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This booklet describes the learning pathways that learners in years 1-4 typically follow as they
acquire an additional language (New Zealand English).

English language learners in years 1—4 are usually between five and nine years of age. Learners

in this group may have begun school in New Zealand at the age of five. They may have arrived

in New Zealand when they were six, seven, eight, or nine, with or without previous experience of
formal education (in English or in any other language). The English language level of learners in
years 1-4 may be anywhere from the Foundation Stage to Stage 2 of the English Language Learning
Progressions (ELLP), so this booklet includes examples of oral language, texts for reading, and
learners’ writing that are appropriate for this age group at these three stages.

Teachers’ expectations of an English language learner’s use of language need to be aligned with the
individual’'s developmental stage. Teachers” expectations of progress should also take the learner’s
stage of cognitive development into account.

An English language learner’s level of English is usually related closely to their education levels
in their first language and their previous English language learning. (There are also many other
factors that affect a learner’s progress — see pages 6-8 of the introductory booklet for information
about these.)

As a group, English language learners in years 1—4 are closer in English proficiency to native
speakers of the same age than are English language learners in later years. Teachers can, therefore,
select or adapt resources that are designed for native speakers of English in years 1-4. This booklet
can help you to decide how far to adapt the content of oral and written resources to personalise
learning for your diverse learners (as recommended in Quality Teaching for Diverse Students in
Schooling: Best Evidence Synthesis).

It’s vital that the language-learning needs of learners in years 1-4 are diagnosed accurately so that
they can get the kind of help they need. ESOL specialists (and other relevant specialists) should
be involved in diagnosing each learner’s language-learning needs and in adapting the content of
learning resources to meet these needs. You can look at some successful adaptations of content
for English language learners in mainstream classes on ESOL Online (www.tki.org.nz/r/esol/
esolonline/).

It’s also important to reinforce the value of an English language learner’s first language.! Research
shows that when a learner is encouraged to discuss concepts and tasks in their first language, their
achievement is likely to be higher.

This booklet is arranged into three sections: Oral Language, Reading, and Writing, each relevant
to teachers of learners in years 1-4. It also includes a section with learning prompts that are
appropriate for this age group. The Record of Progress form on page 64 allows teachers to record
the progress of individual learners.

! Although the term “first language” is commonly used in the singular, some learners may have more than one
first language.
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Relating the English Language Learning Progressions to other
frameworks and resources

The oral language, reading, and writing progression diagrams on page 5 show the relationships
between the stages of the English Language Learning Progressions (ELLP), the New Zealand
Curriculum, and the English Language Intensive Programme Years 7—13 Resource (ELIP). For writing,
the stages of the New Zealand Curriculum Exemplars for English (Written Language) are

also shown.

The oral language progression diagram shows the relationship between the stages of the ELLP, the
New Zealand Curriculum, and ELIP. The foundation stages of the ELLP and the ELIP begin at an
earlier point than the levels of the New Zealand Curriculum. This reflects the difference between a
native speaker of English who already has an oral language base in English before they start school
and an English language learner who is just beginning to learn English.

The reading progression diagram shows the relationship between the stages of text development in
the ELLP, the language outcomes of the ELIP, and the eight levels of the New Zealand Curriculum.

The writing progression diagram shows the relationship between the stages of writing development in
the ELLP, the ELIP, and the New Zealand Curriculum Exemplars for English (Written Language),
and the eight levels of the New Zealand Curriculum.

In the oral language, reading, and writing progression diagrams, there is no clearly defined
beginning or end to any of the stages. A learner’s performance varies in different contexts and
always depends on what they bring to the task, their age, the demands of the task, their level of
first-language literacy, and the quality and extent of the teacher’s scaffolding. The progressions
are not restricted to the English curriculum area: oral language, reading, and writing need to be
developed in all the learning areas.



Oral language is sometimes assumed to be less complex than written language. Spoken
language that occurs in face-to-face contexts and is about things that the learner can see
is often easier to comprehend than written language that refers to abstract concepts or
unfamiliar ideas. However, oral language can also involve abstract concepts and ideas
that are new to the learner, and (unlike written language) it can’t usually be reviewed
by the listener. Oral language is often as complex as written language and is sometimes
more difficult to process. It challenges the learner in different ways from written
language.

Children learn to speak their first language before they learn to read and write it, and
it's widely known that they will learn to read and write more easily if they have first
developed a rich bank of oral language. However, unlike a native speaker of English, an
English language learner hasn’t necessarily established an oral language base in English
as part of their development before they start school. An English language learner may,
therefore, not have an existing basis in oral language on which to build English literacy
skills.

There are many interrelated factors that may influence an English language learner’s
proficiency in oral language, including:

e the content of their previous English language instruction (if any);
* the teaching approaches used in previous English language instruction (if any);
e the age at which they begin (or began) learning English;

o their level of confidence in speaking English.

English language learners in New Zealand are learning English in a context where it’s the
everyday language of the majority of the community. All new English language learners
face significant challenges when speaking and listening to New Zealand English. At the
same time as they are learning the vocabulary and grammatical structures of the new
language, they're also working to gain control over other features of oral language. They
need to learn the sounds of English words, the subtle meanings conveyed by changes in
tone and speed, and the differences in meaning that a change in stress can make. (For
example, “refuse”, with the stress on the first syllable, is a noun that means “rubbish”,
but “refuse”, with the stress on the second syllable, is a verb that means “to say no to
something”.) These are called the prosodic features?of a language. Prosodic features
combine with non-verbal language features, such as facial expressions, to create and
convey meaning, and both are culturally determined dimensions of the language. It takes
time to learn the significance of the prosodic features of a new language.

Some learners who can already read and write in their first language may learn to do the
same in the new language before they are able to comprehend it orally. This is especially
likely if they first learned English at school in a context where:

e  English was not the language of the community;
e teachers focused more on written English than on oral English;

e there were few opportunities to listen to or speak with native speakers of
English.

% The Cambridge Encyclopedia of Language, by David Crystal, discusses different aspects of spoken and

written language. It explains how the prosodic features of each language differ and how they are
interpreted and expressed in different cultures. Prosodic features are also described in Exploring
Language, Ministry of Education, 1996.

What’s different about
speaking and listening in
an additional language?

Why can some learners
read and write in
English before they learn
to speak it?



Learners will
generally understand
more than they can
say — their receptive
language will be more
advanced than their
productive language.

Learners need to
develop oral language
in all the learning
areas, not just

in English.

Why should we
wait longer before
expecting a response
from an English
language learner?

English language
learners need
continuing access to
oral input in their
first language and
encouragement and
opportunities to
think and talk in
their first language.

Many English language learners who come to New Zealand schools are from
backgrounds like this. Because they have some knowledge of the language structures
and vocabulary, they have an initial advantage over those who have never learned
English. However, these learners, in particular, will need their teachers to provide
explicit support for their oral language development.

On the other hand, there are learners who can communicate effectively in English in
social contexts but who have very little experience in understanding and speaking
English in curriculum contexts. These learners will need their teachers to provide
explicit support to help them extend their bank of spoken English to include the English
vocabulary and structures needed for classroom learning.

There are also English language learners who will begin learning oral and written English
at the same time. They will be learning the grammatical structures, vocabulary, sound
system, and writing system of the new language all at once and will need explicit support
in all aspects of language learning.

When English language learners begin to speak English, their first language is likely to
have a strong influence on their grammar and pronunciation. But if they begin learning
English at an early age, they may eventually show few if any indications (such as in stress
patterns or accent) that it’s not their native tongue.

Many factors can affect a learner’s speaking proficiency. Each time a learner speaks,
what they say will be affected not only by their knowledge of the language but also by
the sociocultural context, for example, whether they know the person they are speaking
to. The English language learner may also need to explore and discuss the differences
between non-verbal and prosodic features of their first language (such as body language
and intonation) and those of English, as these features are often culturally specific.
Because of the complexity of oral language production, teachers (and other listeners)
often need to allow additional “wait time” to give learners a chance to initiate, respond,
and interact with others.

English language learners should be encouraged to continue to develop oral language
skills in their first language and to use critical-thinking skills (and other oral language
skills) in their first language to help them develop oral language in English. Cognitive
academic language proficiency (CALP) develops better when the first language develops
alongside the additional language.

When working with an English language learner in years 1-4, effective teachers provide
continuing affirmation of their first language and opportunities for them to use their

first language wherever possible. Effective teachers also help learners to make links
between their use of written and oral language to ensure that both aspects of their
language develop together. Teaching approaches such as shared and guided reading and
writing and experienced-based learning support these very close links between reading,
writing, and oral language. These links are further supported by the use of manipulative
materials (for example, magnetic letters, picture cards and labels, and board games),
audio materials, and digital media.

While much of the information in Effective Literacy Practice in Years 1 to 4 applies as
much to English language learners as it does to native speakers of English, it’s especially
important for young English language learners to be given a range of models of oral
language and to be supported by explicit teaching of vocabulary and grammar. (See Oral
Language in Years 1-3 [forthcoming] and Expanding Oral Language in the Classroom [van
Hees, 2007].)



The oral language progression

The oral language progression that follows is set out in two matrices. The first matrix
(output) indicates the verbal and non-verbal language that learners are likely to produce
at the first three stages of the ELLP (Foundation Stage to Stage 2). Learners may produce
only a selection of the suggested output at any one time, and whether what they say is
appropriate or not will depend on the context and the purpose for speaking.

The second matrix (input) lists what learners at the first three stages are likely to
understand of what they hear with varying levels of support. At the early stages,
processing all aspects of spoken language at the same time is a significant challenge
because the listener can’t review spoken language unless it’s recorded or repeated.
Teachers can use this matrix to help them to speak appropriately so that learners
at each stage can understand them. Teachers can support learners to increase their
comprehension of input by elaborating on or expanding oral text.

Output and input levels should not be seen as parallel because, for most learners of a
new language, receptive understanding is usually ahead of production for quite a long
time (as noted in the introductory booklet on pages 5 and 15).

For exemplars of oral language at the various stages, please see the accompanying DVD
Oral Language Exemplars for the English Language Learning Progressions.
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Foundation Stage

Stage 1

Stage 2

The oral language matrix: output

Interpersonal context

respond in face-to-face social or curriculum
contexts

respond with a mixture of their first language
and English

participate in limited interactions in pair,
small-group, and whole-class contexts

respond with a mixture of their first language
and English

participate in limited interactions in pair,
small-group, and whole-class contexts

respond in an appropriate or relevant
way for the audience and the purpose for
communicating

participate in different interactive group
situations, such as pairs, groups, and whole-
class discussions

use English confidently and appropriately in a
range of situations.

Content

say a few words in English
give a formulaic but appropriate response

use a gesture or facial expression to indicate
that they do or don’t understand

remain silent or give an inappropriate
response

retell the main ideas or messages from their
reading or listening and present one or two
ideas

use a gesture, facial expression, or phrase to
indicate that they do or don’t understand

initiate communication (e.g., by making
requests or comments or by offering
information)

ask questions, give instructions, negotiate
disagreements, buy something in a shop,
arrange appointments, or explain a problem.

Delivery

The learner may:

not respond at all or pause for a long time
before responding

have pronunciation that is strongly influenced
by their first language

pause and hesitate when speaking

make some distinctions between minimal
pairs in English (e.g., “pin” and “bin”, “ship”
and “sheep”)

have pronunciation that shows features of
their first language

use a larger vocabulary and give detailed
responses

speak fluently, with occasional pauses and
hesitation

pronounce most words in a way that is usually
clear to the listener, although they may retain
some features of their first language

make distinctions between minimal pairs in
English (e.g., “pin” and “bin”, “ship” and
“sheep”).

Non-verhal responses

respond with a relevant action, gesture, or
facial expression

respond with silence, which may
indicate respect for the speaker, a lack of
comprehension, or a lack of confidence

follow an instruction or complete a task

respond with silence, which may
indicate respect for the speaker, a lack of
comprehension, or a lack of confidence

begin to make use of non-verbal features of
the English language.

Language structures

say single words
echo phrases that they hear

respond in their first language

use mostly high-frequency words and leave
out structural words

use non-standard vocabulary and sentence
structures

use the subject—verb—object structure if they
have had a chance to plan what they are going
to say

include structural vocabulary to produce fairly
coherent and accurate standard English

rely less on formulaic chunks and use more
independently generated language structures.

11
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Stage 1 Foundation Stage

Stage 2

Interpersonal context

language use in face-to-face contexts, often
with support from pictures or objects

limited interactions in pairs (student to
student and student to teacher)

limited interactions in small-group contexts

limited interactions in whole-class contexts

limited interactions in pairs (student to
student and student to teacher)

limited interactions in small-group contexts

limited interactions in whole-class contexts

interactions in pairs (student to student and
student to teacher)

interactions in small-group contexts
interactions in whole-class contexts

interactions through extended speech (e.g.,
listening to a debate).

Content

The oral language matrix: input

Delivery

The learner may understand:

basic concepts expressed in simple English (e.g.,
colours, shapes, time, dates, numbers, body parts,
feelings)

some basic instructions and simple questions

models of different types of oral texts (see
Supporting English Language Learning in Primary
Schools)

words that are significant to or for them

curriculum content that reflects what their peers are
learning in mainstream classes

simple, repetitive texts, such as songs, rhymes,
poems, and raps

one or two clusters of ideas in familiar curriculum
and social contexts

carefully scaffolded texts in unfamiliar curriculum
contexts

simple oral texts, which may be presented on CDs,
CD-ROMs, or DVDs (e.g., the CD Junior Journal 34
and 35)

curriculum content that reflects what their peers are
learning in mainstream classes

some commonly used colloquial expressions and
some Maori words and phrases

extended speech in familiar curriculum and social
contexts

extended speech in unfamiliar contexts with support

oral texts, which may be presented on CDs, CD-ROMs,

or DVDs.

slow and clear speech, using simple
language

direct address, with key words repeated
often

gestures and facial expressions that
accompany simple instructions, information,
or questions

the meaning of gestures, facial expressions,
and changes in volume or tone

slow and clear speech, using longer phrases
of simple language, with key ideas repeated

standard New Zealand English, including
slang and idioms that are limited and/or
explained

short passages of standard New Zealand
English in a range of accents, spoken at a
natural speed

extended speech that allows pauses for
them to process what they have heard

the meaning of non-verbal language features
(body language and prosodic features).

Language structures

— individual words and some short chunks of
language (formulaic chunks)

— simple sentences and longer common
phrases

— short passages of natural speech, such as in
conversations and instructions

— some complex sentences

— complete and incomplete sentences.

First-language support
The learner needs:

— extensive first-language support (e.g.,
through bilingual helpers or bilingual picture
dictionaries and first-language texts)

— extensive first-language support (e.g.,
through bilingual helpers or bilingual picture
dictionaries and first-language texts)

— continued first-language support wherever
possible, from bilingual helpers, bilingual
dictionaries, and first-language texts.



Learning to read in a new language is different from learning to read in a first language,
and it’s important to have specific knowledge about the differences in order to teach
English language learners effectively.

Young English language learners will often have come from countries and cultures
that are significantly different from New Zealand and so will need their knowledge of
the unfamiliar culture and concepts built up through reading. At the same time, it’s
also important to use fictional and factual reading materials that include contexts and
concepts that will be familiar to them.

Many young learners will have developed and be able to draw on early concepts about
print in their first language. However, text in their first language may be significantly
different from text in English. For example, the script of their first language may be read
in a different direction (right to left) or in vertical columns. Beginners, therefore, need
explicit instruction about how to approach books in English, in addition to information
about how to decode in a different script or about different letter—sound relationships if
their first language is in the same script as English.

Levels of fext complexity

As a learner makes progress in reading (either in additional or first languages), they're

able to comprehend increasingly complex texts. It's important for teachers to be able What makes a text
to recognise what makes a reading text easy or difficult for a particular learner so that easy or difficult for a
they can choose the right text for that learner. There are many aspects of texts that may leamner?
be considered when determining their level of complexity, including topic, vocabulary,
sentence length and construction, cohesion, layout, length, and support from

illustrations.

One system of text levelling (used in the Ready to Read series) is the colour wheel.

There are suggested levels for shared, guided, and independent reading printed on the
colour wheel on the back of Ready to Read books. The colour wheel is divided into nine
colour segments that indicate a gradient of complexity, beginning with Magenta (the
emergent level), which is followed by Red, Yellow, Blue, and Green (the early levels), and
Orange, Turquoise, Purple, and Gold (the fluency levels). Each text’s colour wheel level
is determined by considering a wide range of features, such as the amount of text, the
vocabulary, the support from illustrations, the complexity of the sentences, the number
of characters, the familiarity of the context, the text structure, the layout, and so on.
Ready to Read books are used mainly by junior classes in primary schools.

There are also a number of other ways to determine the complexity of a text. Many of
these involve analysis of vocabulary, for example, the Elley Noun Count, which is used to
assign “reading age” levels to School Journal texts.

Most of these methods analyse text features that are relevant for English language
learners. However, there are aspects of these interpretations of complexity that are
inappropriate for these learners (such as the assumption that a very simple text must be
for a very young reader). Teachers also need to consider some other text features, for
example, idioms and other kinds of colloquial language, which may be difficult for an
English language learner.

13



Effective readers,
including English

language learners,

decode, make
meaning, and
think critically.
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Making the most of a text

When teachers carefully choose a text, build on learners’ experiences linked to the text,
and engage in meaningful conversations about the concepts in the text, learners are able
to engage more purposefully in building their understanding and their knowledge of new
structures and vocabulary. It’s important to draw specific attention to text features in a
deliberate and explicit way when teaching English language learners how to read

in English.

Teachers need to plan the steps in reading instruction carefully to ensure that
pre-reading, during-reading, and after-reading activities are appropriate and effective.
English language learners need to be able to respond thoughtfully and to be actively
engaged in a range of text-based experiences. Pre-reading instruction and activities

are particularly important for English language learners as they can help to activate the
learners’ prior knowledge, not only of the topic but also of the relevant vocabulary.
Pre-reading instruction also enables teachers to highlight potential language difficulties.
Elaborating on meaning in a text by providing supplementary visuals or explanations can
often increase comprehension for learners.

Reading for different purposes

Reading a text to gain information or for other curriculum purposes requires a different
approach from reading for personal interest or recreation. Within any curriculum area,
learners are required to read different types of texts for different purposes, especially

as they progress through curriculum levels. The different ways of reading texts for
different purposes need to be explicitly taught. Teachers can find guidance on how to
foster reading for personal interest, how to approach “reading to learn”, and how to teach
reading comprehension in the publications listed on page 70.

Text-processing strategies

Right from the start of learning to read in English, learners should focus on the three
key aspects of reading: decoding, making meaning, and thinking critically (see Effective
Literacy Practice in Years 1 to 4, page 24). These aspects need to be integrated when
learners are reading for a purpose. Decoding in itself is not reading, so if a learner

is able to decode a text but can’t read for meaning, they can’t yet read. In order to
read effectively and efficiently, English language learners need a repertoire of reading
processing strategies. They need to be able to attend and search, predict, cross-check,
confirm, and self-correct (see Effective Literacy Practice in Years 1 to 4, pages 38-39).
Learners who have limited control of the strategies may sometimes apply a processing
strategy in a way that is not appropriate for their reading purpose. For example, they
may sound out every single word when their purpose for reading is to gain a general
understanding of the main ideas in the text.



By the end of the Foundation Stage, learners will be able to decode and make meaning
from simple texts, and they will use critical-thinking skills appropriate to their age.

They’re likely to rely on support through their first language to aid their comprehension.

Learners at the end of Stages 1 and 2 will have developed the ability to gain meaning
and identify the main ideas of phrases rather than just individual words. They will
have gradually developed confidence, fluency, and depth of comprehension as they
read increasingly complex texts in an increasing variety of contexts. They will master a
wider range of vocabulary and gain an understanding of increasingly complex language
structures.

English language learners who have literacy skills in their first language should be
encouraged to continue reading in their first language and to use critical-thinking skills
(and other skills used for reading) in their first language in order to better access and
process concepts in English. Cognitive academic language proficiency (CALP) develops
better when the first language develops alongside the additional language.

Orawing on sources of information

Learners need to draw on various sources of information in order to make sense of what
they read. They draw on:
e their prior knowledge, including their background knowledge and experience

and their literacy-related knowledge;

* visual and grapho-phonic sources of information in the text, using knowledge
about printed text (and especially about the relationship between particular
written shapes and spoken sounds);

e syntactic sources of information in the text (using their knowledge about the
structure of the English language);

* semantic sources of information in the text (using their knowledge of the
meanings of words and images).

(See Effective Literacy Practice in Years 1 to 4, pages 28-31.)

Learners need to be able to draw on, integrate, and co-ordinate information from these
sources simultaneously in order to decode and make meaning from text.

When a learner has limited prior experience of a context or lacks specific knowledge of a
concept, they may have difficulty in reading texts on some topics. They may rely heavily
on one source of information (for example, their grapho-phonic knowledge or their prior
experiences) without fully understanding the text. For example, a recent immigrant from

an urban Asian background may have difficulty in making sense of a text about sheep

shearing in Central Otago. On the other hand, when reading about a topic they are very

familiar with, a learner may rely on their background knowledge to make sense of the
text rather than fully comprehending it.

English language
learners need access
to dictionaries and
reading materials in
their first language,
and they need
encouragement to
think and talk in
their first language
about new ideas.
They also need texts
in English about
culturally familiar
topics as well as
about less

familiar topics.

15



A learner’s level of
literacy in their first
language strongly
influences their
rate of progress in
reading in English.

Judgments about

progress can only be
made over time and
based on a variety of
assessment methods.
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Factors affecting progress

English language learners develop proficiency in reading at very different rates. There are
many factors that affect the starting point for learners and that have a strong influence on
their rates of progress. Perhaps the most important factor, especially for learners beyond
the first two or three years of schooling, is the level of literacy that they have attained in
their first language. Learners who have had no previous formal education and who can’t
read or write in their first language will take much longer to learn written English than
learners who are literate in their first language. The older an English language learner

is when they begin schooling, the greater and more noticeable the gap will be between
them and their native-speaker peers and the greater their need will be for intensive,
long-term support.

Assessing and reporting on reading

The primary purpose of assessment is to improve students’ learning and teachers’
teaching. By focusing on giving useful feedback (a key component of formative
assessment) throughout the learning process, teachers can work with their English
language learners to close the gap between their current performance and what is
expected of their native-speaker peers. A teacher can assess and report on a learner’s
progress in reading by using standardised tests conducted at regular intervals and by
making informal judgments about the learner’s comprehension of reading texts at
different levels of complexity. It’'s unwise to make broad judgments about “reading ages”
or “reading levels” based on the occasional use of a reading assessment tool. Reading
proficiency is influenced by many factors (such as the learner’s familiarity with the
content of the texts, the cultural knowledge required to understand the texts, the quality
of the teacher’s scaffolding, and the learner’s motivation). A single assessment provides
only a snapshot of a learner’s proficiency in relation to the task at the time, although it
may also indicate areas of strength and weakness in reading.

Making decisions about a learner’s progress is complex because it requires ongoing
diagnostic assessment to gain information about what a learner needs, integrated

with summative assessments that define a point the learner has reached. Assessment
of reading development should include making informal observations about the
learner’s attitudes and approaches to both extensive reading and reading for deeper
understanding, how much reading they are doing, their ability to choose appropriate
reading materials for different purposes, and their awareness of reading strategies. For
further information on reading assessment, see the ESOL Progress Assessment Guidelines.



The reading progression

The following matrix gives a broad overview of the features of texts that are suitable for
learners at the first three stages of the ELLP (Foundation Stage to Stage 2). There is no
matrix provided to indicate reading behaviours at the various stages because the interplay
between the level of complexity of a text, factors affecting text difficulty for individual
learners, and learners’ text-processing skills is too complex to be presented in this way.

A learner will be able to read more complex texts when they receive a lot of support from
the teacher, already know something about and are interested in what they are reading,
and feel confident. The same learner will cope with reading less complex texts when
they are reading