Volume 42 Issue 2 VAY
WYk

Scan

The journal for educators o
Special issue -

spotlight on
supporting EAL/D
learners

Analysing
perspective in
history

Introducing

the Authentic
Connected Engaged
(ACE) Framework




Contents

Published by the NSW Department of Education, Scan is an open access online journal, delivered quarterly.
Scan is a leading educational resource that brings innovative change to the lives and learning of 21st century
educators and students. Scan informs teachers’ practice by encouraging engagement with a wide range of
articles, including peer reviewed research, to enhance school and student outcomes across NSW, Australia
and beyond. The journal aims to leave teachers inspired, equipped and empowered, and students prepared

to maximise their individual talents and capabilities.

4

11

15

20

Learning through argument -
bringing EAL/D learners into the
conversation

Margaret Turnbull outlines teaching
practices that scaffold talk for students
learning English as an additional
language.

Art makes thinking visible for
learners of English as an additional
language or dialect (EAL/D)

Cindy Valdez considers how responding
to art provides EAL/D learners with
opportunities to develop skills of risk
taking and critical thinking.

Multilingual storytelling in the
classroom

Gill Pennington examines the
value of celebrating home
languages in the classroom
through multilingual storytelling.

Decodable texts and learning to
read as an EAL/D learner

Anette Bremer interviews Kerry
Cheeseman and Shinaz Saleh about
the role of decodable texts in teaching
reading to beginning readers who are
EAL/D learners.

26

34

Taming the dragon before
reading

Joanne Rossbridge explores ways
dragons in literature can be used as a
motif to engage EAL/D students from
many cultural backgrounds.

Analysing perspective in the
Stage 6 history classroom

By using practical examples,
Rebecca Langham explains the
process of teaching Stage 6 history
students to analyse sources in terms
of perspective.




40

52

Learning connected beyond
the classroom -introducing the
Authentic Connected Engaged

(ACE) Framework for educators

Teacher education academics and
researchers from Western Sydney
University consider the impact of an
authentic and connected curriculum
on teaching and learning.

Creativity, tech and problem-solving -
engaging students in purposeful
digital challenges with T4L Kids

The Technology 4 Learning (T4L)
team explores T4L Kids, an engaging,

Welcome to our
Term 2 issue!

This issue begins
with a special focus
on supporting EAL/D
learners.

Thank you to all
our contributors for
generously sharing
their expertise.

Want Scan delivered
to your inbox?

Register (free!) to

receive email alerts.

curriculum-linked magazine for Stage 3
and Stage 4 classes.

55 Beyond comprehension -the child
reader as critic

Gail Erskine and Vivienne Nicoll-Hatton
explain the Sun Project: Shadow
Judging in which students read and
respond to books on the CBCA Shortlist.

Copyright: The material in this publication is subject to copyright under the Copyright Act 1968 (Cth), and is owned by or licenced to the
State of New South Wales through the Department of Education (the Department). Material published in Scan covers and other third party
content in Scan are reproduced with permission, where applicable. Apart from uses in accordance with the Creative Commons licence
(below), permission must be sought from editor.scan@det.nsw.edu.au prior to any (other) use.

Creative Commons: The material in this publication is licensed under CC-BY-NC-ND r
4.0 and may be printed or download without alteration or abridgment and must 00 @aﬁ— ..Q|EI=E| @
retain attribution of the source. The user shall not sell, hire or otherwise derive M =

revenue from copies of the material. T ) I =l SR B B S

The views expressed in these articles are solely those of the authors and do not represent the views of the NSW Department of Education.

Links to external sites: Links within Scan are provided with the intention of increasing the information available to our readers.

The NSW Department of Education has no control over linked websites, and is not responsible for the views, opinions, standards or
information expressed on linked websites. The provision of a link does not imply that the NSW Department of Education endorses those
websites or the people or companies who own them, and vice versa. Please refer to www.nsw.gov.au/disclaimer#links-to-external-sites
for a comprehensive description of the NSW Government’s policy regarding links to external sites.

The appearance of advertising on, in or in connection with the NSW Department of Education, and the Scan publication, does not imply
any endorsement of the advertised company or product.

© 2023 State of New South Wales (Department of Education). ISSN 2202-4557. SCIS 1547886.


https://education.nsw.gov.au/teaching-and-learning/professional-learning/scan/subscribe-to-email-alerts
https://education.nsw.gov.au/teaching-and-learning/professional-learning/scan/subscribe-to-email-alerts
http://www.nsw.gov.au/disclaimer#links-to-external-sites

Learning through
argument - bringing
EAL/D learners into the

conversation

Margaret Turnbull

Principal Policy Analyst, NSW
Department of Education

Margaret Turnbull describes ways

in which argumentation skills are
developed through talk and outlines
teaching practices that scaffold talk
for students learning English as an
additional language.
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Much has been written about the integral role of
talk in learning (Alexander, 2020). When a young
child learns to talk through interacting with adults,
they are learning how language works while
learning about their environment. Halliday (1993)
said, ‘When children learn language. ... they are
learning the foundations of learning itself’ (p 93).

As adults, we continue to learn through talk. You
only have to think of your own struggles learning
something new (for example, a new language) to
appreciate the role of talk in the learning process.
Whether recounting an experience to a friend or
summarising a podcast for colleagues, it is the
process of putting thoughts into words that can



clarify understandings, stretch comprehension of
concepts and give the opportunity to experiment
with new vocabulary.

Dr Sue Ollerhead (2022) describes the importance
of explicitly teaching oracy across the school
curriculum. My article provides a complementary
perspective to Dr Ollerhead’s by describing both
dimensions of ‘learning to talk’ and ‘learning
through talk.” It describes ways in which
argumentation skills are developed through talk and
outlines teaching practices that scaffold talk for
students learning English as an additional language.

Why focus on developing
argumentation skills?

There is good reason to develop argumentation skills
to equip all students to reason critically, interrogate
evidence and negotiate shared understandings
(McNaughton et al., 2019; Reznitskaya and

Svaricek, 2019). Argumentation is key to both civic
participation and academic achievement (lordanou
et al., 2016). In the broader social context, the

nature of debate on social issues is often distorted
by polarising media and limited use of rigorous
research. Positions are often asserted using emotive
language to flame conflict and there is a diminishing
understanding of what counts as evidence. Now,
more than ever, students need the language and
thinking skills to construct and evaluate argument.

Argumentation skills required for school learning
include examining and critiquing evidence, exploring
different perspectives and constructing, organising
and justifying positions (Reznitskaya and Wilkinson,
2019). Talk plays a key role in the development of
argumentation skills as it is through conversations
that students present, support and clarify their
views, thus building an internal schema for
argumentation (Mercer, 2008; Mercier, 2011). Mastery
of both oral and written argumentation is necessary
for school academic success. Whereas written
argumentation is an intellectual exercise constrained
by the norms of the written mode, oral language is
considered a more flexible resource for negotiating
understandings and/or achieving consensus (Newell
et al., 2011). For ‘English as an Additional Dialect’
(EAL/D) learners, oral interaction plays a critical role
in the development of language for argumentation.
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Why is talk important for students
learning English as an additional
language?

Students who are learning English as an
additional language are learning to talk in English
and learning about the English language at the
same time as using spoken English to explore
new concepts (learning through talk). They

may draw on linguistic resources in their home
languages as well as their developing English
language when teasing out their understandings
of new concepts through talk. Hence, there

is a hefty cognitive load for EAL/D learners in
classroom interactions. Often these learners
report a reluctance to participate in class
discussions because they lack confidence in
their language skills, or they are not given the
opportunity to use their full linguistic resources.
When EAL/D learners sit on the sidelines of
classroom interactions, they are at risk of missing
out on key learning through talk.

The importance of talk and interaction in learning
language is clear. When students are pushed to
produce language, they are required to think more
deeply and to work harder than when simply listen-
ing (Swain, 1995). It is in the intellectual struggle
to make oneself understood where deep language
learning occurs.

By varying classroom interaction patterns, we can
enrich talk opportunities. There is considerable
evidence that classroom interactions continue

to be dominated by teacher talk and the classic
pattern of ‘Teacher Initiation — Student Response -
Teacher Evaluation/Response’ move (Nystrand,
1997):

T: So what can you tell me about Leif Erikson?
(Initiation)

S: He discovered America (Response)

T: Right. (Evaluation)

While this type of interaction pattern may be
useful for checking student comprehension, it
tends to limit students’ spoken contributions to a
single word or phrase. When the teacher opens
up the third move, however, by pushing students
to elaborate their ideas and extend talk, students’
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language skills are stretched, as in the

following example:
Argumentation skills required for school

T: Right. So why do we think that learning include examining and critiquing

Columbus discovered America?
S: So maybe it’s about how his life was

evidence, exploring different perspectives
and constructing, organising and justifying
positions ...

recorded in History.

There is also evidence to show that more
interactive classrooms that are socially

supportive and include opportunities for cumulative,
purposeful and deliberative talk, create positive
learning outcomes. Between 2014 and 2017, a

trial of Dialogic Teaching, a model of pedagogy
underpinned by these principles (Alexander,

2020), was conducted in the UK with nearly 5,000
Year 5 students and 208 teachers over a period

of 20 weeks. An independently commissioned
evaluation through a randomised control trial found
that students in the intervention group were up

to 2 months ahead of their control group peers

in standardised tests of English, mathematics

and science. Video analysis showed impressive
developments in teacher and student talk
(Alexander, 2018).

While findings of the randomised control trial
illustrate the potential of interactive classrooms to
increase scores on standardised tests, they may
distract from the significance of this pedagogy for
student engagement. When students are respected
as thinkers and reasoners in classroom interactions,
they will build a more positive perception of their
own intellectual and learning abilities, which
supports more active engagement in learning
(Resnick and Schantz, 2015). It follows, that EAL/D
learners would benefit from a supportive and
challenging interactive learning culture.

Furthermore, Resnick and Schantz (2015) warn that
without careful attention to cultural and linguistic
differences, efforts to increase opportunities for
argumentation through classroom interactions could
reinforce, rather than reduce, inequities in learning
opportunity within schooling systems. Given their
limited linguistic resources in the target language
and prior learning experiences outside Australia,
EAL/D learners may have restricted access to talk
that is key to building reasoned argumentation
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competence. Explicit language teaching and a
culturally responsive approach to planning classroom
talk is required to scaffold EAL/D students’ inclusion
in learning interactions (Davies and Esling, 2020;
McNaughton et al., 2019; Schleppegrell, 2013).

Strategies for scaffolding the
language of argumentation in talk

In the secondary context, the persuasive language
used in argumentation is a little more subtle than
the persuasive texts produced in primary school.
Argument is less about passionate assertions and
more about convincing others through tempered use of
emotive language, increased use of abstract academic
language, considered emphasis of key points and
subtle evaluation of different perspectives and sources
of evidence (Christie and Derewianka, 2008).

Examples of these language strategies of
argumentation are:

Using nominalisation to build academic
spoken language

Nominalisation is a powerful language resource
for creating academic spoken and written texts.
Everyday spoken language typically uses very

few nominalisations. Put simply, we can think of
nominalisation as changing a verb into a noun; for
example, ‘invaded’ becomes ‘invasion’. Sometimes,
as in this example, in the process of changing a verb
into a noun, we also move from a concrete action to
an abstract concept (Derewianka and Jones, 2021).

Using nominalisations can also change the structure
of the sentence. Compare the following spoken and
written texts. The first sentence using everyday
language has more words, verbs (attend, remember,
celebrate) and clauses, illustrating the complex
structure of spoken language. The second sentence



uses nominalisation to increase the density of the
language and includes only a single verb (is).

Everyday language: ‘On ANZAC day people attend
public ceremonies to remember the soldiers who
died and to celebrate the Anzac legend.’

Written language: ‘The Anzac day public comm-
emoration is a celebration of the ANZAC legend.’

In the first example, the subject of the sentence is
the ‘people’, while the subject of the second sentence
is ‘the ANZAC day public commemoration.’ Using
nominalisation, 3 clauses from the first sentence
have been condensed into one noun phrase - ‘the
Anzac day public commemoration.” This removes

the person (people) from the sentence and makes
the subject of the sentence an abstract concept
(commemoration), which is typical of academic texts.

The second sentence is written as a single clause
with the verb ‘is’ joining the 2 nominalisations. This
is a typical construction of an academic text used,
not just in argument but in other informative texts,
to define, classify or describe.

Nominalisations can also be used as a strategy

to create cohesion. In the following example, the
author compacts information from 2 clauses in the
first sentence into a single nominalisation in the
second sentence. This helps the text flow.

‘On ANZAC day people attend public
ceremonies to remember the soldiers who died.’

‘This public commemoration is a celebration
of the ANZAC legend.’

Student spoken language

It is important to make visible for students, the
role of nominalisation in constructing academic
language. Joint construction provides the ideal
opportunity to co-construct nominalisations
from spoken language to model academic
language. For example, teachers write students’
responses on the board during discussion

and then collaboratively reconstruct these as
nominalisations that can then be used to jointly
construct paragraphs.

Using intensifiers to graduate arguments
We can adjust the strength of force of an
argument by using intensifiers. Intensifiers are
words such as: very, somewhat, extremely, less,
simply, most, terribly, exceptionally, incredibly.
These words help the speaker or writer to
strengthen the point they are making (Derewianka
and Jones, 2023).

In more academic writing, moderate use of
intensifiers can be more effective. Consider the
difference between the following sentences:

‘Talk plays an incredibly important role in
the classroom and is extensively supported
by overwhelmingly positive research
findings.’

‘Talk plays an important role in the classroom
and is supported by extensive positive
research findings.’

It is important to discuss the use of intensifiers with
students and teach them how to moderate their use
by examining and critiquing their effectivenessin
exemplar texts.

Teacher recasting of student language into
nominalisation

‘It is representing something from the war.’

The representation of war

‘On ANZAC day people attend public ceremonies to
remember the soldiers who died and to celebrate the
ANZAC legend.

The Anzac day public commemoration is a

‘Cook basically took over someone else’s country.’

Cook’s invasion of Australia

‘Like they all remember it because it was such a horrible
thing.’

The horrors of war

Figure 1: An example of board work where the teacher shows how nominalisations can be constructed
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In the history classroom, intensifiers can be used
to evaluate the usefulness of evidence or the
source in an argument. In the following example,
teachers use a cline, or graduated rating scale,
to teach the language for describing usefulness
of history sources (Figure 2). This language can
be modelled on the board as a whole class, then
practised in group discussion where students analyse
the sources and justify their decision before completing
a joint construction of a source annotation (Figure 3).

0 5 10
Not Somewhat/  Very/ Extremely
useful  partially significantly useful

useful useful

Figure 2: Usefulness cline for describing primary and
secondary sources

Significance of the US Civil Rights
movement on changing rights and
freedoms in Australia

Source 3 is a secondary source produced in
2009 comparing Martin Luther King’s key
activities with Charles Perkins’ from 1936
to 1965. Source 3 is somewhat useful as it
doesn’t tell us whether Charles Perkins was
directly influenced by Martin Luther King;
however, the dates do provide information
that suggests that Martin Luther King was
an influence because he has key events that
Charles Perkins follows. Therefore, this source
is partially useful in providing information.

Figure 3: Joint construction of source annotation in Year 9
history

Using ‘saying’ verbs to evaluate other
perspectives

In argumentation, other perspectives can be
introduced by explicitly referring to what others

say about the issue or topic. This can be done using
direct quotes; for example, ‘Alexander (2020) states,
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Interactive classrooms can increase

opportunities for ‘learning to talk’ and ‘talking
to learn’ for EAL/D students.

“dialogic teaching is more than just classroom talk”
(p 1), or by reporting what was said: ‘Alexander
suggests that classroom talk is complex.” The use
of saying verbs in these examples (states, suggests)
carries particular meaning that can be used in

an argument to subtly evaluate the perspective
(Derewianka and Jones, 2023).

A range of saying verbs includes: argues, states, says,
suggests, points out, implies, explains, concludes,
reveals, confirms. Some of these saying verbs give the
impression that the perspective is factual or neutral
(states, reports, explains), while others give the im-
pression that the perspective is open to interpretation
and therefore, evaluative (suggests, implies, claims).

The meaning of each of these verbs can be
articulated and exemplified for students so that
they are used appropriately. For example, as a
group, students can classify the saying verbs as
either evaluative or neutral (Figures 4 and 5).

Saying verb  Definition

States To present information as a fact

Reports Give an account of a particular matter

Explains Provide a clear detailed description
giving reasons

Figure 4: Group activity to classify and define neutral
saying verbs

Saying verb  Definition

Confirms To establish that something is truthful
or correct

Suggests Put forward an idea for consideration

Implies Indicates without explicitly stating

Argues Expresses a view and gives reasons

Claims Put forward an idea without providing
evidence

Figure 5: Group activity to classify and define evaluative
saying verbs



Knowledge of language is key to effective
scaffolding

When teachers understand the language features
of argumentation, this knowledge is reflected in
their contingent scaffolding of student language
during class discussions. Contingent scaffolding,
sometimes referred to as interactional scaffolding,
occurs when teachers take the ‘in-the-moment’
opportunities to respond to student comments with
the intention of providing support and/or challenge.
According to Hammond and Gibbons (2005),

one way teachers scaffold students’ academic
language is by appropriating their everyday
language and recasting as academic language (see
Figure 6).

T: Why did the Cold War begin?

S: The superpowers were competing
for power

T: Yes. They were competing for
dominance. Can you say that
again but use the noun
‘competition’?

S: Competition... competition for
dominance by the superpowers

T: (writes) ‘due to the competition for
dominance by the superpowers’

Figure 6: Example of recasting students’ everyday
language into written academic language
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For over 20 years my work with schools has been to
support teachers to increase their capacity to teach
and challenge EAL/D learners, and especially to
meet the needs of refugee students. These students
have often had limited or disrupted schooling

due to trauma (Burke and Field, 2023). Social,
emotional and academic learning is dependent on
collaboration between schools, families and external
agencies to deliver educational services and
specialist counselling to students and their families.
| have been able to witness how learners acquire
the English language and engage in meaningful and
purposeful learning experiences, but most of all |
have seen them develop confidence in all areas of
their schooling. One way that learning can be



supported is through art. So how can viewing and
responding to art provide our EAL/D learners with
opportunities to develop the skills of risk taking,
problem-solving, collaborating and critical thinking?

My journey integrating the arts and visible thinking
routines began in 2012 and continues today. Since
2014 | have been introducing students to the Art
Gallery of NSW, a place where both knowledge

and English language can be stimulated. Some
students were even involved in an art exhibition, the
Belonging project, that focussed on the experiences
of young, displaced people. The work of those
refugee students was displayed alongside artworks
by Syrian children, curated by Australian artist Ben
Quilty. Creating and responding to artworks can
help to develop the ability to describe and explain.
Students can be invited to share their interpretations
of what the image might be about. By sharing their
wonderings or questions about an image, both
language and literacy development are enhanced.

The transformative power of art

There is growing evidence that arts-based programs
support the wellbeing and cognitive development

of students (Ewing, 2010). In her review of the arts

in Australian education, Ewing argues that research
demonstrates that students from every background
would benefit from an arts-rich curriculum. This

is also exemplified in the research conducted by
Belinda Davis and Rosemary Dunn with pre-school
children who were creating and viewing art in

the context of an art museum - The Museum of
Contemporary Art, Sydney, Australia (MCA). Davis
and Dunn (2023) state, ‘As children hear more
specialized language in context, they are more likely
to use and understand it. They argue that creating
and interacting with art provides opportunities to
explore symbolic meanings since even when very
young children create and interact with art they

are supported to use language to describe their

There is growing evidence that arts-based

programs support the wellbeing and cognitive
development of students (Ewing, 2010).
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experiences. This is important for all children but as
Rachel Burke and Rebecca Soraya Field (2023) note
in their research on the impact of arts on students
from refugee backgrounds:

... for students with disrupted or limited
experiences of formal education, less
structured, arts-based approaches may

offer learning opportunities in which the
linguistic load is lessened through embedded,
multimodal supports.

In my classrooms, | have chosen to support students
who are learning English while they are also learning
by using ‘visible thinking’ routines (Ritchhart, Church
and Morrison, 2011). These routines can help to
develop English language, especially for students
from refugee backgrounds. For instance, using

the See-Think-Wonder routine helps to develop a
learner’s ability to observe images, art works and
artefacts closely. The careful selection of images is
critical if students are to be able to make connections
to personal experiences, activate prior knowledge
and interpret and make inferences about what

they see. Quality texts offer more possibilities and
information for students to explore than do simplified
texts. Furthermore, this routine helps students to
develop vocabulary by learning everyday language
and naming the participants and happenings in the
images that they are viewing. Visible thinking routines
can also support EAL/D students’ understanding of
what it means to ‘learn’, and ‘think’ in a new context
by making thinking ‘visible’ to ourselves and others.
When newly arrived students interact with images
from rich authentic texts, they are supported

to learn how to infer, make interpretations and
connections, and respond. A focus on meaning
nurtures the kind of thinking that readers do.

Making thinking visible

To successfully implement the See-Think-Wonder
routine with EAL/D students, an initial focus on
oral language can both support listening and
utilise questions to extend students’ responses.
Support can be given by accepting responses in
any language and assisting plurilingual students
by translating questions into their home
language. (This may be achieved by recording
students’ responses to play as the need arises.)



After implementing the routine orally for 5 or
6 sessions, student responses may be scribed
and jointly constructed and then displayed in
the classroom. Students can then be asked

to complete a See-Think-Wonder chart by

The comprehension developed through seeing/
viewing is supported when students are

directed to make meaning without the obstacle
of interpreting unknown verbal language.

writing their ‘thinking” and ‘wonderings’

on paper. Images can also be described
using extended noun groups. For instance,
beginning with the noun, then expanding by
introducing articles, adjectives, adjectival phrases
and clauses.

Amplifying the curriculum through
art

Rather than simplifying the curriculum for
students learning English, the aim is to ‘amplify’
the curriculum by implementing programs with
high challenge and high support. It is an issue of
equity to ensure that all students have access to
the Australian Curriculum (Ewing, 2010). Like any
strategy that involves high challenges, students
might at first find this task difficult. However,
developing visible thinking through art really

This can initially be achieved by displaying the
images being viewed on an interactive whiteboard

or enlarged onto A3 paper. Alternatively, multiple
copies of the image can be shared between 2
students. Students would then have the opportunity
to look more closely at the images, ideally in silence
for 2 minutes or so. By encouraging students to work
in pairs, to ‘name’ what they see, and by accepting
responses in all languages, (D’'warte, 2014) they are
supported to use both English and their own linguistic
resources to respond. The comprehension developed
through seeing/viewing is supported when students
are directed to make meaning without the obstacle of
interpreting unknown verbal language. These prompts
may support students to report what they can see:

engages students, so my suggestion is to persevere | can see a...
and enjoy this routine. Images may also be viewed | cansee an...
with a focus on a concept, or ‘big idea’ being There is...
developed as part of a unit of work. There are ...
Determiner Adjectives Noun Post modifiers
Pointer Counter Intensifier Describer Classifier Noun Adjectival Adjectival clause
adverb phrase
— vy AL 2B3C2J with a long
st 6F K1V brush stroke
E o
person in the frame who ...?
“ on the right ﬁ
= at the top o
place which ... ?
ﬁ ﬁ and :
thing that ... ?
that really beautiful Chinese picture in the gallery
those two very colourful images that | really liked
my extremely personal self-portrait which | created with
collage and crayon

Figure 1: The noun group
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By moving to a whole class response, students can
be supported to share what they saw.

By working in pairs or groups and by encouraging
the use of all their linguistic resources, students
can be supported to participate in discussion.
Teachers can use prompts such as: ‘What do you
think about ...?” or ‘What do you think is happening
here?’ to extend the discussion. Similarly, questions
like: “‘What makes you say that?’ and ‘How do you
know?’ can elicit reasons for students’ statements
and encourage them to find ‘clues’ and ‘evidence’.
Modelling the language of ‘interpreting’ may also
support students to develop their responses. For
instance:

| think this picture/image is about ... | know this

because ...

| think the artist wants us to ...

The author wants us to think about ...

This reminds me of ...

Finally, sharing with the rest of the group can be
facilitated by working in pairs to discuss both
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‘wonderings’ and questions they might have about
the image or artwork (Hammond and Gibbons,
2001). These sentence stems might be useful in
modelling the language of ‘questioning’ as this is
the most challenging part of the routine. EAL/D
students will find it hard to distinguish between
what they ‘think’ about and what they now ‘wonder’
about.

| wonder why ...?

| wonder where ..?

| wonder who, what, when, how, and so on ...?

During the final sharing with the whole group,
students can be supported to describe by building
and expanding noun groups both orally and in
writing (see Figure 1).

Learning to communicate effectively in English

is vitally important for all students, and is best
facilitated by creating an inclusive, engaging
learning environment that provides both maximum
challenge and a very high level of support
(Hammond and Gibbons, 2001).

Hammond, J. & Gibbons, P. (2001). What is
scaffolding? In Hammond, J. (Ed.), Scaffolding
teaching and learning in language and literacy
education, (1-14). Primary English Teaching
Association Australia (PETAA).

Ritchhart, R., Church, M. & Morrison, K. (2011).
Making thinking visible. Jossey-Bass.
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Gill Pennington examines the value
of celebrating home languages in
the classroom through multilingual
storytelling.
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Stories delight readers and listeners of all ages
and have long been employed in schools to engage
students’ interest, introduce new language and
concepts, and inspire reading and writing. For
English language learners, stories provide a useful
vehicle for gaining confidence as speakers and as
learners, especially when sourced from a variety
of culturally and linguistically diverse traditions.
All students benefit from opportunities to share
and respond playfully to multilingual texts, in the
process becoming storytellers themselves, using
their own voice to share their experiences and
interests with a wider audience.

In this article, | begin with a revealing episode of
multilingual storytelling in an Early Childhood
classroom, before providing background information
about the value and potential of using story as
pedagogy. | describe an initiative begun with students
from refugee backgrounds in south-western Sydney



which has now evolved into a popular resource

for use throughout the primary years. Finally, |
conclude with a brief example of a multilingual ‘rich
task’ designed as a culminating activity to enhance
language and literacy learning across the curriculum.

Reading the Nepali version of
Farmer Duck

As the students in a Year 1 class settled down to
listen to one of their favourite stories, a guest reader
took the storyteller’s chair and opened the pages of
Farmer Duck by Martin Waddell. The book and the
illustrations were already familiar to the children -
but today we were looking at a Nepali version of the
story, and the text was to be read aloud in Nepali by
our special guest. Within the class were 3 speakers
of the Nepali language, all newly arrived in Australia
and with limited knowledge of the English language.
They, along with their fellow students who were

also from language backgrounds other than English
(LBOTE), always enjoyed story time and were waiting
in anticipation on the rug.

As the story unfolded, most of the class used the
pictures to scaffold their understanding of the plot,
smiling as they recognised some of the shared
words. | was fascinated to watch the reactions of
the 3 Nepali speakers. After announcing ‘that’s my
language!” excitedly to the class as the book was
introduced, they sat down amongst their friends -
until the story began, when they were drawn, almost
imperceptibly, towards the reader. As they inched
forwards - ending up practically on the reader’s lap
- they inevitably blocked the sightlines of the rest of
the students, who were then obliged to listen to the
story without the help of the pictures. Surprisingly,
they remained still and attentive, recognising that
the 3 Nepali speakers needed to engage closely
with the book, thus allowing them the space to enjoy
the story through the medium of their own language.

This small episode is, | believe, enormously
significant for educators of LBOTE students,
especially those who are learning English as an
additional language or dialect (EAL/D). It underlines
the importance of welcoming home languages

into the classroom so that all students feel valued
as multilingual speakers. It also illustrates the
value of providing English language learners
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with opportunities to use their existing linguistic
knowledge to access school learning. And not least,
it suggests that many LBOTE students are already
aware, maybe more so than their teachers, of the
diversity of linguistic and cultural knowledge to be
found within their schools and classrooms.

EAL/D students in NSW schools

In NSW public schools, more than a third of students
are from homes where languages other than English
are spoken by either the students themselves and/
or at least one parent or carer (NSW Department of
Education, 2021). Most of these students can speak
and understand more than one language, an asset not
always recognised in the education system, where
EAL/D students are often seen as failing literacy
learners. By acknowledging the multilingual richness
of the classroom and encouraging all voices to be
heard, schools actively value and endorse the lives
and accomplishments of students and their families.
EAL/D students can thus be supported to learn a new
language, and to learn curriculum content through
that language, while continuing to develop heritage
languages in their homes and communities.

The phrase ‘funds of knowledge’ was first used
over thirty years ago to describe the knowledge and
skills that are embedded in the everyday lives and
practices of families and households (Moll et al.,
1992). Funds of knowledge include home language
skills as well as personal and family stories and
cultural experiences, knowledge of local beliefs,
histories and lifestyles. Many LBOTE students

grow up able to use languages interchangeably
according to audience and purpose, communicating
with grandparents in their home languages or
adopting the role of interpreter for family members
less familiar with English. Such language practices
have been the focus for more recent research into
translanguaging (Garcia, 2009), which foregrounds
the ways that EAL/D learners make use of the range
of linguistic resources that they use at home and

in the community. In translanguaging pedagogies,
teachers recognise the versatile nature of multilingual
communication outside the classroom and encourage
movement between languages as a way of promoting
their students’ meaning making. Such movement
can occur naturally within activities surrounding
multilingual storytelling.



Multilingual storyboxes

Stories hold a universal appeal. Gordon Wells
describes our way of making sense through the
stories we share with others as ‘an essential part
of being human’ (Wells, 1986, p 222), recognising
that our stories are an essential part of who we
are. This sense of identity is nurtured in homes
and communities, where children listen to and
contribute to the stories their families tell and retell
about activities in their shared past, internalising
them as autobiographical memories. Stories are
the funds of knowledge that we create from those
around us, learning from our society and from our
cultures (Heath, 1983) and accessed through the
languages of the home.

In Australia, stories in English are an important part
of the literate discourse of mainstream schooling
(Lowe, 2002), with early narrative competence
offering a firm foundation for emergent literacy
and long-term academic success (Cremin et al.,
2017). If multilingual students are also to enjoy

a strong foundation for their learning, then
educators need to promote storytelling that
represents the lives and languages of the whole
school community. All students can enjoy listening
to stories originating from different cultural
backgrounds. By accessing bilingual versions of
popular stories, EAL/D students will be supported
to make connections between their home
languages and English, and to use their voices to
make stories of their own.

Multilingual Storyboxes are sets of resources
developed to meet the storying needs of culturally
and linguistically diverse students in south-
western Sydney. They were conceived by Kim
Cootes and me as we worked to support teachers
of EAL/D students, especially those from refugee

By acknowledging the multilingual richness of
the classroom and encouraging all voices to

be heard, schools actively value and endorse
the lives and accomplishments of students
and their families.
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Figure 1: Multilingual Storybox: Lima’s Red Hot Chilli by
Derek Mills

backgrounds. The boxes were developed as
prototypes with the idea that teachers could
develop their own boxes to suit the context of
their classroom and the needs of their learners.
Comprising a large plastic box with a lid, each

box contains one core text (written in English)
supplemented by approximately 8 bilingual versions
of the same story. In addition to the reading books,
the box contains resources to extend and enhance
students’ meaning making through their use of
English and home languages. Activities include the
use of musical instruments, dressing up clothes,
puppets, play food, suggestions for communicative
activities and so on.

Each box has a theme. Some are related to Anglo-
Australian stories. For example, The Three Billy
Goats Gruff box contains bilingual versions of the
story (using the languages of the target group), toy
animals, goat and troll masks, and paddle pop sticks
to build a bridge. Other boxes are related to cultural
themes. For example, Lima’s Red Hot Chilli is a
story about an Indian girl’s experiences with a
chilli, and the foods her family give her to cool
down her mouth. It contains Indian puppets,
toy chillies and samosas, and flashcards
showing different foods. All students are
encouraged to use their own voice, in their own
languages, to respond to and create stories
that reflect the knowledge and experiences of
their homes and communities.



Storyboxes and their associated activities are
aligned with EAL/D pedagogy. Links are made with
students’ prior knowledge and understandings
through home languages and funds of knowledge
and there is a focus on oral interaction as students
listen to language and try out new words to clarify
meaning. Associated activities are carefully
scaffolded to encourage students to notice,
practise and reformulate new language, and explicit
teaching related to the box’s theme develops
students’ understanding of new vocabulary and
grammar.

At the core of the storybox pedagogy is a playful
response to storytelling. Play is ‘story in action,

just as storytelling is play put into narrative form’
(Paley, 1990, p 4), and learners benefit from the
opportunity to act out their ideas and their feelings,
moving between ‘what is’ narratives, a simulation

of everyday life, and ‘what if’ narratives that enter
into an imaginative world of fictive possibilities
(Cremin et al., 2017). Through responsive play
children actively participate in personally significant
classroom language and literacy learning
experiences, utilising their funds of knowledge

by sharing personal experiences and cultural
practices.

Multilingual storyboxes encourage the practice of
‘book-related pretend play’ (Welsch, 2008), which
is a student-directed and initiated response to
stories. After becoming familiar with the storybox
texts, students enjoy the chance to interact with
others (using English/home languages), to make
object substitutions (for example, a pencil becomes
a magic wand), to integrate imaginary elements
(bringing new settings or characters into the
story) and to assume roles directly related to the
characters, objects, actions, setting, language and
themes found in the stories.

The storyboxes are also designed to nurture
connections between home and school, and family
members are actively encouraged to participate in
storytelling activities at home and in the classroom.
Teachers welcome parents and carers who might
like to take on the role of a storyteller with the
class, providing artefacts, insights, and information
for the benefit of all students.
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On reflection

In closing, | return to the Year 1 class who enjoyed
sharing Farmer Duck. They were working with the
storybox featuring Lima’s Red Hot Chilli and had
read the bilingual books many times in groups
and as a whole class, they had acted out the story
using the toy food as props, and they had created
puppet plays and written out scripts. To extend
their understanding of food and family mealtimes,
we decided to create our own multilingual book
that would describe each student’s favourite meal
and who they had shared it with. In doing so, we
were engaging in a ‘rich task’ (Hammond, 2016),
that is purposeful, authentic tasks building over
several weeks to culminate in a performance or
the production of an artefact, with a ‘real world’
audience in mind.

We began with a discussion of their favourite
foods, moving beyond the ubiquitous pizza and
hamburgers to describe their mother’s chilli sauce,
or their favourite Nepali dumplings, or ‘mo-mos’.
They were invited to draw a bird’s-eye view of

their dinner table, including dishes of food and
picturing all invited guests; once completed, a
photocopy of each picture was sent home for
discussion and annotations from family members.
This version of the drawing was then returned to
school to provide a scaffold for the students to
write about what they were eating, with whom,
and the nature of the meal - perhaps Chinese New
Year, dinner with grandparents, or a birthday party.
Finally, the text was translated into the student’s
home language.

This final stage was far easier than | had
anticipated, as the school staff contained speakers
of many different languages, and they were
delighted to contribute - one teacher asked her
father to help, and he relished the opportunity to
write his language out formally. One family wrote
to ask if the grandfather’s language could also

be included - of course it could - a multilingual
connection of which the school had previously
been unaware.

The book was sent off for printing, using an online
facility more commonly used for creating books of
holiday photos. Each student had a double page



spread featuring their picture on one side and the
English and home language texts on the other. At
the book launch, their faces were a picture. For the
first time, they had experienced the presence of a
home language context in the classroom and had
welcomed this new space in which to enact their
multilingual lives.

Figure 2: Our Family Dinner (a self-published book and
part of a research project; school and class names
redacted)

Multilingual storytelling holds much potential to
build upon young EAL/D students’ language and
literacy learning. Through the storybox activities,
these multilingual students were given opportunities
to recognise themselves, and their lives, within the
educational context of the mainstream curriculum,
making progress in English whilst exploring their
multilingual selves through purposeful dialogue and
playful, multimodal meaning making. Throughout
these sessions, the students and their families

were encouraged to see their funds of knowledge
as resources for learning in the classroom, thus
validating their identities as capable young learners.

Afterword: To source a range of suitable stories,
readers might be interested to visit the website

of the National Centre for Australian Children’s
Literature (NCACL), in particular the NCACL
Cultural Diversity database. This database offers

a comprehensive collection of books that feature
Australia’s culturally diverse population with a focus
on understanding cultures, both similarities and
differences. It includes 340 books aimed at young
people from early childhood through late secondary
and lists books usually published in Australia.
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Decodable texts and
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Anette Bremer interviews two
educational leaders, Kerry Cheeseman
and Shinaz Saleh, about the role of
decodable texts in teaching reading

to beginning readers who are EAL/D
learners.
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ALl NSW public schools with enrolled primary
students were provided with decodable texts to
support the explicit teaching of phonics as a part of
learning to read.

The following article presents a conversation in
which Anette Bremer interviews Kerry Cheeseman,
EAL/D Education Leader for the Girraween Principal
network, and Shinaz Saleh, Assistant Principal
Curriculum and Instruction at Harrington Park
Public School, about the role of decodable texts

in teaching reading to beginning readers who

are English as an Additional Language or Dialect
(EAL/D) learners.

Anette Bremer (AB): What’s the role of decodable
texts for beginning readers who are EAL/D learners?



Shinaz Saleh (SS): Whether it’s EAL/D learners or
English-speaking background students, decodables
are an initial tool to help teachers teach students
how to read. Students don’t learn letter sound
correspondences without explicit instruction.
Decodables help students build the skills that
they’re learning in the explicit instruction, and

can be used one-on-one, teamed with a peer, or
independently. Decodables are used to consolidate
classroom learning and to learn how to read in
context of known sound letter correspondences.

Decodable texts shouldn’t replace quality texts.
They are limited when it comes to teaching
comprehension skills like understanding the setting
and the vocabulary, so they cannot be the only way
we teach EAL/D students or any other students
how to read. Specifically, for EAL/D learners,

the vocabulary in decodables is limited to begin
with and doesn’t assist in the learning of the non-
constrained skills of Scarborough’s Reading Rope.

Kerry Cheeseman (KC): Yes, decodable texts are
used to practise what’s been taught in class, to
rehearse blending and segmenting. They are a
tool to practise, for a short period of time, and for
a specific purpose. In guided reading sessions,
you could choose quality literature texts or
predictable texts. But if you want students to
practise segmenting and blending, one tool would
be decodables.

SS: Without students mastering decoding

skills, knowing how to blend and segment, their
foundation skills will have gaps so when they
attempt to read a more complex text, you start to
see that those decoding skills aren’t robust enough.
It's very important for all students, to practise the
skills being taught in a sequential and systematic
approach to build their phonic knowledge and
decoding skills.

Without students mastering decoding skills,

knowing how to blend and segment, their
foundation skills will have gaps ...
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AB: We're discussing sound: hearing and saying the
phoneme. But what about the grapheme? So how
important is it for students to see that grapheme
over and over again? As decodable texts become
more complex, they use graphemes in different
positions in words. Some students who have no
literacy in their home language, or come from
another phonetic system, may not know that the
same letter or the same grapheme makes the same
sound, but it’s in a different place in a word.

SS: That’s right. The example | know is Arabic.
Arabic is phonetic and the grapheme representing
the phoneme is different depending on where it sits
in the word.

What | am raising in my discussion of Arabic is what
does the student already know? Do they have the
skills in their home language? Because if they know
how to read in their home language, let’s say it is
Arabic, and you're teaching them about sound letter
correspondences in English, you need to explain
the grapheme’s sound is often the same regardless
of its position in a word. When teaching phonics,
the first step is teaching the grapheme-phoneme
correspondence (PDF 699 KB) every time a student
sees one until the GPC is learned.

AB: That’s why teaching of phonics needs to be
sequential.

SS: It needs to be explicitly and systematically
taught. Phonics needs to be taught sequentially and
with a build-up of skills before we expect students
to know how to read proficiently.

KC: I'm sure you agree Shinaz that EAL/D students
have to learn to speak in English. We need to teach
survival English and build their vocabulary. They need
to develop their phonemic awareness - hear the sounds
in the words, hear the t’ sound in ‘table’ and ‘tap.’

SS: And knowing that table is a word. One way

| explain phonemic awareness to teachers of
EAL/D students is to say a sentence in Arabic
and ask, how many words did | say? They make
all kinds of guesses, and as they don’t have
phonemic awareness in Arabic, they don’t know
how many words | said. It's the same for EAL/D
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students learning how to read English: they need
to develop phonemic awareness in English first.

AB: Let’s expand on the importance of
vocabulary for EAL/D and that the teaching of
vocabulary needs to be in parallel to learning to
decode for our EAL/D learners. They don’t have
the estimated 5,000 to 10,000 words in their
oral language in English that English-speaking kids
come to kindergarten with.

SS: You have to supplement the explicit teaching of
phonics with visuals and building vocabulary. One
way | build vocabulary is through images of learned
and relevant words on the screen. | know EAL/D
learners need to be exposed to vocabulary multiple
times before it is familiar. Decodables are not the
best resource for building vocabulary skills as they
repeat only one or two words initially. Differentiated
high challenge/high support activities can assist in
building vocabulary through phonics activities. We
need to provide opportunities for EAL/D students
to practise their learned vocabulary in context to
assist with retention.

AB: What are your thoughts: would you just focus on
the sound letter combinations that you're teaching
in the text or would you open up the teaching when
you find a teachable moment in a decodable text
with EAL/D learners?

SS: Personally, every moment is a teachable moment.
Whatever pops up in a lesson, | jump on that straight
away. For example, in one lesson, a decodable word
was ‘ram’ and there was a picture of a sheep. It
became both a decodable lesson and a vocabulary
building lesson. If you're teaching decoding, you can
still cater for vocabulary learning for EAL/D students.

KC: In an example | can think of, the child said

a ‘mouse is in the hat’ because they were using
picture cues, seeing the image of a furry creature
and thinking it is a mouse. The teacher directed the
student to the grapheme. The word mouse didn’t
match the initial sound ‘r’in ‘rat’ so the teacher
directed them to sound it out. The teacher could
have quickly mentioned that a rat is like a mouse,
but bigger, to build vocabulary and background
knowledge.
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You have to supplement the explicit

teaching of phonics with visuals and building
vocabulary.

AB: What about students who start school at
different times of the year, who have missed that
sequence of learning. Would you do a special
program for that particular student?

SS: Absolutely, especially if they don’t have literacy
skills in their home language. You need to build those
foundational skills and they need to build language

and build communicating skills; it’s a lot of work.

AB: Let’s talk about sight words.

SS: Again, repetition and exposure and learning sight
words in context, but also opportunities to practise,
practise, practise, and this works for all students.
Students will not have a bank of sight words without
repetition, exposure, and explicit instruction. | like
the new K-2 English syllabus’ focus on oral language
which gives opportunities for developing English
language proficiency for all students.

They need to see those sight words when they need
to use them, put them in front of them, put them up
on the walls. Also, use bilingual materials. If a child
knows how to read in their language, you're able to
use that linguistic knowledge.

AB: You're reducing cognitive load - the student
knows the meaning of the word and can link the
meaning to the letters and sound.

KC: | use flipbooks. For the sight word/words ‘This
is’ the student would read, ‘This is my mum.” ‘This is
my dad. Thus, the sight words are in context. They
are also learning ‘mum’ and ‘dad’. Also, when the
students left for the day, they had to tell me ‘This is
my brother” and ‘This is my mum.

AB: Would you like to elaborate a little bit more
about your thinking about Scarborough’s Reading
Rope and EAL/D students?



SS: Let’s start with the lower strand, the
constrained skills. With building phonemic
awareness, the foundational language knowledge,
we need to ask if that EAL/D student has that

in their home language? In English? If in their
home language, then they understand the idea

of discrete sounds making up words which make
up a sentence. The non-constrained skills build
over time and it’s a massive job because you're
developing knowledge on ideas and concepts that
may not be part of their culture. You must build
background knowledge and the way to do that is
with a broad variety of quality texts, lots and lots
of reading with sustained exposure to language
and ideas.

You do not learn to read without being taught. If

we want students to learn how to read, we need to
give them opportunities to practise and develop
their skills. It is especially important to celebrate
little successes, build motivation for them to learn
to read. In early lessons, teach the vocabulary in
context - school vocabulary, home vocabulary and
then choose stories that help develop and reinforce
taught vocabulary.

KC: Some decodables use contrived language and
do not have the flow that is found in other texts. To
expose students to the flow of English, we need to
use quality predictable texts.

SS: Once students know all their single phonemes,
and they are moving on to vowel phonemes, | would
consider introducing predictable texts to build
background knowledge. Predictable texts are
better at building language and comprehension
than decodables. Decodables are the first step,
they will not teach students all the skills they need
to read and shouldn’t be the only tool to teach
students how to read.

| like the new K-2 English syllabus’ focus on
oral language which gives opportunities for

developing English language proficiency for
all students.
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KC: Are you saying teachers need to know the
purpose of texts they are using? Is it practising the
blending and segmenting of GPCs that have been
taught in class? You use quality decodable texts.
You would use quality texts in which the language is
more natural and has a typical structure to develop
vocabulary, comprehension and other reading skills
like drawing on background knowledge and literacy
knowledge.

SS: Predictable texts have a role. However, you
cannot give a student any book and say ‘read it
yourself” if you haven’t taught the student how

to read these words. It must be well chosen and
introduced to the student by saying, ‘I've taught you
how to decode words. I'm giving you a book in which
you know the phonemes, you can use your decoding
skills to read the words.’

When | want to build background knowledge,
vocabulary knowledge and understanding of

an idea, | use something other than decodables
because that’s not their role. Lower-level
decodables are not building literacy knowledge,
understanding syntax and sentence structure.

AB: Let’s talk about verbal reasoning. Think

alouds are an excellent strategy to develop

verbal reasoning in our EAL/D learners. In a

think aloud, you can demonstrate the skills

in the upper strands, how you’re drawing on
background knowledge, morphological knowledge,
understanding of syntax and text structure. Can
you talk to think alouds?

SS: It's a great strategy to use as explicit teaching.
Students need to see what a good thinking process
looks like while reading through modelling. A think
aloud will have richer language with a quality text.
Let’s say we're working on an under the sea theme
and want to build vocabulary. We can do that
with a quality text.

KC: If the quality text contains ‘the boy tiptoed
out of the bedroom’, the inferential question
could be ‘why did the boy tiptoe?’ The teacher
could model their thinking using a think aloud
- explain what ‘tiptoe’ means and we tiptoe
when we need to be quiet. Then model the



As the K-2 English syllabus highlights, you
build phonic knowledge at the same time

as building vocabulary, reading fluency and
spelling.

thinking - it is night time, his brother is sleeping
in the other bed, and he didn’'t want to wake him.
So, the boy tiptoed out of the bedroom because
he wanted to move quietly and not wake up his
brother.

SS: With inferential comprehension, an effective
strategy | used with a group of struggling readers
was - | said to the class ‘Mrs Saleh grabbed her
jacket before she left the house. What does that
mean? Students said - oh, it’s probably cold
outside. It could be raining. Could be snowing. |
said to them - it’s not raining, it’s not snowing, it’s
not cold. | could see them really thinking. After
some thinking time, one student said it’s because
you cover your arms. | said that’s correct. It is not
always the obvious explanation. We used that as
the first step in a whole sequence of inferential
comprehension questions. And with the EAL/D
kids we used readers that included their cultures.
For example, if you've got this big gathering

of people, what could it be? And the students
responded, oh, we do this. Using culturally
appropriate readers allows EAL/D students to
have their knowledge recognised. Then they are
not always the students who don’t know. They can
say we know something, and this contributes to
their motivation to learn to read.

AB: How would you use decodable texts in a
teaching sequence?

SS: The purpose is to get students to practise
taught phonics skills - to get the words off the
page. You still need to expose EAL/D learners

to a variety of quality texts and predictables
which help build language and vocabulary skills.
It cannot be just one type of book. If you're
planning on covering all the components of the
Reading Rope in a teaching sequence, decodables
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definitely have an important place. However,
any learning to read teaching sequence
which only uses decodable is not catering
for language development and building
background knowledge.

KC: As you say, it’s part of your toolkit, but it’'s
not the only tool.

AB: Would you like to add other points about learning
to read, decodable texts and EAL/D learners?

SS: When starting to work with an EAL/D student,
my first question is: does the student have
reading skills? What do they know in their own
language? Do they have phonemic awareness

in their language, or do | have to teach initial
phonological awareness concepts, that there

are words and sentences and phonemes? If they
know that, | work on transferring those skills over
to English.

Do they have phonemic awareness in English? |
assess what | can see in this student. An EAL/D
student will not to be able to explain it to you. It’s
a matter of observing, interacting with them to
build deep knowledge of the student’s linguistic
awareness, and then work out from this data the
starting point of instruction.

To my mind, no tool, no program, nothing beats
teacher instruction and teacher judgment in
differentiating for students. My job is building
the capabilities of teachers in identifying what a
student needs and how to differentiate for that
student, so they succeed in their learning.

KC: Students need explicit teaching of spelling
patterns - vowel digraphs such as ‘ea’ in ‘beach’
and ‘oa’ as in ‘boat’. | use the rhyme ‘When 2
vowels go walking, the first one does the talking.
Decodable texts can be used to practise these
spelling patterns. Teachers can also use texts
such as quality predictable and simple texts to
find examples of these spelling patterns and add
them to a word chart. As the K-2 English syllabus
highlights, you build phonic knowledge at the same
time as building vocabulary, reading fluency and
spelling. It is message abundancy! Students need



to see, hear, read and write the target vocabulary

or spelling pattern in context to develop a deep
understanding and be able to apply their learning in
a range of contexts.

AB: This has been fantastic. I've profited from
speaking to you, Shinaz and Kerry.

SS: | want to see progress and ensure equity, as
most of us who work in public education do. My
focus is to make sure that all students are learning
and meeting the syllabus outcomes.

KC: | would like to reiterate, if the purpose of the
reading session is to practise and consolidate
blending and segmenting of taught letter sounds
relationships, one tool is quality decodable texts.
The challenge for some EAL/D learners with
decodable texts is that some of the language is
contrived and the words are nonsensical, but our
EAL/D students don’t know this.

Teachers also need to expose students to a wide
range of words, sentence and text structures.

Two tools teachers can use are quality texts and
predictable texts which allow students to develop

a range of reading skills. To develop reading skills,
teachers also need to implement strategies such as
frontloading, modelling skilled reading, activities

to build comprehension and inferencing skills and
vocabulary.
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If you ignore the dragon, it will eat you. If you
defy the dragon it will overpower you. But if
you ride the dragon, you will take advantage of
its strength and power. Chinese proverb.

Many teachers, particularly teachers of English

as an additional language or dialect (EAL/D), think
deeply about the topics or subject matter that

will not only engage their readers but also make
content and texts accessible both linguistically and
culturally. Engaging with and comprehending texts
is critical for EAL/D students to be successful at
school. The act of reading builds new knowledge
and language as well as providing access to other
worlds and cultures. By drawing on text-based

and intercultural approaches to teaching English
(Harper and Feez, pp 9-12) students can be engaged
in meaningful conversations around texts through
the lens of their own stories and the use of all
languages in the classroom to respond to texts.



In teaching English, the choice of texts is critical

if we are to have inclusive classrooms. One way to
begin designing a teaching and learning program is
to start with cross cultural characters or symbols.
The dragon is a clear example of a figure that is
salient throughout history, cultures, and texts, from
complex mythical creatures to personified adorable
characters. There is a range of texts, traditional
and contemporary, that we can choose to share
with students based on the cultural knowledge

and experience they bring to the classroom, their
linguistic strengths and needs as well as their age.
When choosing texts for EAL/D learners, Pauline
Gibbons (2015) makes several points including the
need to engage students with cumulative stories
to allow a focus on meaning without contrived text,
the need for texts to contain universal themes,
illustrations to support meaning and importantly
the selection of texts to extend, rather than limit,
knowledge of language and reading. In this article,
a focus will be placed on preparing students for
reading, before reading, and through engagement
with texts but by using oral language to make
connections between representations in texts and
cultural knowledge on the topic of dragons.

Taming the dragon through teacher
knowledge

Dragons is an engaging topic for EAL/D students, in
fact, all students. The dragon is a universal symbol
and plays various roles in children’s literature both his-
torically and in contemporary times. While the notion
of universal themes is relevant, opportunities exist for
considering cross cultural meanings and perspectives,
providing a context for students to draw upon their
own cultural experiences and understandings. The
role and value or status of the dragon have not only
evolved over time but differ across cultures, making
this physical and symbolic representation a great
catalyst for intercultural classroom conversations.

To provide students with deep understanding about
the role of dragons, particularly in literature, their
history and symbolism across cultures needs to

be investigated. This may require in-depth teacher
investigation of the topic. Stories of dragons have
evolved from myths to fantasy with origins in
mythology, religion, and beliefs in societies across
the world.
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The great Maurice Saxby, when discussing myths
stated:

Not only is a close encounter with traditional
literature a cross-cultural experience, it also
provides an historical, cultural, aesthetic and
spiritual perspective. (1991, p 122)

These stories have developed into works of
literature and pop culture. Dragons can be traced
back to Ancient Sumerian, Egyptian, Greek and
Roman mythology and folklore. For Western
cultures, familiarity with the dragon has evolved
from European and particularly English folklore and
literature, where dragons tend to be stereotyped as
fire breathing symbols of power and evil. Dragons
in classics such as a range of Shakespearean texts,
Beowulf, The Hobbit and the Harry Potter books

are used not only as symbols but as vehicles for
constructing characters and portraying their values
and often downfalls (Buys, 2022). Frequently, the
dragon is to be slain by the hero of the story. This
representation in folklore takes an interesting

shift when dragons are viewed in contemporary
children’s literature, where we might observe the
‘sanitisation’ or even ‘Disneyfication’ of dragon
characters.

East Asian societies have also had the dragon

as an integral presence within their cultures,
however, unlike Western dragons, they are
worshipped as auspicious and lucky. The ‘long’
or Chinese dragon is seen as kind and generous
and associated with water and is representative
of power and prosperity brought about by their
influence with rain, drought and flood. They are
mostly generous and considered guardians of
life. Chinese dragons tend not to breathe fire and
are still present in everyday life as one of the 12
animals of the zodiac and one of the 4 creatures of
the constellations.

In addition to symbolism and qualities, Western
and Eastern dragons also have different
appearances. Chinese dragons are wingless,
serpentine creatures that can magically fly. They
are also a combination of animals including body
parts from the snake, deer, tiger and ox amongst
others. Western dragons have large claws and



leathery wings with more lizard like features
such as scales and spikes. What dragons reveal
about East/West thinking (China Simplified,
2014), provides a helpful infographic that

could be shared with students to summarise
the difference between Eastern and Western
dragons. Other countries such as Japan, Korea,
Vietnam, Thailand, Malaysia, and the Philippines
also have dragons with similar qualities and
features.

The terms ‘dragon’ and ‘serpent’ are sometimes
used interchangeably. Both are mythical beasts
and from a Western perspective, the dragon can
be classified as the largest serpent (McShane,
n.d.). A well-known serpent is the Rainbow
Serpent of many different Aboriginal cultural
groups across Australia. Like other cultures and
their serpents or dragons, Aboriginal culture is
also rich with symbolism with many variations in

representation and meanings across communities.

Like the South East Asian dragons, the Rainbow

Serpent is also associated with the creation of life

and the resource of water as well as the rainbow
which is a connection between water and the
sky. Different Aboriginal language groups have
varying interpretations of the Rainbow Serpent.

Figure 1: Sample floorstorm
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As a protector of life, it can also be associated
with danger and punishment.

It features as an important creator figure,
guardian of sacred places, bringer of
monsoonal rains and storms, bestower of
powers upon healers and rainmakers, or a
dangerous creature that punishes people
who violate laws, or dwells in waterholes
threatening to swallow unwary passers-by, to
name just a few incarnations. (Konishi, 2021)

In recent times the Rainbow Serpent has been
interpreted by some as a symbol of unity between
Aboriginal and non-Aboriginal Australians (Konishi,
2021).

Dragons can be found across world cultures
including the Middle East, South America and
Africa. The article 12 legends that prove the whole
world is obsessed with dragons (The Week, 2015),
gives a helpful overview of dragons from many
locations including Iran, India, Peru, Wales and West
Africa. Dragons, linked to students’ backgrounds
can be investigated further. With a quick search,

it is possible to find a range of websites and blogs
sharing information on the history of stories

< I
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containing dragons. Clearly, dragons are universal.
However, they differ both across and within
cultures. The perception of dragons and their
importance to specific cultures can change over
time. Thus, they offer an insight into the philosophy
of different cultures.

Taming the dragon with students
To orientate students to reading texts on dragons,
select a range of images of dragons and in small
groups carry out a ‘floorstorm’ in which students
label images with vocabulary based on what they
see or interpret from the images (Figure 1). There
are no incorrect responses, and all ideas as a
single word or phrase written on a sticky note are
welcomed. Students should also be encouraged to
record in languages other than English to create
a culture of inclusivity and to support beginning
English language learners.

Images can be removed, and students can then
categorise the vocabulary. Responses will vary
across groups, but a range of vocabulary can be
developed quickly based on student knowledge and
experience.

Before engaging with books that have dragons
as characters, students can also be provided with
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a range of translations of the word ‘dragon’ in
multiple languages using Microsoft’s Immersive
Reader (see Figure 2). Complete texts or
vocabulary can be typed into Immersive Reader
and then read aloud to students in English, or
translated into multiple languages. Students may
recognise or hear the word in languages other
than English and be able to make connections
based on their own linguistic and cultural
knowledge. Students can then draw their version
of adragon. As students engage with a range of
texts, drawings can be compared to the features
of dragons across cultures, with discussions on
how their own experiences have influenced their
dragon image.

Dr Ernest Drake’s (2003) Dragonology: the complete
book of dragons is a fascinating, interactive book
blurring the world of legend and fact as a fictive
dragonologist reveals an abundance of ‘facts’ about
dragons. Share the cover of the book to predict the
content and purpose. The title on the front cover

is translated into ‘dragon language’. On the first
double page, ‘Dragons of the world’ are located on
a world map. A class world map can be displayed,
and students can pin the names of dragons

using languages from their own background and
experience as well as those used in Immersive
Reader. Throughout, they can also attach word
origins and place names around the world.

The etymology of words is always worth
investigating with students as it focuses attention
on how meanings are derived and leads to
discussion on the history and culture associated
with meanings. The word ‘dragon’ can be traced
back to the ancient Greek épakwv (drakon), meaning
‘dragon’ or more generally ‘serpent.’ This is derived
from a verb, 6épkecal, meaning ‘to see clearly’.

A dragon may evoke fiery breath and taloned
wings, but the origin of the word dragon
conjures up a different feature: eyes. As
etymologist Walter Skeat glosses it, §pdkwv
literally means ‘sharp-sighted.” (Kell