il that diamond ting fums brass,

Papa's going to buy you a looking glass.
1f that looking gluss gets broke,

Papa's going to huy you a belty goat.

I that belly gout dow’y pull,
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Papa's going 10 buy you a cart and bull.

I that cart and bull lurn over,

Papa's going to buy you a dog numed Rover.
if that dog named Rover don't bark,

Papa's going 10 buy you a horse and cart,

If that horse and cart fall down,

You'll still be the sweetest little baby n town,

H You're Happy

(clap when the statement it true.)
If you're happy and you know it, clap your hands,

If you're happy and you know it, clap your hands.

If you're happy and you know it, then your face will surely show
it.

If you're happy and you know it, clap your haods.. . . ...

If you're happy and you know it, stomp your feet.

If you're happy and you know it, stomp your feet.

If you're happy and you know it, then your face will surely show
it.

If you're happy and you know it, stomp your feet.

If you're happy and you know it, shoul hurray.

I you're happy and you kaow it, shoul hurray.

-334-




Appendices

If you're happy and you know if, then your lace will surely show
it.
If you're happy and you know it, shout hurray,
If you're happy and you know i, clap your bands, stomp your
[eet, shout hurray.
Il you're happy and you know i, clap your hands, slomp your
feet, shout hurray.
If you're happy and you know t, then your face will surely show
It
i vou're happy and you know if, clap your hands, stomp your
leet, shout hurray.

Ii's Raining
1's raining, it's pouring,
The old man 15 snoring.

" He went to bed and bumped his head

And counldn't get up in the moming.

London Bridge
London Bridge is falling down, failing down, falling down,
London Bridye is falling down, my fair lady.
Build it up with iron bars, iron bars, won bars,

Build it up with iron bars, iron bars, iren bars, my fair lady.
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Build it up with gold and silver, gold and stlver, gold and
sliver.
Build it up with gold wad silver, my tair lady.

Take the key and lock her up, fock her up, lock her up.

Take the key and tock her up, my Tair Tandy.

The Mulbherry Bush

Here we go around the molherry bush,
The mulberry bush, The mulberry bush,
{iere we o around the mulbery bush,
So carly in the morning,.

This is the way we wash o Face,
Wash our face, wash our face,

This ts the way we wash our face,

So early in the morning.

This is the way we comb our hair,
Comb vur hair, Comb our hair,
This is the way we comb our hair,
So ewrly in the moming.

This is the way we brush our feeth,
itrush our teeth, brush owr leelh,
This is the way we brush our teeth

So early m e morning.,
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Thiy js (he way we pui on our clothes,

Put on our clothes, put on put clothes,
This is the way we put on our clothes,
So early in the morning.
Old Macdonaid Had A Farm
Old Macdonald had a farm, B-1-E-1-O!
Apd on his farm he had some chicks, E-I-E-1-0!
With a chick. chick. here and a chick, chick there,
Here a chick, there a chick, everywhere a chick, chick,
Old Macdonald had a farm, B-1-£-1-O!
And o1 his Farni he had some ducks, B-I-E-1-O!

With 1 quack, quack here and a guack, guack there,

[Lese 2 quack, there & quack, everywhere a quack, guack.

Chick . chick, here, and a chick, chick there,

Here a chivk, there a chick, everywhere 4 chick, chick,
Otd Mucdonaid had @ farm, E-1-13-1-0

At on lig Taym he bad a cow, E-L-E-1-Q.

With a 100, moo here and & Mmoo, Mmoo there,

Here a moo, there a moo, everywhere a moo, 1moo.
With a quack, guack here and & yuack, guack there
Here u qjuack, there a gaack, everywhere a quack, quack

Chich . ciick here, and a chick, chick there,
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Here a chick, there a chick, everywhere a chick, chick,

Old Macdonald had a farm, B-1-B-1-0O1

And on his farm he had a turkey, B-I-E-[-0!

With a gobble, gobble here and a gobble, gobble there,
Here a gobble, there a gobble, everywhere a gohble, gobble,
With a moo, moo here and a moo, moo there,

Here a moo, there g moa, everywhere a2 moo, moo.

With a quack, quack here and a guack, guack there

Here a quack, there a quack, everywhere a quack, quack

Chack, chick here, and a chick, chick there,

Here a chick, there a chick, everywhere a chick, chick,
Old Macdonald had a farm, B-T-E-[.O

And on his Farm he had a pig, E-I-E-1-O!

With an oink, otk here and an oink, oink there,

Here an vink, there an oink, everywhere an oink.

With a gohble, gobble here and a gobhle, gobble there
Here a gobble, there a gobble, everywhere a gobble, gobblc,
With a moo, moo here and 2 moo, Moo there,

Here a moo, there a moo, everywhere a moo, moo,

With 4 quack, quack here and a quack, guack there,
Here a quack, there a quack, everywherc a quack, quack,
Chick, chick here, and a chick, chick there,

Herc a chick, there a chick, everywhere a chick, chick,
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0ld Macdonald had a farm, E-1-E-1.O1
And on his farm he had a donkey, E-1-£-1-0.

With hee-haw here, and hee-haw there,

Here a hee-haw, there a hec-haw, everywhere a hee-haw,
With an oink, oink here, and an ok, oink there,

Here an oink, therc an oink, everywhere an oink,

With & gobble, gobble here and a gobble, golible there
Here a gobble, there a gobble, everywhere a gobble, gobblc,
With a moo, moo here and a Mmoo, Moo there,

Here a moo, thers a moo, averywhere a moo, moo,

With a quack, guack here and a quack, goack there,

Here a quack, there a quack, everywhere a quack, quack
Chick, chick here, and a chick, chick here,

Here a chick, there a chick, everywhere & chick, chick,

Old Macdonald had a fazm, E-L.E-[-O! {Linse, 2005 p.204-6).
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Helpful Wels Sites

The Child Development Institute

(wiww .childdevelopmentinfo com/index him}

A helpful web site for leachers und parents mtercsted in learning
more about children's development in different areas.

Songs for Teaching (www songsferteaching.com)

This Web site provides a wealth of .v.ulnga [or teaching virtaally every
curriculom area. There arc also songs designed to help chitdren who
are lcaming Fnglish as a second language. There are cliants and
finger-plays which can be used for making lransitions from one
aclivity to another activity.

Tongue Twisters for children

(www.indianchild com/fongue_twisters hitm) !

This site provides (raditional and conteroporary tongue. twisters
which are appealing to children of all ages.

The International Children's Dipital Li!::rary
{www iedlbooks.org)

This sHe provides on-line free access to published children’s book.
This project has been funded by the National Science Foundation
and the Tastithie for Musewmn and Library Sciences and i3 striving to
create a collection of over 10,000 books in 10} langhages.

Litile Explores English Picture Dictionary

(www.enchantedlcarning com/dictionary himl)
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This site provides pictures and very stearghtforward deliniiions for
aver 2400 words, It s a very useful siie for planing vocabulavy
lessons. Often some of e siinplest words s the hardest o explain.
Word Central (www rordecnts al.oom/

Merriam Websier, the dictionary nanufaciurer, hag pui lsgether o
very asetul site desiened 1o help chifdren develop dictionary skills,
develop an appreciation for words aud Sapiat thelr vocabularies,
This siie s designed primagily for native Fuglish spenkers bat i
cspecially nseful for {eachers working with sccond- and foveien-
language leamears,

Comncil of Rsrope: Reropean Yangusge Portfolis

(wivw.con bnt/gorifutio)

Fhis site provides very useful informntion about putting topether
poritolios 0 asscss language development. Links age Copstanty
botng added so it is helptul to check hack cfton,

Nortiwest Reglonat Lab Analytic Writing Agkesarient
{www.Euwn-ﬁE,ﬂrgjass:&@@;meuffimiex.php}

The Norithwest Regionai Educational Lap kas developed s sat of
rubrics using  analytic  wiiting assessment. These rubwics were
orginaily designed for native Engiish speakers, but educators
quickly discovered that they are also appropoiate for use with
chilidren Icaming Bnglish as hoth 2 second and foreign languape.

Those rabrics can easily be downioaded.
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