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THE DISTINCTIVENESS
OF ENGLISH AS AN ADDITIONAL LANGUAGE:
a cross-curriculum discipline

Introduction

The twentieth century saw significant global movateeof communities, which have had
important effects on teaching and learning in sthaad universities. In the UK there are many
pupils who are learning English as an additionagleage (EAL), and their future achievement in
the education system will be critically determirmdtheir success in learning English.
Responding to the learning needs of bilingual pugdpends upon taking account of four main

factors which define their situation as learners:

» the process of learning a second or additionallage;
» cognitive development which is closely relateditstflanguage development;
» socio-cultural background,;

» the learning context.

English as an additional language (EAL) is concennéh all four factors. It is situated within
mainstream education but it is also a distinct afeaducation. This handbook attempts to set out

the parameters within which it is possible to dearty what is ‘distinctive’ about EAL-

In the past EAL (or ESY) has been regarded as a defined ‘subject’ in éuci this country,
and it continues to be viewed in this way in soreeocountries. However the recent
conceptualisation of EAL in England has not browshut a clear understanding of what it
represents. In the current context, EAL needs tmbee widely understood and recognised as a
significant field of teaching and learning whiclrésponsive to the learning needs of more than
500,000 bilingual pupils in the school populatidhis is vitally important for giving recognition
to the distinct position of bilingual pupils, fonproving their achievement, and for the future of

the professional focus on EAL.

! The handbook does not attempt to address thedeisgues of first language provision, bilingualism
race equality. However it is important to recogritsat although the focus here is on EAL, thesesissue
crucial aspects of the context for teaching anchieg EAL.

2 English as a second language (ESL) implies a kexye of a ‘first’ language only, in addition to Hisl,
whereas EAL acknowledges that pupils may have avlatge of more than one other home or community
language.
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EAL is primarily about teaching and learning langeahrough the content of the whole
curriculum. As currently conceptualised, it takéscp within the mainstream and within all
subjects. This makes it more difficult to recograsea distinct area of education. EAL has a
knowledge base from theory and research, and itthrasvn principled strategies for teaching in
the mainstream context which promote language ilegredongside content learning. EAL
teaching has natural affiliations with English teiag as a mainstream subject, with modern
foreign language teaching, and with English agreido language teaching, each of which are
discrete subject areas, but EAL pedagogy is apjpliedl areas of the curriculum. The learning of
English for pupils with EAL takes place as muclsaience, mathematics, humanities and the arts
as it does in ‘subject’ English. It also takes pladthin the ‘*hidden curriculum’, and beyond the
school it is affected by attitudes to race anduralin the wider society

NALDIC believes that everyone involved in educatgtrould have an understanding of what is
distinctive about EAL. The ‘visibility’ of EAL as #ield of education is closely linked to the
‘visibility’ of bilingual children. If the distindveness of the field of EAL is not recognised, the
quality of provision for bilingual pupils will det®rate: if there is a loss of focus on what is
distinctive about their educational needs, they makcomre increasingly ‘invisible’ in the

education system.

The sections of this handbook provide perspectiveBAL as a field of education and, as a
whole, they reflect the relationship between theagt practice. They define the knowledge base,
focus on the range of learners, provide a persgeoti the task that faces the EAL learners, set
out teaching strategies that have been establishedactitioners, and summarise some key
theoretical perspectives that have been influerfBath section is intended to have independent

validity while at the same time being complementary

This handbook is addressed not only to educatocstedich bilingual pupils but to all teachers,
since an understanding of bilingualism and EAL $tidne part of every teacher’s professional
knowledge. Itis intended to provide a framewarkdxtending teachers’ understanding and to
serve as an essential reference point for continpinfessional development. We hope that it will

be widely used by schools, LEAs and teacher trgiimstitutions.
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SECTION 1
The learner of EAL and the field of EAL: a conceptual

model

One of the aims of this handbook is to show thetdhs an active relationship between theory,
research and practice. Teaching EAL learners regumore than common sense and experience:
guestions about learners and classroom problenmotafways be easily answered. Such
guestions lead to research and the developmernypottieses and theories about why and how
EAL pupils learn in certain ways. At the same titttesories in other related fields (for example, a
theory of grammar in linguistics) may have a atar significance for the field of
second/additional language education. This is tbhescdisciplinary background to EAL teaching

and learning which ultimately influences both preeiand policy.

The introduction referred to the main factors whilefine the learning situation for pupils with

EAL. The conceptual model below brings these factogether

Thelearner of EAL and thefield of EAL: a conceptual model

Languape Cogniwe
Developmeni Development

THE FAL LEARNER

Socio-culiura
Drevelopment

The learning context

One way of thinking about the learning situationfupils with EAL is to consider the learner in
relation to the three areas defined by the cirdiég. process of learning a second or additional
language is related to the pupil’'s cognitive, lirsgic and socio-cultural development. These
processes interact within a particular learningtewt) the classroom, which in turn is influenced
by the wider community and societal factors. Atlieart of the process is the individual learner
with his or her unique personality and individugtkellectual and emotional strengths. All of these
factors influence the learning process. Pupilsstng and developing social and cultural

experience, for example, will affect progress iaittearning of a new languageanguage
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developmentincludes first language development and this dle a significant impact on
second language learning and on cognitive develapbe learner embraces the many different
characteristics of EAL learners (which are further out in Section 3) and includes first language
knowledge and developméntThelearning contextis primarily to do with the influence of
teaching and learning in the classroom, but it alsorporates ways in which provision for EAL
and attitudes towards pupils learning EAL are iéd in the school as a whole, and in the wider
society beyond school. Critically, if pupils’ idétigs and their existing knowledge and experience
are undermined through their social and institwtl@xperience, their learning will also be
undermined. Educators should see their roles fimgeof promoting social justice and equality of
opportunity’ (Cummins 1996: 164). Successful primrisfor EAL needs to take place in a school

context which effectively addresses race equaityés.

The diagram also provides a framework for thinkafgut the contributions which theory has
made to EAL as a field of education. Again thehearcan be considered in relation to the three
main domains: linguistic, cognitive and socio-ctdluAt the centre of the learning process is the

individual learner and the process is located withparticular context.

These domains of knowledge are inter-related amdiest reflect different emphases and
perspectives. Within each domain there are diffettegoretical positions which have influenced
the ways educators have viewed and respondedrttelsa For example, within the different
general approaches to language, systemic functiimgalistics emphasises the importance of
social interaction rather than the formal linguistystem in isolation. In this approach, language
users are regarded as social beings and meanjegésated through social interaction. Language
and literacy forms are viewed as ways of realisigganing in systematic ways within specific

social contexts. This has been an influential apgnovithin the applied linguistics field.

The model used in the diagram above, whethemieised in relation to the learning process or to
EAL as a field of education, informs the whole loistdocuments. In setting out what is distinctive
about EAL, the position taken is that it is a defirand established field of study. At the same
time it is important to recognise that it relatesther disciplines. Before focusing on the pupils

and on teaching and learning, some of the keyaelfitlds of study are set out in the next section.

% The focus of this booklet is on EAL. However léaga second/additional language cannot be sephrate
from first language knowledge and development wisabf critical importanceNALDIC Working Paper

9: Developing a hilingual pedagogy for UK schoolsets out principles and implications for bilingsati
and first language development.
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SECTION 2
The knowledge base for EAL

EAL/ESL is a recognise discipline whih draws onegal fields of study. These include:
» Bilingualism

» Second Language Acquisition (SLA)

e Linguistics

» Cognitive Psychology

e Social and Cultural Ethnography

* Curriculum Studies

» Theories of Teaching and Learning

» Language Assessment and Testing

This section provides some examples of ways in k&L has drawn on these different fields

of study.

Frombilingualism we know that:

» the learner is able to draw on existing knowledgamguage;

» first language development supports the learnirth@kecond or additional language;

» second and additional language learning outconem#uenced by age, first language
development, and types of educational provision;

» second and additional language learning has sitiésmwith the process of first language

learning, but important differences in the procasse from the learning context; for example,

bilingual pupils may use their second languagaiovative and different ways

(interlanguag®

Fromsecond language acquisitiome know that:
» the age of the learner impacts on aspects of sdaogdage learning differently;
» accessing prior learning acquired through the Fnsguage is important;

» although learners may acquire fluency in conveosati English quite quickly (approximately

2 years), it takes much longer (7 years or morektuire the level of proficiency in academic

English which is required for learning and prodotivithin the school curriculum.

* Interlanguage is a term used to take account g§\Wwawhich second language learners generatedteir
forms as they attempt to realise proficiency intdrget language. It has been shown that this Egghas
systematic rules and is dynamic, evolving over timsimilar process takes place in first language
acquisition but age, first language developmentykedge and the learning context mean that thefise
interlanguage in the learning process will be défe for second language learners.
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Fromlinguistics we know:

how rules of grammar and meanings are related;
how grammar works;

how discourse functions in different contexts.

Fromcognitive psychologywe know:

that individuals have different learning styles;
about the strategies that learners use to proofssnation for language learning;

about the communication strategies that learners us

Fromsocial and cultural ethnographywe know:

how communities use language in different ways;
how learning a language is part of wider social emtural learning;

that cultures are dynamic.

Fromcurriculum studies we learn to ask:

what should be the content of additional languagening;

how such learning is related to broader socialexthetational goals.

From theories ofeaching and learningwe learn to ask:

how different teaching approaches influence leanin
how learning may be accomplished in different ways;

how planning and classroom organisation may takewatt of the EAL learner

Fromlanguage assessment and testinge learn to ask:

what should be assessed and how it should be adsess
what progression in learning may be expected oflpugth EAL and how this can be

delineated:;

* how to distinguish between the progress and atiimsnof pupils learning EAL and those
pupils with SEN who may also be learning EAL.

As in all fields of study, understanding gainedhirthese related disciplines helps to generate the
core knowledge base which defines EAL as a distlisgtipline. This is constantly being refined
and developed through the interaction of classrpoaatice, research studies, and theoretical

developments in EAL and bilingualism.
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SECTION 3
Pupils learning EAL

Pupils learning EAL share many common charactesstiith pupils whose mother tongue is

English, and many of their learning needs are aimi those of other children and young people

learning in our schools. However, these pupils heeedistinct and different needsfrom other

pupils by virtue of the fact that they are learningnd through another language, and that they

come from cultural backgrounds and communities different understandings and expectations

of education, language and learning.

A number of factors will have an impact on the depment of pupils' language skills and their

ability to apply these skills to their learning @ss the curriculum:

the age at which pupils enter the educational syste

their previous experience of schooling and literiactheir first language;

their knowledge, skills and understanding of larggsaand the school curriculum;
home and community expectations and understanditigea@ducation system;

support structures for learning and language devedémt at home and at school.

Pupils with English as an additional language atearhomogeneous group.

Some pupils are born in the UK but enter schoohking little or no English and have limited
or no experience of literacy in their first langeag

Some pupils are born in the UK but enter schoohkipg little or no English. However, they
have some experience of literacy in their firsglaages.

Some pupils arrive between the ages of 5 and Itowitliteracy or oracy skills in English but
with age equivalent skills in literacy and oracythieir first languages, and sometimes in other
languages as well.

Some pupils enter the school system between treatdeand 16 without literacy or oracy
skills in English and with limited or no literackils in their first language due to disrupted
schooling.

In addition some pupils have suffered emotional psythological trauma as a result of family

loss or social and economic disruption to theiedivn their countries of origin.
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What can we say about pupils learning EAL in our skools?

Learners may:

have varied cultural, social and economic backgisun

have varying levels and kinds of school experience;

have an established basis in learning EAL on wtodbuild further progression;
have different expectations of schooling and edaoat

have had disrupted or little formal education;

have had varying experience of using and hearirglign

be born in the UK, arrive before formal schooliregins or arrive later;

come from established or new communities;

be isolated, refugees or be with other membersetame language/cultural/ethnic group;
have experience experienced racism,

have experienced trauma, mental or physical illthea

Learners may:

speak and read and/or write different languagediftarent purposes;
have knowledge of more than one language system;

be literate in one or more languages;

be new to the Roman script;

feel positive, negative, confident, or sensitivewtttheir other languages;
make links between prior learning and new learning.

Learners may:

be at different stages in terms of English langyaroficiency;
have acquired other languages before beginninggoige English;
have begun to acquire another language prior toiding English;
be learning another language at the same timeaasihg English.

Learners will be using English:

to communicate socially;
to construct relationships;

to understand systems and procedures (includingutteral rules of the classroom and school
life);

to develop conceptual knowledge;

to construct and explore ideas;

to make links with prior learning;

to access other learning across the curriculum;
to negotiate meaning.
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Learners differ in terms of:

e motivation;

» home support and facilities;

» perceptions of themselves as learners;
» learning styles.

Pupil learning will depend on:

» the school’'s knowledge and understanding of th&vipus experiences;

» the school’s policy and practice for race equality;

» teachers’ knowledge and understanding of secodditianal language development;
» teachers’ ability to assess individual needs aad fir individual language learning;
» teachers’ ability to integrate the teaching of laage and curriculum content;

» teachers’ ability to motivate pupils and suppod kbngthy process of second/additional
language learning.

Both within and across communities there will be dferent understandings of:
» the purposes of education;

» what constitutes literacy;

» the role of parents in relation to education;

* the role of the school;

* home / school relationships.

Teachers and educational policy makers need tovheszof the range of variables outlined in this
section in relation to both individual learners amdups. These variables will also be significant
when interpreting the overall task which learnirEentails which is outlined in the next

section.

NALDIC Working Paper 5 The Digtinctiveness of EAL: a cross-curriculum discipline Page 9



SECTION 4

The distinctiveness of the learner’s task

The previous section set out a range of varialolélsa learners. However, it is helpful to
conceptualise the overall, ‘macro’ task for pugelarning English as an additional language
(EAL). This section describes this task which ietcal to an understanding of what is
distinctiveness about EAL within education. It ey important that policy, planning and teaching
decisions at all levels always take account ottéls& for the learner. Yet it is easy to lose safht

the learner’s perspective. There are two main reafar this.

1. Once pupils learning EAL have acquired a very basiomunicative competence, it is easy to
assume that their understanding of English andgggant in learning is much greater than it

actually is.

2. Pupils with EAL are learning in mainstream classnsavhere the needs of all pupils have to
be met. It is not always possible for teacherske taccount of the distinctive learning situation
of pupils learning EAL. If EAL were a separate sdtj(like a modern foreign language) the
raison d’etrefor the class would clearly be learning a langu#gs is less clear for pupils with
EAL in the mainstream context. Neither the aduftsraling a language class in an F.E.
institution nor their teachers are unlikely to fergither the purpose or the difficulty of their
task. Yet in the context of the mainstream clagsidbe EAL learner’s task can easily be

forgotten.

How can the EAL learner’s task be conceptualiseadlllvary from individual to individual,
depending on such factors as age, educationalhdal background, and socio-economic status.
However, by taking an example it is possible tchhght common factors and enable variables to

be more clearly identified.

Sabeela — a four year old Urdu speaker entering sobl

There are many children starting their formal ediocain the nursery or reception class who come
from settled communities (typically from Pakistamd Bangladeshi backgrounds) and who are at

the earliest stage of learning English. Let us mgstihat such a child is called Sabeela. What is the

task that faces her?

We all know the incredible progress nearly all dfeh have made in learning their mother tongue
by the time they are five years old. It is a leselanguage development that is assumed to be in
place for educators to build on. It has taken pfac&abeela too, but for her it is in a language

which is not used in school. So, as the diagramvbshows, her starting point is different.
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Starting school — the EAL learner’s task

English
language/ The EAL learner has to
learning ‘catch up’ from a differen ¥
required starting point. If this doeg
for school not happen by the end o
attainmer KS1, the task may become
increasingly difficult.

1

)

KEY

Average pupil
progression
‘ Required EAL
' — progression
Lower EAL
progression

Starting KS1 KS2 KS3 KS4
point

Sabeela’s primary task is to learn English. Atgame time she will need to:

* engage in learning through the curriculum;

» go through the daunting process of learning toadse with children in the language she has
yet to learn;

» learn the social practices of the classroom andc¢heol which are culturally embedded. These

are likely to be far less consistent with her hdraekground than for the majority of children.

We also know how important the Early Years arecfaldren’s cognitive development. Much of
the significant growth in the acquisition of newncepts takes place through children’s knowledge
of language. However, the linguistic basis of matthis new learning is not accessible to
Sabeela. At the same time, the use of her mothguwis likely to be increasingly unavailable to
her in the school setting so that the language lwhas so far been a central aspect of her
development as a normal child in the home will higttle significance for her as a learning tool in
school. In terms of the educational setting, shg beaeffectively cut off from the cultural and
cognitive content already established through h&ther tongue and which has shaped her

identity. Her school experience will radically altbis identity.
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So Sabeela’s immediate task is to be able to lwhen the most significant means for learning,
her mother tongue, is in large part inaccessibleeto More than this, her task is to ‘catch up’hwit
the other children quickly. If she manages to apipnate to this by the end of Key Stage 1, she
may do well in the education system, althoughiiitiigortant to remember that her development in
English will not be complete at this stage and watiuire continuing support. But if she fails to
make sufficient progress by this time, her tadikiedy to become more difficult because the
demands of the curriculum depend increasingly temdcy skills in English, and on the knowledge
which the children have acquired in school. Andcbing up’ is basicallyer problem. No-one

waits. The curriculum moves on. Sabeela is faced aimoving target.

This example has highlighted the task facing thé earner:

» to progress from a radically different startingmidrom other children;

» tolearn a new language

» to learn the curriculum in a new language;

» to acquire the appropriate social skills;

» to accommodate the new language, values, cultut@gpectations alongside the existing ones

she has learned at home.

This has to be achieved in a relatively short tiama] attainment will be measured against a
constantly moving goal or target. Relative to th&rhing task that faces the majority of children,

this is clearly a ‘distinctive’ task.

Similar diagrams could represent the task for pugildifferent ages. For older pupils who enter
the education system with different home and edoicak experiences, the task will vary. The
school curriculum increasingly requires an undediteg of abstract concepts, relying heavily on
previous knowledge, literacy skills and an abitiywork independently. Learning will tend to

have less contextual and interactive support tbaa thild of Sabeela’s age. But whatever the age
of the pupil’s entry into school, the distinctivatare of the EAL learner’s task is to ‘catch up’

with a moving target by engaging in learning anigaldal language simultaneously with learning
the curriculum content, skills and concepts. Inithold, while rates of progress will depend on the
range of variables shown in Section 3, the learaimg) social context within the school will play a

part in making the task easier or harder

Mapping the ‘macro task’ from the EAL learners’ ggective, taking account of their starting
points, will help teachers to understand the legsrsituation and to plan teaching strategies

which are appropriate for pupils learning EAL. Thlighe focus of the next section.

°See Section 3 for a list of key school factors Wipapil learning depends upon.
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SECTION 5
The distinctiveness of EAL pedagogy

English as an additional language (EAL) pedagodkesset of systematic teaching approaches
which have evolved from classroom based practicesmjunction with the development of
knowledge through theoretical and research persgsciThese approaches meet the language and
learning needs of pupils for whom English is ani@aldal language. They can be used in a wide

range of different teaching contexts.

EAL pedagogy is therefore about using strategiesifiport English language development and
learningin context. It is also about teaching EAL and it therefore it&®wn content demand.
This means not only different classroom contexti$ dtso the wide range of factors which the
pupils bring to the learning situation and whicfiuance it. These include level of English, prior
knowledge, age, socio-economic and cultural backgipliteracy in and knowledge of L1,
motivation and attitude to learning, learning stgtel identity. These are all specific to the
learner’s situation and define it as distinctive.

EAL pedagogy recognises the need for pupils toldbe o use the additional language for both
social and academic purposes. It acknowledgesrtigetaken for all learners to gain fluency in the
spoken and written language of the academic cuancuwhilst taking into account the need for
pupils to gain the knowledge, skills and undersiragaf all curriculum subjects.

Teachers who have knowledge of specific EAL teaghimd learning strategies, whether they are

specialists or class/subject teachers, will:

» understand progression in second/additional larglesyning;

* be able to assess pupils’ understanding of cutmowontent and use this information in their
planning;

» draw on pupils’ bicultural and bilingual knowledged experience;

» incorporate first language knowledge and use apjai@pstaff resources where available;

» take account of the variables that apply in diff¢r@ntexts, and capitalise on the potential for

working in partnership with their mainstream/spésiaolleagues.

The next section sets out:

» five principles which underpin the concept of gqoectice for pupils learning EAL;

* a planning framework to show the relationship betveore and additional planning required
for pupils learning EAL;

+ acommentary on the framework diagram includingtsgies that will support learning
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Principles which underpin good practice for pupilslearning EAL

1. Activating prior knowledge in the pupil.

Rationale

Bilingual pupils’ experiences will vary, as willgir use of English and knowledge of culturally
specific frameworks for learning. Learning involvategrating new information (‘input’) into
their existing mental model of the world (or sch@nim second/additional language learning,
prior knowledge of content and language plays anraje in helping to make second language

input comprehensible.

Examples
Finding out what pupils know about a topic througiestioning, supporting self-monitoring and
using KWL’ charts, brainstorming in small groups or pairscdvery tasks, enabling use of home

language.

2. The provision of a rich contextual background to m&e the input comprehensible.

Rationale

Pupils learning EAL require opportunities to drawawditional contextual support to make sense
of new information and language. Content learnorgolupils learning EAL can be greatly
improved through the use of visual support. This lvalp learners to conceptualise learning tasks
that are being presented to them, or in which Hreyengaged, even when their knowledge of the

target language is limited.

Examples

There is a distinct difference between a visual&idexample, a picture of a frog) and ‘key
visuals®(for example, a diagram of the life cycle of a frdgey visuals or graphic organisers are
linked to tasks which support the development ofceptual and language knowledge. They
provide a summary of information but they also sleostructure for the information. They also
offer opportunities for pupils to engage in actiearning experiences. Visual support and graphic
organisers might include: maps, diagrams, chatdes, semantic webs, graphs, time-lines,

outlines of causal sequences, videos, computehipspveb pages etc.

® See Section 6 for an example of the relevanseléma theory and literacy development.

" pupils first list what they alreadyrow about a topic, then what thesant to find out, and when they have
completed the topic, they record what they haeened.

& A term borrowed from the work of Bernard Mohan.
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3. Actively encouraging comprehensible output.

Rationale

Learners are actively encouraged to produce spakdmwritten language from an early stage of

the lesson(s) onwards. This is important for baipnitive and linguistic development. The active
use of language provides opportunities for learteets®e more conscious of their language use, and
to process language at a deeper level. It alsg®home to both learner and teacher those aspects

of language which will require additional attention

Examples
Using peer tutoring, collaborative learning, draand role play, opportunities for scaffolded
teacher-pupil and pupil-pupil interaction, quesitignstrategies; using oral feedback to move

learners towards the forms of language used inngriscaffolded writing activities..

4. Drawing the learner’s attention to the relationshipbetween form and function; key

grammatical elements are pointed out and made exglt.

Rationale

Whatever language is needed to talk about the opnteshould be used in ways that allow
learners to take note of the language itself. Aibenshould be drawn to language and how it is
used to express the content knowledge. This cam mgalicit comment on forms, structures and
functions of the language that is used to conveyctintent, as well as in more indirect ways of

calling attention to language.

Examples
Drawing attention to the grammatical forms usecketrall past events or to ways of expressing

doubt (e.g. ‘may’ and ‘might’) in texts, modellimgnd extending its use and providing
opportunities for practice; talking about ways gpeessing politeness when asking for something;

noting how paragraphs present information in differsubjects and how subtitles are used.
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5. Developing learner independence.

Rationale

Learners need increasingly to become more indepemaéheir use of a range of learning
strategies, drawing on metacognitive (e.g. orgaioisal planning), cognitive (e.g.
grouping/classifying) and social-affective (e.g-aperation) awareness. The teacher has a key
role in encouraging pupil independence throughstiiection of planned activities, and by

assisting learners to apply strategies which devedif-reliance.

Examples
Providing opportunities to model and extend what @en taught; scanning texts to look at sub-

headings and diagrams prior to reading; using diagrto demonstrate knowledge; using

dictaglos$ note-taking; teaching study skills.

Planning and teaching which takes account of pupilearning EAL

The diagram on the next page outlines the stagpknhing and delivery which take place over a
lesson or series of lessons. The left side shoevsdhe teaching and learning decisions; on the
right is the added dimension of expanded planningHe EAL learners. The diostinctiveness
comes not only from the type of learning strategoes also from the breadtf strategies that the

teacher needs to draw on.

° The teacher reads a short text which the pupiisrstruct from notes they have made and usingfoors
the surrounding text.
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Planning and teaching framework which takes accounof pupils learning EAL

ALL PUPILS

previous curriculum or skills
knowledge

level of literacy, numeracy etc.
optimum teaching style and
organisation for class and age
group

U

curriculum content

teaching/learning objectives for|
lesson/ week/ unit/ term.

U

teaching strategy e.g. talk and
board work, OHP of text,
textbook, worksheet, video,
demonstration, practical,
explanation of activity etc.

U

learning activities/ reinforcement:

writing tasks, practical activities,
collaborative activities, DARTS,
worksheets, etc.

U

outcome: written, spoken,
diagram, model, drawing, game
played, etc.

FOCUS FOR
TEACHERS

PLANNING
KNOWLEDGE

CURRICULUM
KNOWLEDGE,
CONCEPTS, SKILLS,
LANGUAGE

DELIVERING THE
CONTENT -
TEACHING

ACTIVITIES FOR
LEARNING

OUTCOMES,
ASSESSMENT,
FORWARD
PLANNING

PUPILS WITH EAL

level of spoken and written English
previous educational experience
level of curriculum subject knowledge
other languages used

cultural and social differences
language development aims

review of classroom management,
organisation, routines to support EAL
learners academically, socially and

culturally
U

EAL learners need:

content-based language: vocabulary,
language structures, functions and
grammar

content-related language: additional
language learning

modelling at sentence and text/genre
level

‘learning how to learn’ skills
socio-cultural knowledge
modification of subject content

knowledge/printed materials

‘brainstorming’ and semantic
webbing/mapping

contextual and visual support
graphic organisers (e.g. charts)

teacher modelling / focused and
appropriate teacher-pupil oral
interaction

use of L1 support

U

individual, peer and group work

mixed ability, ‘good’ language and
learning role models

practical activities

differentiated tasks (dependent on lev
of EAL) including use of visual suppor

language and content focused oral an
written work

opportunities for feedback: oral and

JA

written
U

observational notes: behaviour, oral al
written output, peer interaction

examples of work: oral and written

evaluation of work/analysis of
development errors to identify languag
development and inform planning

liaison with EAL specialist and other

professionals

NALDIC Working Paper 5 The Digtinctiveness of EAL: a cross-curriculum discipline

Page 17



Explanation of the framework diagram

Planning knowledge

Effective practice for EAL learners is based on:

» knowledge of the background experience and langpegiée of the EAL pupil to identify
variables;

» knowledge and understanding of pupils’ prior kna¥ge or level of skills;

« knowledge of school policies on the teaching of BAlpils®:

» understanding of a range of teaching and learriylgss

+ ability to analyse language and cognitive demarfidissson contents for EAL learners, and an
understanding of how they can be used to promotguizge as well as content learning;

* high expectations;

* an understanding of expected progression and apatepargets

Curriculum knowledge, concept skills, language to & taught in lesson/week/unit/term

In all cases where EAL pupils are in mainstreamssga, knowledge and skills to be taught are
determined by

* long and medium term curriculum planning within thational Curriculum

* previous formative assessment of pupils’ progress

PLUS for EAL pupils in particular:

* long and medium term languagkanning, determined by the stages of Englishugiilp in the
class;

» short term goals, informed by formative assessmoeptpil progress in EAL;

» the language demands of content at vocabularyasyand discourse levels, and embedded,
contextualised meanings;

» the social and cultural contexts related to leay@ind the curriculum content, and pupils’
abilities to use appropriate strategies;

» the development of independence by explicit teagbirlearning strategies;

» experiential learning (for younger pupils) or otkexys of providing contexts which support

understanding and engagement.

19SeeSCAA (1996).Teaching English as an Additional LanguageEramework for PolicyPage 5
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Delivering the content

Teachers have a wide range of teaching strategissl¢ct from. For pupils learning EAL the

following may be particularly helpful:

scaffolding (oral or written) as a step to indepamak in the planned phasing of lesson input,
for example through the use of writing frames,estant banks and oral frameworks.
exploiting previously used language to activatempknowledge and link to pupils’ experience;
using brainstorming, discovery tasks, questionimg) WL techniques;

providing rich contextual support for understandimgpugh experiential activities (including
games), visual support includimgalia, artefacts, video, charts etc.;

use of key visuals or graphic organisers to presamtculum concepts or knowledge with
reduced language input;

the integration of speaking/ listening/ readingiting in English, using one language skill to
support/reinforce another;

judicious use of L1 (oral and written) for contégdrning, discussion and the development of
new concepts;

talk and interactive questioning, supported by beaork, diagrams, OHP, IT, etc.;

modelling the use of the key language features;

using oral strategies such as questioning, repetitind remodelling to support pupil use of
this key language;

using different forms of questioning - closed apém, concrete and abstract, and higher order
guestions;

use of culturally accessible learning materials;

demonstration;

Activities for learning

Learning activities enable pupils to actively engagth the knowledge, skills and understanding

that are the focus for the lesson. Activities witpend on the age of pupils, previous learning,

lesson objectives and time available. A wide raofggasks may be used requiring the use of some,

or all, of the four language skills.
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For pupils learning EAL it will be important to ceider:

encouraging the active use of new language in goftiterough collaborative activities in pairs
and groups, planned grouping to provide good maofdisnguage use, opportunities to plan
and rehearse feed-back, drama and role play, gnésgiresponse/recording activities);
drawing attention to features of written Englishviagrking with DARTS-type activities.
Directed activities related to text (DAR¥Bencourage active reflective reading with
opportunities for feedback. They are based on fjwes of reading activities: reconstruction or
completion activities and analysis activities. Exdas include text completion, sequencing,
prediction, diagram completion or construction} tearking, labelling, matching sentence
halves, true-false statements, making summarigmesating text. They can be used to draw
attention to the relationship between languagetfon@nd form;

opportunities to draw on previous understandingexykrience;

encouraging use of home and community languagediotent learning, discussion and the
development of new concepts;

providing scaffolding (e.g. oral frameworks, wriiiframes, sentence banks) to support learner

independence and to model the language to be leadhpractised.

Outcomes

Pupils’ responses to classroom tasks are a patlgainportant means for teachers to:

draw together the learning that has taken place;
provide additional reinforcement if necessary;
gain information for formative assessment purposes;

focus on future learning.

For pupils learning EAL they also provide opporties to:

plan supported oral feedback, which recognisessacdurages the use of the targetted
language objectives, and which also recognisesathattten outcome may not reflect the
pupils’ full understanding of the topic;

recognise the quality of participation and achiegetrin a way which reflects an
understanding of the nature of the task for the Edrner;

use outcomes and feed-back to focus on future aodkto encourage motivation;

assess language learning as well as content anddagpletion in accordance with appropriate

EAL assessment procedures.

™ For more information abojut the use of DARTS sewiBs, F and Green, T. (1984)
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SECTION 6

Frequently asked questions:

Theoretical perspectives which inform practice

One of the aims of this handbook is to highlighe telationship between theory and practice.
Section 1 provided a conceptual model for considethe learner of English as an additional
language (EAL) and also the field of EAL; Sectiodelineated the key fields of study which have
informed EAL as a field of education; Section Bussed on the practice by outlining some of the
key issues in teaching and learning EAL. The refethip between pedagogy and the knowledge
base is dynamic. In this section our concern gréwide examples of perspectives which have

been influential in the field through commonly agkgiestions.

The examples chosen are not meant to be reprasertéthe field as a whole; nor do they do
more than give a brief indication of the extensualies from which they are taken. They are
intended to be a window into the fields of enquittyich inform the ways in which educators

respond to the phenomenon of learning an additiamguage in the context of normal schooling.

What is the normal development of English as an adtional or second language for
young children who need to learn EAL when they stdrin the nursery or reception

classroom?

A number of researchers have examined the eadgstaf learning English. Young children often
go through a ‘silent period’, ‘echo’ single wordigvelop ‘formulaic’ language and begin to
generate ‘telegraphic’ speech in the early stab@isors (1997) points out that during this time
children may experience the ‘double bind’ of negdim be able to socialise with their peers in
order to learn the target language but at the sBmeethey have not learned sufficient language to
be able to socialise successfully. This has impoitaplications for early years educators who

need to help children learning EAL through thisqass.

An account of this progression appears in NALDICrkitog Paper 4Guidelines on Baseline

Assessment for Bilingual Childreh is reproduced as the Appendix to this handbook
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How long does it take to learn a second language?

A natural question is to ask how long it takes fsufa learn ESL/EAL in the context of schooling.
Collier (1995) provides evidence which suggestsititakes seven years for a pupil learning EAL
to acquire a level of English to an academic leeshparable to their peers who speak English as
a first language. In some cases it may take lorgdividual differences in the rate of acquisition
and the level of proficiency achieved are to beeexgd. This evidence, as well as classroom
experience, suggests that pupils need continugsbsupver a period of several years if they are

to achieve satisfactory levels of academic achierdm

Some of our EAL pupils seem to be orally proficienbut have difficulties with the
higher order skills needed to understand and compte some classroom tasks. How

can this be explained?

What seems apparent is that language learning et more complex than one might imagine,
with different layers of proficiency. Cummins (1@§4listinguishes between basic interpersonal
communications skills (BICS) and cognitive acadelarguage proficiency (CALP) in
second/additional language learning. BICS is auls#forthand way of describing the social
language skills which is often highly contextuatisehether in the classroom, playground or
street. CALP, on the other hand, describes the weteontextualised, abstract language use
increasingly required for the school curriculurmuphs at an early stage of learning EAL will
benefit from highly contextualised activities whasanore proficient learners of English will need
developmentally appropriate tasks which becomedesgextualised and more cognitively

demanding.

Cummins (1984b) elaborated the distinction betwks and CALP into a framework relating

to the cognitive and contextual demands made kycpéar tasks.
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Framework for mapping the relationship between congéxtual support and cognitive

demands in tasks

COGNITIVELY
DEMANDING

A | C

CONTEXT CONTEXT
EMBEDDED REDUCED

B | D

COGNITIVELY
UNDEMANDING

Teachers can ‘place’ learners within this framewarkrder to help them judge the types of tasks
which are suitable for the pupils’ level of undarsling. Learners will need to progress from
guadrant B (context-embedded, cognitively undemag)do quadrant A (context-embedded,
cognitively demanding) and then to quadrant C (exateduced, cognitively demanding). Hall
(1995) warns that activities which are cognitivehdemanding and context reduced (quadrant D),
such as colouring in or copying from the board aithunderstanding, should be avoided for EAL
learner§”. Curriculum content in school is increasingly lesstextualised and requires higher
level of conceptual understanding. Additional catueal and linguistic support, often referred to
as ‘scaffolding’, can enable EAL learners to cortgke task successfully without being denied

cognitively challenging work. The use of writingimes is an example of scaffolding learning.

Are there ways in which the thinking skills required in the curriculum can be
developed in association with language development?

The school curriculum is underpinned by thinkinglskPupil learn to describe, compare, predict,
sequence, evaluate, justify and so on. Learniadp@sit developing thinking skills. These thinking
skills are expressed through different uses ofdang. For example, comparison is a thinking
skill, involving the language of comparison: ‘grexathan’, ‘the longest’, as well as ‘but’,
‘however’, and ‘on other hand’. Adjectives are usedescribe objects or features being

compared.

12See Cummins (1996) and Cline & Fredrickson (1966}liscussion of this framework
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The challenge for the teacher responsible for dgiet) EAL is to identify the thinking skill
involved in a particular activity and link the larage to it. One approach to this task has been
developed in Canada in response to the needs ofl&ihers. ‘The knowledge framework’
proposed by Mohan (1986) is a systematic framewdnikh relates the thinking skills found in
the school curriculum to the corresponding langusgiés™. In addition, Mohan introduced a third
component, the ‘key visual’, arguing that repreaah of knowledge through various types of
graphics organisers and visuals can support leaofdEAL. Taking the thinking skill of
‘comparison’ referred to above, corresponding kisyals could be a tick chart of Venn diagram.
If we consider the thinking and language skillsefuencing, a visual representation of the
passage of time could be a time line or a cyclgrdim. Used as the basis for an activity or task,
such ‘key visuals’ can assist understanding of eptecand also the development of related

language skills.

Is second language learning similar to first languge learning?

Second language development has many similaritigsfinst language development. However,
the school context for second language learningiig different from the first language learning
context. There are also other important variabieliding age and the degree of need to

communicate.

We need to remember that there are several wayiswing language learning. Some researchers
approach it from a cognitive perspective, otherpleamsise the importance of the social interaction
in which language is used to make meaning. Sonaddgnguage acquisition as a discrete
ability, others view it within general learning bty like learning to walk. We don’t know exactly
how people learn a second language but we do knatnttinvolves the interplay of several
influential factors: mind, self, culture, brain alatiguage (Bialystok and Hakuta 1994). Spolsky
(1989) would support this view, arguing that wederconsider each learner individually (age,
intelligence, aptitude, attitude and motivatiorr, éaample) within the context of learning,

including the interactions with the peer groupctesr and society.

13 See NALDIC Occasional Paper 1 and NALDIC News Nan@ No 6.
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Why do some pupils with EAL appear to know the meaimg of individual words but

sometimes do not understand the meaning in conteas intended by the writer?

Learners interpret the meaning of new input by dngwn information based on their experiences
which are stored in their minds. Schema theoryrsféa explanation of how information is stored
and is used to make sense of new experiencednipmtant to understand that this information is
socially and culturally located and this will infloce the way pupils learning EAL interpret what
they experience in the classroom. For examplerder to understand the sentence ‘The
policeman held up his hand and stopped thé“oae relate what we read to something familiar, to
the schema which will account for the event desctitMost people would assume that a traffic
policeman is involved and that there is a drivethi car who puts on the brakes. A considerable
amount of knowledge about cars and the behaviopoliéemen is required to make this
interpretation. However, if the policeman were knaw be Superman and the car without a

driver, a very different schema would be requiredriderstand the text.

Words have multiple meanings and are used witleifit emphases. Native speakers of a
language acquire knowledge of variation in word miregs through their use in different contexts.
For example, the word ‘match’ has three common mmgancalling upon different schemata: a
sporting game (‘Did you see the match’), sometitodgyht a candle with (‘Be careful with the
match’), and a verb which instructs pupils to fsithilar objects (‘Match the pentagons’). A
second language learner has to have all three sthemailable to make sense of the word in

context.

The learners also needs to develop an understanfiimgy language is used in discourse. For
example, comprehension may be dependent upon riscagthat a writer is using irony.
Language carries complex meanings through assomestinferences, culturally understood
referents, ambiguities, juxtapositions, and soM@aning conveyed through words may be much
more than ‘the sum of the parts’. Acquiring thishness in language use is part of what it means
to be a member of a ‘speech community’. Understandieaning in context therefore requires,
amongst other things, background experience whigsgccess to the full range of language use
within a speech community. Developing a seconddditenal language to this level requires

time, exposure and opportunities to internalisera@atise meanings through interaction.

It is easy for a native speaker of English to asstamiliarity with culturally embedded

assumptions which pupils learning EAL may not hagguired. They come with their own

!4 Discussion of this example can be found in Caeetl Eisterhold. (1987)
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schemata based on their own experience. Teachedstaeecognise this and accommodate such
differences. For example, when introducing a nguictgupils can be asked to ‘brainstorm’ an
idea or concept. This group activity can bring diffierences, and provide the teacher with an
opportunity to explain concepts, starting from liggrners’ understanding, rather than presuming a

shared common understanding.

Why is it claimed that strong first language develpment helps the learning of a
second or additional language?

One important aspect of the first/second (L1/L2glaage relationship is the recognition that
concepts learned in the L1 transfer to the L2. Cimar{l984a) used the diagram below to

illustrate this point.

Cummins’ ‘dual iceberg’

QIMIMaT LUNAaeriving Froriciency

The diagram envisages a ‘dual iceberg’ in whichttdps of the icebergs represent the surface
features of the two languages. Below the surfaed lef the water, however, they are not
separated. This represents the learner’s cogratiddinguistic awareness which can be applied
through both languages. Cummins postulated thedramon underlying cognitive/linguistic
proficiency’ enables concepts to transfer from lamguage to the other. This theory reinforces
the importance of strong development in L1 for pif@arning L2. The evidence of research
shows that development of L2 benefits from the iomig development of L1. Along with other
researchers, Cummins proposed that EAL learners toeach a certain level (‘age appropriate
competence’) for them to gain cognitive benefitiroecoming bilingual. The danger is that if

this threshold level is not reached there may lgainee effects. Although not universally

NALDIC Working Paper 5 The Digtinctiveness of EAL: a cross-curriculum discipline Page 26



accepted, ‘the threshold hypothesis’ may help fda® why some bilingual pupils fail to make
the progress required when taught only through iEngThe level of English needs to be
sufficient to enable cognitive and academic leagnitake place. The delay caused by learning

English only, may lead to longer term underachiesmetiy

There are many reasons for supporting the maintenand the development of pupils’ home and
community languages. These are set out in NALDIGRWig Paper 9: Developing a bilingual
pedagogy for UK schools. The central importancirsf language development has implications
not onlu for the responses teachers are able te machool, but also for supporting maintenance
and development in the home and in community laggudasses. Given the complexities of
supporting first language development of pupilsriesy EAL in a multilingual society such as
England it is essential that EAL teaching supp®dfithe highest quality and of time to ensure

successful linguistic and cognitive development.

Pupils learning EAL make slower progress than expeed. If they do, should they be

regarded as having special educational needs?

Section 4 used the example of a young bilinguallgamescribe the distinctive task for the EAL
learner. However, this does not imply that suchilpumave special educational needs (SEN). The
process of learning a language should not be eduéte SEN. This principle has important
implications for planning. For example, the placoideAL pupils within groups, enabling them to
draw on prior experience, and providing them withffolded English language support, should

help them to engage with the curriculum at an apiate cognitive level.

On the one hand there is a danger of diagnosiegraihg difficulty for a pupil with EAL where
one does not exist; on the other hand, there nget of failing to identify and follow up a
learning difficulty where one does exist. It is ion@ant that where pupils with EAL are thought to
have a special educational need, the issue ignoted. It can be extremely difficult to make a
judgement about whether a concern arises fromritheeps of learning EAL or whether the pupil
may have a special educational need. It will bg W@portant to gather as much information abut
the pupil as possible, taking account of the dejiwd the curriculum and the pupil’'s home

context, first language, and culture.

It is beyond the scope of this handbook to dedt wits complex subject. Cummins (1984a) has
been influential in drawing to the dangers of cassessment. Readers are also referred to Hall
(1995) and Cline (1995) (NALDIC Occasional Paper 4)

15 See Section 4fhe Distinctiveness of the learner’s task
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Postscript

There are a number of important issues for teaatfgrapils learning EAL which are beyond the
scope of this handbook. These include: first laggudevelopment and bilingual teaching in the
school context; EAL and Special Educational Neeasg equality; EAL and bilingualism;
assessment of EAL and assessment of first langieggopment; and contexts for the dfelivery

of support to pupils learning EAL. Some of thesmies have been addressed in previous NALDIC

publications; others will be taken up in future NIC publications.
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Appendix

THE EARLY STAGES OF LEARNING ENGLISH

This outline of the development of young childrel@arning of English as an additional language
has been prepared by NALDIC to inform judgementdertay educators in assessment contexts. It
draws on research findings. The process shouléée &s cumulative and there will be variations
in the rate of development according to environmlemersonal and social factors.

Many bilingual children who are at an early stagtheir learning of English go through a
'silent period' when they first enter an unfaméarly years setting. This can last for up to six
months or longer. This is not a ‘passive’ stageinguhis time, children will be watching,
actively listening, and exploring their environmémunderstand new experiences and to
develop new meanings. They will be trying to relatevious knowledge to new contexts. It is
important that children should not feel pressurigesipeak until they feel confident enough to
do so. However, it is essential that adults comtittutalk to the children, to pick up their non-
verbal responses, to support the child's understgrad meaning, and to involve them in
activities; these strategies will help childrerirtternalise the language they hear and to
develop a sense of the patterns, meanings and cdtgeguage functions in their new,
unfamiliar environment.

During this time, children may begin to use norbat gestures as a response to a question or
to indicate a need. Understanding is in advanapoken language.

Many children may begin to 'echo’ single words smighe short phrases used by adults and
peers. All attempts at speech should be encouragggraised.

There will be a development of 'formulaic’ langagghunks' of social speech) e.g. "Mummy
come soon." "My turn." Children may begin to joimwith story refrains and repetitions and
songs.

'Chunking' will continue, but children will incrsimgly begin to use one word utterances
(frequently nouns) which will perform a range afigmage functions (e.g. questioning,
responding, naming).

Children will then begin to generate their owtetgaphic' sentences, using two or three word
utterances. Function words are likely to be omijtted main concern being the
communication of meaning. Non-verbal gestures @ftltn accompany speech. Holistic
phrases (a development of '‘chunking’) will contidueng this stage.

Children will begin to use extended phrases opirsentences which contain surface
developmental errors in the use of plurals, tens&sonal pronouns, function words and
articles. Again the emphasis is on the communioatfoneaning.

Increasingly children will develop more controlthreir use of functional language. However
surface errors in the use of tenses, word endindphkrals will continue for some time until
children understand the use of different grammhbsitactures in the target language, which
may be very different from the home language.
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