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ABSTRACT
This thesis is concerned with the art form of piehook and its potential in English
language teaching. In its initial part it preseattheoretical overview of both the genre
of picturebook and its potential role when usedaagaching aid in young learners’
foreign-language classroom. The research parteis émchored in a set of picturebook-
centred teaching sequences devised and carridolydbe author in several elementary
ESL classrooms, and consequently analysed and atgdluas regards their actual

potential and efficiency when applied into languaggtruction.

KEYWORDS
picturebook; foreign language teaching; young legrstories in language teaching;
pictures in language teaching

NAZEV

Obrazkové knihy ve vytovani cizich jazyk

SOUHRN

Tato diplomova prace se zabyva obrazkovymi knihargjich potencidlem z hlediska
vyuziti ve vywovani cizich jazyk. V prvni ¢asti @inasi prace teoreticky tuvod do
problému: nejéive definuje obrazkovou knihu jako specificky laemi druh, poté

nastiiuje aspekty jeji aplikace do wWavani cizich jazyk u zaki mladSiho Skolniho

véku. Praktickasast prace potom vychazi z navrzenébebmiho bloku zagteného na

praci s obrazkovou knihou, ktery diplomantka naladk principi vydefinovanych v

teoretickécasti sama zkonstruovala a pouzila v ramci své vyukyakladni Skole, a
nasleds tuto zkuSenost analyzovala zé&elem komplexniho zhodnoceni asgegtace

s obradzkovou knihou ve vyavani cizich jazyi.

KLi COVA SLOVA
obrazkova kniha; vyuka cizich jazykzak mladSiho Skolnihosku; pribéhy ve vyuce
cizich jazyKi; obrazky ve vyuce cizich jazgk
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1. Introduction

In the last decades there has been a trend ofdintnog foreign languages to
younger and younger learner audience. This tremdored also by current educational
policies of our country (for instance in tNeéhite Paper: National Programme for the
Development of Education in the Czech Repybiias led to considerable changes as
far as practical approaches to language learniegcancerned. While a decade ago
schools offering language instruction to childrenler the age of eleven were positively
rare, nowadays language classes have gradually fthewrr firm place already at the
very beginnings of primary education, and have rof@ept even into regular
kindergarten practice. As a result, materials bigtdor teaching languages to young
learners are in a great demand. When looking femthlanguage teachers search for
attractive, colourful resources that would appealdung children, yet at the same time
provide opportunities for their development andilitate language learning. It is my
opinion that picturebooks possess both ‘the powlerattraction [which] may be
exploited to make language learning pleasurable mathorable’ (Klippel in Enever
and Schmid-Schonbein 2006: 80) as well as the pate¢a act as an effective teaching
aid in language instruction. To illustrate thiststaent is to be the issue of this paper. It
is attempted both theoretically and practicallyiretigh research.

As the preceding paragraph already suggests, linase ‘foreign language
classroom’ as it is used in the title of this tkewfers — in the particular context of this
paper — specifically to elementary language clasar@and young language learners.
The distinction was made principally due to my éklihat picturebooks — while
potentially applicable into language instructionotder learners, too — are ideally suited
for the preferences and needs of young languagedesa As to the question of age
spectrum of learners who would still, or alreadyiit among young learners, opinions
differ from author to author, from one publicatiohanother. For the purposes of this
thesis, Scott and Ytreberg's definition was adoptedo describe young learner as a
child of approximately five to eleven years of g§eott and Yttreberg 1990: 1). Such
delineation roughly overlaps with the age grouppapils attending lower primary
school in Czech context, which is approximately fitaetion of learners picturebooks

seem best-suited for.



The words ‘foreign language classroom’ point totaer subject to be noted on.
While my own language teaching experience (as a®lprofessional knowledge) is
mainly restricted to that of teaching English, liéee that most conclusions about
picturebook made in this paper are not stricthgleage-bound and specific for English
instruction only, and can therefore be generalizsdl applied (with necessary
alterations) also in the context of teaching ofbeeign languages. This paper therefore
mainly considers capacity of picturebook as a tewchaid in foreign language
instruction in general, even though its researtdted part, along with any practical
experience possibly mentioned throughout the texfier strictly to the context of
English language classroom.

Text of this thesis is organized into several ¢bapwhich, together, attempt to
introduce the reader to the concept of pictureba®mk teaching aid for the purposes of
foreign language instruction. Initial chapter isvdied to a universal portrait of
picturebook, bearing the prime intention to provigader with a notion of what a
picturebook actually is (and what it isn’t), orlaast indicate the view assumed by this
thesis as regards this point. Afterwards, pictuodbds viewed in the context of
language learning: the paper at first discusseg whd of learners young learners are,
then suggests ways in which picturebook as a laggteaching tool can facilitate their
learning and development. The following chaptentpeesents a description of a small-
scale research project carried out by the autharder to describe picturebook from

another point of view — on basis of a practicathéag experience with it.



2. Defining picturebooks

This chapter, as already its title reveals, aimsxplain what a picturebook
actually is. It is divided into three subchaptdise first one depicts the emergence of
picturebook and trends or events that perhaps atloov influenced it; the second one
recapitulates current approaches to pictureboakysidentifying also the standpoint of
the thesis itself; eventually, the third subcha@gempts to list the major and most
distinctive features of the picturebook form, segfl its choice mainly on those
attributes which the second part of the theoretseaition of the paper is to relate to
when introducing the potential of picturebook indaage teaching.

2.1 Emergence of picturebook

As Peter Hunt makes clear in Higroduction into Children’s Literaturethe
collocation ‘children’s literature’ did not alwaysssess quite the same meaning as it
does today — one did not associate the same kibdaks with it at least, nor the same
function. In his depiction of the early historywfiting for children, Hunt explains that
although ‘children’s literature’ definitely alwaysiggested workeead bychildren, the
nature of these books changed considerably oves, tlong with the current view of
childhood and, consequently, with the expectatioihnghat the child was supposed to
gain by reading (1994: 27-32). While the seventeeentury child, as Hunt writes,
would mainly share texts read by and intended pilyntor adults of the time, such as
folk-tales and chapbooks but often also much meress and ‘adult’ religious and
educational texts, the second half of the eighteeentury would witness the rise of
commercial publishing targeted exclusively at algid and the later generations of
young readers would already be addressed throteghatlire intended directly for them
(1994: 27-28). The typically Victorian genres ofnuestic tale (for girls) or empire-
building adventure story (for boys) of the centanyeteenth still meant in the first place
to instruct and educate, yet the idea of readingfousement was already planted with
the birth of commercial children’s literature, amater children’s texts would be
principally much less directive and not so ‘heawviigralizing’ as the early ones, if at all
(Hunt 1994: 28-29). This shift towards commercialtwg for youth and reading for
pleasure was of importance also to the emergencepicturebook. After all,

picturebooks are artave always been intended primarily for childremd ghough they



perhaps do possess some more or less pronouncedltifg aim, as probably all books
written by adults for younger generation, at ledseir lively, colourful format
apparently wishes that their readers peruse thémemjoyment.

Similarly to the gradual development of the conaafpthildren’s literature, the
notion of picturebook as it is known today and las thesis talks about it also took a
considerable period of time to develop. After ail,the broadest sense, the very first
predecessors of picturebooks might be seen alreadthe earliest books with
illustrations, and since pictures have been rebulacorporated into literature for
young readers ever since the end of the eighteeattiury (Lewis 2001: 139),
picturebook needed time to distinguish itself frima wide mass of books with pictures
available. For it is not mere presence of pictimes volume what makes a picturebook.
Thus it was not until hundred years later, in thd ef the nineteenth century, when the
rough form of picturebook had developed out of ptherrently popular forms of
writing, such as chapbooks, toy books or comicsMEe2001: xiii). At this time, the
first few isolated samples of primal picturebooknfio— pioneers of what Lewis would
call ‘modern picturebook’ — appeared (Lewis 20039)1 These were in their nature still
very similar to the toy books of the Victorian eyat some of them already possessed
some attributes common to the contemporary picagkliorm and, above all, fulfilled
the basic criterion for contemporary picturebookihey combined pictures and words
into a composite text (Lewis 2001: 141). These wikeedirect predecessors of modern
picturebooks, and — also thanks to them — in tlverse® half of the twentieth century,
the world would finally see the emergence of piebaok as a fully developed art form,
defined by a set of distinctive characteristicsalhivould distinguish it from the rest of
illustrated works of children’s literature (Lewi®@1: Xxiii).

The emergence of picturebook was also narrowly ected to developments in
printing technology that occurred during the eighté and nineteenth centuries. Lewis
describes that the earliest picture printing teghes, such as woodcuts or engraving on
metal, made it quite impossible (or very complidaséad costly) to create a composite
picturebook text with words and images printed ba same page (2001: 138-139).
Towards the end of the eighteenth century, howeagprinting technique known as
‘white line’ engraving was invented — an improvedrignt of wood engraving

technology, which not only allowed printers to oate text and image on a single



page, but also remarkably increased the qualitypraited pictures, allowing them
certain ‘distinctly narrative sensibility,” as Lesvcalls it (2001: 140). In other words,
pictures could now communicate more to the readertd better quality of print — an
important progress towards the facilitation of prebook production. Wood engraving
later also proved to be a suitable method for meaif texts which would allow words
and images on one page, and in the later coureeafineteenth century the technique
was adapted for printing in colour (Lewis 2001: 148oon the new opportunities were
grasped by numerous illustrators, among others radseadays well-known artists and
grand masters among picturebook-authors like KateGaway or Randolph Caldecott,
and these illustrators then created the first exesngf the direct predecessor of today’s
picturebook: ‘the simple form of nineteenth-centmigturebook known as toy book’
(Lewis 2001: 140). That was at the end of the ®i@eth century. Later inventions in the
field of printing technology further increased speefficiency as well as quality of
picturebook production and widened and perfectedaptions for printing composite
word-and-picture texts still more, so that nowad#lys possibilities for combining
words and images into an integrated text are, adt lBom the point of view of their
processing in print, virtually limitless (Lewis 200141-144).

Thus, since 1960s when the form of modern pictuskbmas eventually fully
shaped, more and more picturebooks have been mdd(and sold) yearly, and
nowadays, according to Lewis, ‘it is beginning ¢elfas if they have always been here’
(2001.: xiii). Along with this increase in populariand in number of picturebooks there
came also their acknowledgment in the academitesirpicturebooks have become the
object of scholarly discussion, literary studiesl ant criticism worldwide (Lewis 2001:
xiii). According to Lewis, general agreement hagrbarrived at as to what the most
basic characteristics of the form is — that thetysebook text must be composite,
created by the interaction of words and pictur€012 xiii); yet the range of views on
how to read and perceive picturebooks has beenlasiyniwide as the variety of
picturebooks available on the shop shelves arotedworld nowadays, and not all
authors would agree with this model. This fact iade clear for example in the
overview of current approaches to picturebookd &saffered by Nikolajeva and Scott
in their publicatiorHow Picturebooks Worl006: 2-6).



Both the issues mentioned in the last paragrapic beatures of picturebooks as
well as current approaches to picturebooks’ stadg, described in the following two
chapters. The summary of recent viewpoints on pange picturebooks precedes the
description of picturebooks’ basic characteristgiace the attitude to picturebooks that
I have chosen significantly influences the way ihick picturebooks are depicted in
this work and should therefore be discussed first.

2.2 Current approaches to picturebooks

Taking into account what has been written in thevipus chapter, it might be
said that modern picturebook is a relatively reaantform, having truly developed at
first in the second half of the twentieth centulevertheless, in academic literature
picturebooks are discussed quite often; in manyoif most general publications on
children’s literature there is a chapter devotedoiciurebooks (e.g. in Peter Hunt's
Introduction to Children’s Literatureor in Saundra and Donna Nortoridirough the
Eyes of a child: An Introduction to Children’s Lisdure) and there is also a number of
studies that concentrate on picturebooks in pdaticés for these volumes specifically
on picturebooks, different authors treat picturddsom quite different ways, usually
either according to what they consider of valu@foimportance about the art form, or
according to what they want to use it for.

In the introduction to hiRReading Contemporary Picturebogk3avid Lewis
poses a few rhetorical questions in order to irtdithe nature of the issue of multiple
approaches to picturebooks.

‘[...] are picturebooks first and foremost books attls, stories that just happen
to be “told” in pictures as well as words — or #rey better thought of as a kind
of narrative visual art that happens to be anndtatecaptioned with words? Is it
really the pictures that lie at the heart of piehooks, or do we need to look for
ways in which the pictures and the words interact\@ork upon each other?’
(2001: xiv)
The questions Lewis asks, though quite vague, gedmt the point, as the three basic
approaches he implies in this quote roughly cooedpwith the overview of current
viewpoints on picturebooks as it is provided in d#&eva and Scott’'sHow
Picturebooks Work2006: 2-4). According to both these sourcess the focus on ‘the

literary’ as opposed to highlight of ‘the visuah picturebooks what forms the two



extremes among approaches to picturebook studlg, thwt third group — the advocates
of importance of word-image interaction — somewheirgetween.

Let us explain more closely what Lewis only indezhtand begin from one end
of the spectrum implied above: from those studiepicturebooks whose authors have
chosen to focus strictly on the visual aspectshaf art form — on pictures. Such
publications, according to Nikolajeva and Scott'ssdiption, usually comprehend
picturebooks as a source of visual art: as objectart history or else objects for art
criticism, and their interest lies purely in theaghics of the individual images, in
technigues employed in their creation, in theiafidesign and similar artistic and visual
concerns (2006: 3).

Slightly different though they are, studies tha aoncerned with thematic and
stylistic diversity among picturebooks would alsadl into this category at the very edge
of the image-to-text continuum, for also here piehooks are treated only as sets of
illustrations which are to be categorized, ‘with¢ednsidering] their relationship to the
narrative text’ (Nikolajeva and Scott 2006: 3).dddition, these studies generally pay
attention to issues such as topics or genres iturgizooks, yet, as Denise Matulka
points out on her website devoted to pictureboiks,primarily its unique format what
distinguishes picturebook from other artistic ¢erary forms, not its themes (1999a).

For both these groups of authors, it would seectupmbook is something of a
catalogue of single images or of varying themekerathan an art form of its own.
These authors do not examine the character ofrplobwk; in fact, they wholly neglect
it, considering usually only one of its layers -e thisual, thus ignoring the twofold
nature of the format.

On the other end of the continuum, one would firdhtymight be called ‘literary
approach’, where, as Nikolajeva and Scott pupitturebooks are treated as an integral
part of children’s fiction’ (2006: 3). Here themassues, ideologies, values etc. are
discussed, mostly by authors who adopt a standptosest perhaps to that of a literary
critic. These writers take picturebooks to be whawis in his quote has described as
‘first and foremost books’: they perceive pictureks as no different from books of
usual format, and consequently treat them as dmr @tork of children’s literature and
judge them according to the same guidelines. Asdf & customary with ‘ordinary’

books, it is generally the printed text that matteall the rest, from illustrations to



unique format of the actual volumes, is considevaty secondary (Nikolajeva and
Scott 2006: 3). Yet, in picturebooks, the writteards form only one layer of narration,
convey just one part of the book’s message, sime@tcompanying images have just as
much to say as the verbal text itself (Nikolajeval &cott 2006: 2). Thus, in turning
solely to the printed text, this approach is sinhylandifferent to the picturebooks’
specific format as the latter one, though it coasdhe verbal level of communication
this time.

Finally, somewhere between the above describecetwds of the scale, there are
those authors who value the counterbalance of wamdamages in picturebooks as the
form’s distinctive, unifying feature; authors whelieve that pictures, not only verbal
text, have a certain communicative capacity antl ttiey take a significant role in the
story narration within picturebooks (Nikolajeva aBdott 2006: 4). Perry Nodelman
should be mentioned here as one of the first aceadeta study the functioning of
picturebook from this point of view. Nodelman i tAuthor oMWords about picturesa
publication which has according to Lewis ‘becommething of a standard work on the
subject’ (2001: xiiv) and which Nikolajeva and Sdo¢lieve to have made ‘a significant
contribution to the study of text-picture interacti (2006: 4). Maria Nikolajeva, Carole
Scott and David Lewis, all so often quoted in tthesis, would all belong to this
category, too, as would further Lawrence R. SipgePHunt, Alfred C. Baumgartner,
Kirsten Hallberg, Ulla Rhedin or Clare Bradford,name at least a few of the major
authors studying picturebooks through this apprpaebognizing the role of the two
levels of communication and their relationship ictyrebooks.

It should be mentioned that not all authors who lesnphis attitude deal with
text-image interaction; there are some who conaenpurely on pictures, though not in
the same way as the first approach mentioned snctmapter did. Here, illustrations are
not discussed from an art critic’s point of viewt bather from the viewpoint of their
role in narration and in picturebook communicatiang they are examined in order to
reveal their communicative potential, for examptbe' ways of conveying such
elements as space and movement’ (Nikolajeva and 3006: 4).

Although their exact focus is somewhat differemdnir each other, what both
latter groups of authors have in common is thay the not simplify picturebooks into

mere verbal narrative or a picture catalogue. Gndbntrary, they recognize the two



levels of communication within picturebook — thehad and the visual — as well as
their interaction, and the possibilities it putsward. In recognizing and focusing on
the distinctive nature of picturebook, this appfoas the only one that is indeed
interested in the specific ways of the picturebmkn, not in literary values or in visual
art in general.

As for the standpoint of this thesis, it is prelyisthe specific character and
unique format of picturebook what the work drawsmpnost often when arguing in
favour of using picturebooks as a teaching aid aang learners’ foreign language
classroom. Obviously, picturebooks could be of galo language class even if only
their illustrations, or just their stories were dismnstructively for purposes of foreign
language instruction; this thesis acknowledgeant even focuses on these particular
components when discussing implementation of pettook into language teaching in
chapter 3. Nevertheless, if this paper speciffcatiopted any other approach than the
last one described in the listing above, it woudthe nothing short of another study on
implementation of pictures or stories into languaggruction. That is why the last
approach suits this thesis’ purposes the best ausedt intends to discuss picturebooks,

and the thesis therefore attempts to regard piotuies from this very point of view.

2.3 Describing picturebooks

It might seem simple to list several of the mossibacharacteristics of the
contemporary picturebook form, yet it is not s tmain reason being perhaps that
picturebooks are above all immensely diverse. Algiothey usually possess attributes
that visibly distinguish them from other artistia Giterary forms, such as high
proportion of illustrations, scarceness of writtdaxt or singular formatting,
picturebooks also differ much among each other.t Thademonstrated in the first
chapter of David LewisReading Contemporary Picturebookghere he examines and
describes a sample of fourteen picturebooks inra@eoint out both their common
features as well as differences between them (28@%). Lewis for example illustrates
that while it is generally valid that a picturebowmicludes both text and image, the
quantity of words in a book might vary significantfrom one picturebook to another,
since some volumes include relatively large churikext while others have no words

at all (2001: 4-24). Furthermore, different authase words and images within their



picturebooks in most varied, very own ways, givihgm special functions in telling the
story (if the book does narrate one) and creatinteaqinique impressions on the reader
(Lewis 2001: 4-24; Nikolajeva and Scott 2006: 18)addition, some picturebooks tell
stories while others do not, some are written wsprwhile others are in verse, and the
books are considerably varied in their themes amtas as well (Lewis 2001: 4-24).
The pictures inside picturebooks, too, vary trenoisty from one volume to another,
and in many aspects (Lewis 2001: 25). The listitiences could be even longer. Yet,
besides diversity, there are still some featuregchvipicturebooks generally have in
common and which will surely define the form morxwately than a catalogue of
dissimilarities.

As for a standard description or a definition lné form, Denise Matulka justly
remarks on her website that ‘a universal definit@na picture book is hard to pin
down’ (1999a); perhaps that is why it seems rathicult to trace one in the existing
literature. There is a definition, though, quoted &xample by Lewis (2001: 1) and
relatively often used also by authors writing o thubject of picturebooks on the
internet. This definition has been created by BabBader and published as the
introductory note to heAmerican Picturebooks from Noah'’s Ark to The B&dghin, a
study which presents a comprehensive history ofupbooks in America. | have
chosen to cite Bader’s statement here, as it enassgis many of the points this chapter

wishes to comment on and thus provides a suitakilee to follow.

‘A picturebook is text, illustrations, total desjgan item of manufacture and a
commercial product; a social, cultural, historicaicument; and, foremost, an
experience for a child.

As an art form it hinges on the interdependenceiatires and words, on the
simultaneous display of two facing pages, and enditama of the turning of the

page.
On its own terms its possibilities are limitless.’
(Bader in Lewis 2001: 1)

2.3.1 Words and pictures

In her definition, Bader starts at the very he&mioturebook: she identifies the
basic elements of the form: text, illustrationsd @atal design. Words and pictures in
picturebooks are indeed the major media to conveybok’s message, and total design

of the volume complements them, underlining the mirepand the effect of the book.
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This subchapter deals especially with the role ofds and pictures in picturebooks,
leaving the issue of picturebook design to be dised later on, in the next subchapter.

As for the ratio of words and pictures, pictureb®ake typical for relative
brevity of their written text (Lewis 2001: 25) amdbminance of the illustrations
(Matulka 1999a), so the amount of images genefatihly surmounts the amount of
printed words. Matulka estimates there are usua#ly than 500 words in a picturebook
(1999a), although this is precisely one of the f®iwhere the diversity among
picturebooks shows: while some count more thanthwasand words, others have none
at all (Matulka 1999a).

Surprisingly, although they do not contain any tdkese so-called ‘wordless
picturebooks,” wherell the information is conveyed through images, ase #hought
of as a certain form of picturebook, as alreadytérm itself attests. This exception is
briefly discussed by Lewis, who argues that altoggch books ‘fail to meet the
“interdependence of words and pictures” criterifor fhe obvious reason that they lack
any verbal text at all] there is enough similafigtween these books and other more
readily recognizable picturebooks for them to beepted as such’ (2006: 28). In other
words, presence of a full-fledged, sequential ‘@igext” which in itself provides some
kind of narration, even though not accompanied toytggd words as is standard, makes
a book similar enough to picturebooks (and dissiménough to standard verbal-text-
based books) to classify it as a picturebook. Sarctassumption definitely underlines
the fact that a narrative expressed through pistisesomething rather unique and in
literature distinctive solely to picturebooks, anélso further emphasises picturebooks’
boundless diversity.

Further in her definition, Bader maintains thatist not only simultaneous
presence of verbal text and accompanying illustratibut also their interdependence
what distinguishes a picturebook. Lewis’ argumeatabn wordless picturebooks in the
former paragraph has revealed that he, too, géneesiognizes text-image interaction
in picturebooks as the form’s standard featureinticcate what this interdependence of
text and image actually refers to, a simple congoariof picturebooks as opposed to

illustrated books might be used:

! “visual text’ is Nikolajeva and Scott's standagdrh for a message conveyed in pictures. (e.g. 24)06:
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lllustrated books generally convey information esiyi through verbal text;
pictures are added at first after the book has be#ten, they basically merely echo the
printed words and do not significantly contributetihe book’s message. They are thus
virtually redundant and from the point of view ofory narration or message
transmission dispensable. On the contrary, wordspactures in picturebooks usually
cannot easily discard each other. To explain: edntext and illustrations in
picturebooks each provide certain information, anesent it in a commentary of their
own (Lewis 2001: 4). Unlike in illustrated bookbBptigh, these two commentaries often
differ — they do not merely copy each other, oleast not fully (although symmetiyg
one of the many possible patterns of interactiobwben words and pictures in
picturebooks) (Nikolajeva and Scott 2006: 17). les$ often reveal one thing, words
another. That is why the two media need to interabecause once ‘woven together’
they enrich each other and they can eventually ideona more complete, more
comprehensible message of the page, or book. (L&@@l: 3) This word-image
interaction thus creates a unique, composite mediypital for picturebook, which
David Lewis refers to as the ‘picturebook text’ @20 xiv); which Joseph Schwarz, as
guoted inHow Picturebooks Work2006: 6), calls ‘verbal-visual narration;’ or whi
Kristin Hallberg, cited by the same source (2006l#)els as ‘iconotext’ To sum up,
in picturebooks both the verbal and the visual lewé communication take part in the
narration (Nikolajeva and Scott 2006: 1), and rezithvords nor pictures can be omitted

as none is sufficient without the other. (Lewis 200)

2.3.2 Picturebook anatomy and design

When mentioning ‘the simultaneous display of twoirig pages’, Bader touches
another major feature of contemporary pictureboekhkeir distinctive constitution, or
‘anatomy’ as Matulka inventively refers to it. (289 Some of the physical attributes of
picturebooks are indeed quite unusual among baogemneral; Matulka in fact believes
that, besides the unique ‘picturebook text’, iprecisely its specific format, not topics

or genres included within picturebooks, what segearthe form from other books in the

%2 The term is probably inspired by semiotic termagyl, which would refer to images in picturebooks as
to complex iconic signs. (Streeter 2005) The taext’ is usually associated with printed words or
simply with verbal level of communication, and trithe word ‘iconotext’ refers to the composite blerid
words and pictures by means of which picturebookrmanicates.
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field of children's literature. (1999a) Nikolajeaad Scott likewise state that ‘format is
an extremely important feature of a picturebooR0Q6: 241) There are many physical
traits of picturebooks that could be described hB®d Apple Education website on
picturebooks, for instance, provides a comprehensierview of the many features
that could be listed under the heading of pictuo&bdesign (2008a). | shall choose and
describe only several of these points, the majaesprand then those that are of
importance to this thesis.

In their physical description, let us start frone thery outside of picturebooks.
Picturebook can generally have two shapes — regtangr square, and if rectangular,
then also two positions — horizontal or verticalaMka 1999b). The choice is not
random but made with regard to author’s artisttentions and needs as to the setting
and telling of the story (Matulka 1999b). For imsta, rectangular shape with longer
edges of the book running horizontally (which isuadly very rare to find in volumes
other than picturebooks) is ‘especially useful gpidting space and movement’ as it
allows authors to spread their image (or imagespsaca relatively broad space,
creating a kind of scenery not dissimilar to thhtadheatre stage or a cinema screen
(Nikolajeva and Scott 2006: 242). Vertically settemgle, on the other hand, does not
allow horizontal composition and thus is not idaldepiction of movement or action,
yet it would prove useful in other ways, for instarwhen ‘demonstrating tall buildings,
characters and objects’ or in ‘narratives involvianghange in an individual rather than a
change of location’ (Red Apple Education 2008a).

Apart from their shape, picturebooks also substlintidiffer in size; and
dimensions of individual volumes are chosen purfudise too. Just like the shape of
the book, its size can considerably add to theingagxperience and to the impression
of the book on the whole (Matulka 1999b). To usetlka’'s example, very small
books, for instance, are usually intended and nsostable for very small hands
(1999b). Very big books, on the others hand, pmVidberty for extensive visual
depiction of the book’s setting and may have a a¢eoy to ‘absorb’ the reader, drag
them into the scene. And when children in partical@ concerned, big format might
seem more attractive to them and the book is pigledsier to handle (Nikolajeva and
Scott 2006: 242).
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Picturebook’s covers, both front and back, usustligrt some illustration related
to the book’s theme, sometimes even revealing bnamdinformation on the story, and
they contribute to (and go with) the book’s overdkign (Nikolajeva and Scott 2006:
241). Similarly, the endpapers — these pages dgluéte inside of front and back covers
of the book — can supply additional informationthe narration (Nikolajeva and Scott
2006: 241), they match the total design of the baokl, as Matulka puts it, ‘are
intended to enhance the mood or setting of a b@®9b). Front and end matter of a
picturebook — the first and the last page, progdusually information on the title,
author, edition etc. (in the front) and acknowle@gus (in the back) — are also, unlike in
books of other than picturebook format, subjedh®book’s overall design (Red Apple
Education 2008a). Thus, the whole picturebook va@umdeed comes out as a
composite unit.

As a standard, picturebooks contain thirty-two gagdtogether; the scope,
however, can extend from twenty-four to as manysias/-four pages in some titles
(Lewis 2001: 7). As for the organization of pagdsgre again picturebook format
particularly differs from that of books in generd#ls far as ‘ordinary’ books are
concerned, two pages lying next to each other inopen volume are to be read
successively, at first the block of text printedtba page on the left, then the one on the
page on the right. In picturebooks, though, notpaljes are intended to be viewed
separately. On the contrary, apart from single-piigstrations, picturebook authors
often create also so-called ‘page-openings’, outide-page spreads’, defined by Lewis
as ‘the complete visual display created when auptiook is opened out flat showing
the left- and right-hand pages side by side’ (2Q@RB). Double-page spreads break the
sequential reading convention characteristic fonwmn book format, as they require
the reader to look across both pages of the pagehop and view them at once and as
one whole (Lewis 2001: 168). ThRed Apple Education page on picturebook
illustrationsfurther asserts that this design technique ‘isi@aerly effective [...] to
emphasize a single moment in time or a particustant of the plot’ and that it ‘give[s]
viewers an insight into scenes and to worlds thay mave been created for the picture
book’ (2008b).

Furthermore, picturebooks use a number of individuastic techniques on their

pages, such as borders (also called frames), veger panels. (Matulka 1999b) It

14



would be pointless, and too lengthy, to descrideofilthese in greater detail. The
essential point common to these techniques isevaty one of them in a way adds to
the artistic statement of the illustrations, sorte® aupport the narration, and they all
contribute to balance and variety of a picturebqmge (Matulka 1999b), thus
‘affect[ing] the meaning and effect of the pictubeok as a whole’ (Red Apple
Education 2008b).

Finally, as a conclusion to this enumeration ofysebook characteristics | wish
to point out that all the attributes mentioned abave especially important since they
take part in creating the ‘total design’ of pictooek, the third basic element of the
picturebook form as listed in Barbara Bader’s d&bn. In its functioning, picturebook
indeed heavily relies on the effect which a book®rall appearance creates on the
reader, on the entire impression that it leavesnidefRed Apple Education 2008a),
which has hopefully been sufficiently illustratend the description of picturebooks’
physical attributes provided above. To confirm #ignificance of this issue, it might
also be mentioned that entire picturebook desigaghfigures for instance also among
the official criteria for Marilyn Baillie Picture @k Award, a prize granted yearly by
Canadian Children’'s Book Centre to one outstandGapadian picturebook. The
guidelines of this event actually state, among rotoaditions, that ‘there should be a
seamless integration of text, illustratiand desighin order for a book to be eligible as

a picturebook (Criteria and Submission Guidelines).

2.3.3 Picturebook’s audience

There is one more point Barbara Bader has mentionbdr definition that is to
be commented on here — the target audience ofrpmioks. Although it might seem
that, in elaborating on picturebook’s audience, pag@er slightly moves away from
describing the actual art form in itself, it must &dmitted thatvho a book is written for
definitely influenceshow it is written, and in this way the audience beconaes
influential factor in a (picture)book’s descriptioim addition, picturebook audience at
least partially overlaps with the target group ohich this thesis concentrates when
presenting picturebook as a means of foreign lagguastruction, which conveniently
allows this sub-chapter to conclude the descriptibpicturebook and at the same time

introduce the further focus of the paper.
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Bader believes, to use her own words as quotedeahinat picturebook is
‘foremost an experience for a child’. Although suagh assumption would be most
suitable as regards purposes of this thesis, itldvine wrong to claim that all
picturebooks are intended for young readersoteglyfor young readers, as they are not.
The Red Apple Education website on picturebookslagxp in the introductory
overview that

‘[tJraditionally, it was common to view picture bk®as serving as reading tools
for younger children. [...] Many picture books aratten with these particular
audiences in mind. In recent times, however, arasd writers have combined
to create picture books with multiple layers of mieg and complex themes,
suitable for older school students and adults alike way in which the images
and text work together with the overall design gicture book has become
quite artistic. The themes that are expressed eawimplex and mature.’
(2008c)

David Lewis likewise admits that ‘some picturebo@ke designed to appeal primarily
to older children and adolescents’ and ‘some [...hdbseem to be addressed to young
people at all’ (2001: 77).

In addition, even if a picturebook is targeted atiyg readers in some way, it
does not necessarily mean that it is intended peapto young reademnly. In this
aspect picturebooks do not differ from childreriterhture in general, and thus Barbara
Wall's theory and terminology concerned with difet ‘modes of address’ in
children’s books could be applied here (Wall in H@894: 12). According to Wall,
there are three possible kinds of address to bedfon children’s literature: ‘single
address’ (in books which are written for childrenly), ‘double address’ (in books
which address both children and adults but eaclditfgrent means or elements; for
instance, the story is written primarily for chiahr but its author addresses adults by
including jokes the child reader will not understaand ‘dual address’ (when both the
audiences are addressed at once and by same medren-the story is told in a way
‘that allows [adult and child] a conjunction of @nésts’) (Wall in Hunt 1994: 12-13).
Thus a picturebook targeted seemingly at childram ltcave something to offer to an
adult reader as well.

Apparently, the actual audience of picturebookas exclusively comprised of
young readers, just as that of children’s litemtwn the whole isn’'t. This thesis,
however, intends to introduce picturebook as a medrforeign language teaching at
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elementary school, and in its further course vidirefore narrow down the focus on the
juvenile part of the audience only. Moreover, alttjo carefully chosen picturebooks
might prove an effective teaching aid with learnefsdifferent ages and levels of

proficiency, | believe that the nature of the fopwssesses particular potential (as well
as singular charm) for the youngest, beginningniesar in the primary foreign language
classroom, and my paper will therefore concent@e exactly this target group.

Detailed explanation as to how picturebook matdhesneeds of young learners and

how it can effectively facilitate their learning &reign language is provided in the
following chapter.
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3. Picturebooks in language teaching

It has already been explained that picturebooks vargen for (and thus
probably also read by) virtually anyone as far ge & concerned, from very young
children who actually cannot read printed text gatl share the picturebook-reading
experience with their parents, over adolescentqduts alone. Similarly, | believe,
picturebooks might be implemented into foreign laage instruction with learners of
very different ages; after all, books as well ashantic materials (both of which
picturebooks are) have been applied as a poputhuseful teaching aid in language
teaching with learners of all ages and levels. Glsly, appropriate choice, suitable
methods of implementation, and first of all the éasonsideration of whether a
particular picturebook can provide opportunitiespi@ctise what particular learners
need at the moment would be crucial to successagisvhen employing any teaching
aid.

Nonetheless, it is my personal opinion that pidiocks are very well, if not best
suited above all foyoungforeign language learners. There are several paintavour
of this assumption. For one, the choice is defipiteoadest among picturebooks for
young readers, as most picturebooks are indeettéwmwith these particular audiences
in mind’ (Red Apple Education 2008c). Secondly, hviteal books® and authentic
materials there is often the difficulty that texthich would best suit certain group of
learners in their theme and topic contain langubgeis far above their level, since they
are originally written for native-speakers, thougfrapproximately the same age. This
issue certainly touches picturebooks as well, bpeeially as far as picturebooks for the
youngest, emergent readers are concerned (teximigles and scarce) — and re-
considered as a language teaching tool for younguiage learners - beginners (first
three years of primary education), the clash betweeferred thematic orientation and
‘achievability’ of the language seems to be muchalim as compared e.g. to
picturebooks for older children. In addition, there the picture narrative in
picturebooks, which (if we forget about differendtaral contexts) is no less readable to
a foreign language learner than to a native-spealed significantly supports

understanding. The strongest argument, howeveys stathe fact that picturebook as a

% Term commonly used by teachers to refer to auiheobks (see e.g. Enever and Schmid-Schénbein
2006)
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teaching aid promptly matches many of young childrdearning needs and offers
opportunities for children’s development in varioaspects — cognitive, social,
emotional, linguistic. How exactly picturebook caater for young learners’ needs

during foreign language instruction is to be illastd on the following pages.

3.1 Child as a learner

When demonstrating in which way picturebooks matming language learners’
needs, it might be appropriate to start by listivitat their learning needs actually are
and how they learn.

To begin with, thereare many common generalizations as to what kind of
learners young children are. It is for example gelheunderstood that young children
are livelier, more positive, more enthusiastic dblearning than adults are; they are
ready to take part in activities offered by thecte&r and ‘prepared to enjoy them’
(Phillips 1993: 7). Truthfulness of this assumptiwould certainly depend on a variety
of conditions in individual cases, as for instangbether the child has hitherto
experienced their classes to be enjoyable and ktimg, or what kind of attitude
towards learning (and towards the specific subjeetter) they have brought from
home. It is, however, still true that children iengral approach learning with much
more eagerness than learners at later age, anga<DOnn remarks in her publication
Beginning English with Young Childreffi]f teachers can manage to capture children’s
enthusiasm and keep it, [...] foundations for whatyrha a life-long interest [in the
subject matter in question] can be laid’ (Dunn 19Bj3 Affective aims of building up
self-confidence and positive attitudes towards Uy learning are indeed considered
of highest importance in primary language instarcti(Klippel 2006: 83). Since
picturebook is frequently described as an itemstrohg socio-affective appeal’ (Read
2006: 11), possessing a ‘power of attraction [whiohy be exploited to make language
learning pleasurable and memorable’ (Klippel 2081B: ‘in ways that are enjoyable and
enduring’ (Read 2006: 11), its potential as regdhils domain (when it is chosen and
implemented appropriately) is not to be doubted.

However fast young learners may be enthralled @n wwver, their attention and
interest can waver and fade away just as rapidliefly due to the fact that their

attention and concentration span is very shorttSocw Ytreberg 1990: 2). How long a
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child can concentrate on (or keep to) one activayies individually and depends on
many factors, such as whether they understand abklke in question, whether the
difficulty level is appropriate to the child’s pasities, or whether the activity simply
is not taking too long (Dunn 1983: 9-10). In cla&sn, the issue of short attention span
is further complemented by the fact that youngarkih find it rather difficult to sit still
or to stay in one position for longer periods ofi¢i (Dunn 1983: 14). Such continuous
need for physical movement in children at this dges not result from their limited
concentration span but is closely connected toptigsical development currently in
progress (Dunn 1983: 14). In effect, however, btitase facts result in a single
conclusion — young children require a particularfyyied programme when they are to
be taught efficiently, and the variability needsstmw in many different aspects. As for
picturebooks, their value partly lies in the ricntext they provide, which can be
utilized as a reference point for a broad varietyrelated activities, limits being set
only by boundaries of teacher’s imagination (elgs 2006: 95; Hughes 2006: 153).
Phillips further mentions that the younger the ahthe more holistic learner
they are (1993: 7). For language classroom thisns¢aat children do not focus on
language alone but on the whole context, situataord the sense hidden in it, and
consequently respond to meaning underlying thedageg used rather than perceive it
as an abstract system which to be learned in eodee understood (Phillips 1993: 7-8).
In other words, children ‘make sense of languagearaking sense of the situation’
(Lugossy 2006: 25), and as a result they also teegiuage similarly — according to its
potential function and use (not form), as a medrachbieving something (Phillips 1993:
8). They ‘are more concerned with the use of laggu@ convey meaning than with
correct usage’ (Dunn 1983: 3) and they often ‘aswliage skills long before they are
aware of them’ (Scott and Ytreberg 1990: 2). Apptye therefore, in their language
classes children need to be provided with highlytextualized language, as relevant, as
practical, as communicative as possible (Phillip93t 8), presented and practised by
means of communicative-style activities. Contribatiof picturebook to language
classroom as regard this aspect is indisputableatask of contextualizing language is
continuously fulfilled by illustrations within piatebook, and the act of picturebook-
reading in itself is a common, realistic activitygar (and dear) to young learners’

experience. Furthermore, Scott and Ytreberg als$lecteon the holistic nature of
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children’s learning when they write that their ‘@nstanding comes through hands and
eyesandears’ (1990: 2); this formulation suggest that eghprovided for the language
used in young learners’ classroom should be agdas possible and allow children a
multi-sensory, hands-on experience.

It is also noted in literature that children atywgoung age (approximately up to
the age of seven or eight) are quite self-centnedpaefer individual work to groupwork
(Scott and Ytreberg 1990: 2-3). Self-centredness igpical psychological feature in
individuals at this age and is caused by theiresurwvay of thinking — to accept that
there can be different views or opinions than tlegn is for most children till the age
of seven very difficult (Fontana 2003: 68). It fmAls that, rather than inclining to their
classmates, young learners require constant atteatid immediate feedback from their
teacher (Scott and Ytreberg 1990: 2-3; Cameron 2001This is connected to the fact
that young children cannot yet decide what theytarearn or how, and are therefore
strongly dependant on adult support in the clagar@unn 1983: 12). As regards the
process of picturebook-reading in classroom, thivigc is not to be taken up by
learners on their own, without support; conversdlyis collective and continuously
guided by the teacher, who assist the class inrotdepermit their successful
accomplishment of the reading task, thus perhajmsvialg the learners to achieve
something they could not have accomplished, or ook even have dared attempt on
their own.

These observations (along with numerous others)fracgiently discussed by
literature focused on teaching young learner ckaasel they are certainly significant to
successful work with primary learners, whether #ubject to be taught is foreign
language or mathematics, and whichever the appesazihd methods employed during
the instruction are. Nevertheless, to understargdepth how young children learn and
how they learn languages in particular, it is neags to reach further and consult
resources on child development and theory of legraind language development. To
relate all findings from these fields here wouldtbe extensive as well as irrelevant to
the purposes of this paper, and therefore onlyctsleconcepts are to be discussed,
particularly those that can later be exploitedltesirate the potential of picturebooks in
foreign language teaching.
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Learning through active interaction

The name of Jean Piaget belongs to the most iriffaleanes within the field of
twentieth-century developmental psychology, anpehaps most frequently associated
with his theory of cognitive development. Piagedtitiguishes four distinct stages of
cognitive growth which children move through asytlgradually develop (Huitt and
Hummel 2003); ‘[a]t each stage, a child is capaiflsome types of thinking but still
incapable of others’; and each particular abilign doe mastered at first when the
corresponding stage in development has been reg€aderon 2001: 4). Numerous
pre-school and primary educational programmes baea modelled on Piaget’s theory
(Huitt and Hummel 2003), yet the concept of detdchevelopment stages has also
been criticized for underestimating children’s attyotential, for instance by
Donaldson, Baillargeon or Bryant and Trabasso @&wnR003: 72-73).

There is a second aspect to Piaget’'s concept, lewawnore significant one to
the purposes of this thesis: apart from stagestwimdividuals pass through as they
learn, Piaget was also interestedhawthey actually learn (Huitt and Hummel 2003). In
Piagetian perspective,

‘[tlhe child is seen as continually interacting lithe world around

her/him, solving problems that are presented byetingronment. It is

through taking action to solve problems that leagroccurs. [...] The

knowledge that results from such action is [ac}ively constructedby

the child.’ (Cameron 2001: 2-3)
Furthermore, this process of constructing knowletthgeugh contact with surrounding
environment is closely bound to prior knowledge axgerience of the world which
children already possess and bring with them ihto dlassroom, and which act as ‘a
springboard into further learning’ (Read 2006: ¥8)cording to Piaget, children in new
learning situations draw on their existing cogratistructures and concepts and either
adjust them to fit and explain the current circianses (‘faccommodating’ them), or
they use these concepts as a kind of model torwetste the current situation
accordingly in order for it to be clarified by tleeslder structures (‘assimilating’ them)
(Huitt and Hummel 2003).

When it comes to language instruction, Piaget’svwaé how children generally
learn can be applied as a parallel to how theynléammguages in classroom, implying

that just as the world offers children opportusitte learn and develop through active
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interaction with their environment, classroom eonment should become a source of
situations that invite interactive learning, ofusitions which would grant children new
learning experiences (Cameron 2001: 5). Childreedrie be engaged in their lessons,
need to be allowed to actively take part in thenolider to learn (Cameron 2001: 4).
Furthermore, teacher should bear in mind that whidé&ing sense of new situations (or
new language, in the context of a language lessgmidren can only draw on their
limited previous knowledge, and consequently gaideustanding just in terms of what
they have already experienced (Cameron 2001: 4is ithplies that when taught,
children need to be approached in a way that alldvesn to make sense of new
problems, situations or subject matter in termgheir own present possibilities — which
for the target group means above all through sefiicauthentic, practical experience
(Fontana 2003: 69-70, 79).

As for picturebook-centred language lessons, it lsarremarked that, firstly,
picturebook-reading is considered to be a hightwagrocess for the learners (which
is to be accounted for in detail in subchapter23;2and, secondly, that throughout the
process, learners have a chance to draw on thkipre-existing experience with stories
and narratives, which aids their successful accsmpient of the reading activity —
their comprehension (as discussed in detail in lsater 3.2.3 devoted to stories in

particular).

Social dimension of learning; zone of proximal depment

There is one important feature which is neglectgdPilmget's theory of cognitive

development, yet is a central one to children’sydexperience: the social dimension of
living, and learning. As Cameron conveniently ptityw]hereas for Piaget the child is

an active learner alone in a world of objects, lfev Vygotsky the child is an active

learner in a world full of other people’ (2001: 6).

Key principle of Vygotsky's concept is that childrelevelop through social
interaction with others, especially with people wtave more skilled, more
knowledgeable than the children themselves (Rea®6:2012). These more
knowledgeable individuals, be it adults or just eiskilled peers, can ‘mediate’ new
information or skills to children which would be waoo difficult and therefore

inaccessible to them if they attempted them onrtbein (Cameron 2001: 6). Read
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explains this mediation process when she writesahaadult carer, as an example of a
person more competent than the developing childsggses the language and cognition
essential to fulfilling a certain task and can #fere ‘[guide] the child through relevant
behaviour’ until they are able to understand andop@ the task successfully on their
own (Read 2006: 12).

The area within which a child can carry out anacbr a task if provided with a
more skilled person’s assistance is in Vygotskysaaept referred to as the ‘zone of
proximal development’ (ZPD). Vygotsky himself defmit as the space between the
level on which children can successfully solve jpeots on their own (or ‘actual
development level’) and the level of tasks whichytltan successfully perform when
provided with adult or peer assistance (‘level ofgmtial development’) (Vygotsky in
Dahms 2007). The concept was conveniently visudligeRead (2006: 12) in the form

of this simple, comprehensible table:

Level of potential developmentas determined by problem-solving under adult
guidance

Zone of proximal development

Actual development levelas determined by independent problem-solving

Vygotsky believes that learning can occur only watthis very area — when the tasks or
learning problems are one step ahead of learnartemt level of competence (Dahms
2007). Read agrees when she explains that whdawélkeof difficulty of a task does not
reach the ZPD, children can already do it indepetigand learning is taken no further;
when the level is situated beyond it, task canmotthieved, not even with help, and
learning is taken no further either (Read 2006: E2ythermore, functioning of ZPD is
closely connected to so-called scaffolding. Scdffa is a metaphor for the assistance
of a more knowledgeable person, for the aid toniegr and development which
individuals receive when working within their ZPIDghms 2007). It is a complex,
many-layered learning tool, since relevant suppart be provided in a variety of ways
at once (Dahms 2007), and it is also a dynamic eine applied aptly when support is
necessary, then gradually adjusted as learner'spetance is being developed, until
eventually completely withdrawn as the learner bee® independent (Cameron 2001:
8). Scaffolding is in more detail described later as a concept developed further by

Jerome S. Bruner.
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One more of Vygotsky’'s concepts to be mentioneetehis that of
internalization. Vygotsky claims that ‘[e]very fui@n in child’s cultural development
appears twice: first, on the social level, andrlat@ the individual level; first between
people (interpsychological) and then inside thédchintrapsychological)’ (Vygotsky in
Kearsley 1994-2008). In other words, the exteroala interaction between the child
and people in their environment is the vital s@péards learning and development, yet
only just the first one: it creates the primary uhpvhich is still to be gradually
internalized by the child, becoming ‘the inner, queTalized resource for child’'s own
thinking’ (Read 2006: 12).

As for implications of Vygotsky’s theory for langge instruction, similarly to Lynne
Cameron | believe that there are many of them hatthey can ‘help in constructing a
theoretical framework for teaching foreign language children’ (2001: 7). Vygotsky’'s
belief in key role of social interaction suggeststt foreign language classroom
activities should offer opportunities for commurtioa and interaction both between
learners and their teacher and among learners #teess— a piece of advice often
reflected in handbooks on teaching languages tomgdaarners, which for instance
suggest that foreign language is best to be appeda@s a vehicle of communication
and not [as] grammar’ (Phillips 1993: 8), as sonmgth‘to [be] use[d] in real
experiences’ (Dunn 1983: 2). These publicationsydwer, frequently promote above
all relevant, practical and communicative languagmit, and do not mention that not
just the language that is worked on but also nabfithe activities through which it is
conveyed and atmosphere of the lesson on the wdimeald invite social interaction
among participants. Such a requirement is fulfilksdegards picturebook, its reading in
class being essentially a collective activity whiahows learners a ‘shared social
experience’ (Ellis 2006: 95). This process oftenk®s personal reflection on the story
on the part of the learners who, by voicing howytltmmprehend the narrative,
mutually support each other's understanding (Re@862 15-16). This generally
corresponds with Vygotsky’s concept of learningtigh social interaction with others.

As for Vygotsky's concept of ZPD, Cameron propadex it is especially useful
for teachers’ decisions. ‘In deciding what a teadtan do to support learning, we can
use the idea that the adult tries to medrdtat next it is the child can ledrrshe writes,

which can then be applied ‘in both lesson planrang in how teachers talk to pupils
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minute by minute’, helping the teacher to meet mamportant decisions about
children’s further learning (2001: 7-8)heory of ZPD is further closely connected to
the idea of scaffolding which, as Read believes, & powerful metaphor for
encouraging teachers to reflect on the nature agdee of support that they give young
children [...] in English language lessons’ (Read &Q1R). (Interestingly, the issue of
scaffolding actually comes up later, during theeegsh experience, as described in
chapter 4 of the thesis. The research report anwbhers illustrates how excessive
scaffolding provided by teacher during a picturdbosading activity can influence
picturebook’s potential — or rather the way in whit shows during the particular
language class, and can thus strongly affect dvdeaklopment of the lesson.)
Returning to Vygotsky, there is one last notiorhs to be noted here — that of
internalization. It suggests that children’s leaghcannot suffice with one-time input of
e.g. certain language structure, but needs numesppsrtunities to encounter and
experience it further, and in relevant contextpider for the child to truly master the
particular language function and to be able toiuseown speech, to make it their own
(Cameron 2001: 8). While is considered typical of picturebooks that they ardoéo
read and re-read multiple times (Klippel 2006: 8h)s concept of Vygotsky’'s might
rather suggest that picturebook, when aiming ahkya’ mastery of the language input
it presents, should be used as one of severaloaidsurces introducing learners to the
particular language. In this way, picturebook-regdcan be employed as a possibility
for learners to recycle (and internalize) the vataty or language which they already

know.

Scaffolding

The term scaffolding, as has already been mentjaeéers to ‘guidance, collaboration
and support provided by the teacher [or other cdempeperson] to guide a child
through its ZPD in order to reach new independendearning’ (Read 2006: 13). The
concept is anchored in Vygotsky's belief that ieyhare provided with competent
assistance, children can complete tasks or makilés which they could not manage
alone (Galguera 2003) — an idea adopted and fudéeeloped by Wood, Bruner and
Ross, originally in the context of parental tutgriof very young children and their first

language acquisition (Read 2006: 13). For Brurssaffolds arententional temporary
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and flexible structures built to match the learner's developméBalguera 2003);
intentional since they are set up with the distugctwish to help the child move on,
temporary as they are to be removed once the dtald act competently and
independently, flexible because they are being ohycaly adjusted to the child’'s
changing needs (Read 2006: 13).

Wood, Bruner and Ross originally identified six qwonents of effective
scaffolding, among them for example generating debil’s interest for a task,
simplifying it, or emphasizing its key points; ktthore supportive features have been
suggested and discussed in literature for teacaedslanguage teachers since then
(Read 2006: 15, 17-19). Among all these many nettbere is one to be commented on
here, provided still by Bruner — that of ‘formatsdaroutines’ as tools of scaffolding. As
Cameron puts it, formats and routines are extrenuslgful for they ‘combine the
security of the familiar with the excitement of thew’ (2001: 9). In other words, while
providing scaffolding in form of familiar, predidike context (Cameron 2001: 9) and a
familiar, secure environment for learning (Lugo2806: 24), routine events also open
up space for learners’ further development as trey increasingly complex and are
gradually adjusted to learners’ shifting needs (€am 2001: 9-10). In this way,
routines provide learners with ‘space for growthhieh] ideally matches the child’s
zone of proximal development’, and are also compliaith Vygotsky’s concept of
internalization (Cameron 2001: 10-11). In additiémymats and routines ensure safe
learning environment, an issues considered alsoStewen Krashen’s concept of
language acquisition and language learning, whidlhoe in more detail discussed next.

Picturebook used in young learners’ language atassrwould actually count as
a scaffold, due to its power to capture learnetgndion and evoke their interest.
Furthermore, the repetitive act of picturebook-regdaioes in itself create a classroom
routine of a sort, especially when implementatibpioturebook into language lesson is
not an isolated, sporadic occurrence. In additvamen reading a picturebook in class,
young learners can draw on their previous expeeiewdh similar reading-related
routines from home, which both aids their succdssfading and helps establish secure

learning environment.
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Language learning and language acquisition

Concluding this subchapter, views of Stephen Knashmerican applied linguist
widely known for his Theory of Second Language Asiion, are to be outlined here.
Krashen’s concept is built up around five centrgbdtheses, three of which will be
discussed here, along with brief sketch of critithey provoked.

First among them is the Acquisition-Learning hypsils, which is considered
fundamental for Krashen’s concept, and which cldinag there are two different ways
of developing foreign language competence — adguisand learning (Schitz 2007).
Language acquisition is, according to Krashen, lec@unscious process similar to that
through which children acquire their mother tongbg, means of which learners
achieve competence without explicitly focusing be form of language (Stern 1983:
20). Language learning, on the contrary, referedascious language development’ as
it usually arises in ‘formal, school-like setting&Stern 1983: 20); a process during
which ‘conscious rules about language are develoffeidhards and Rodgers 2001
181). Although this distinction has been widelticized, mainly as regards Krashen’s
presentation of the two systems as distinctly sgpafMason 2003a), it is my opinion
that it presents a helpful pointer to the fact tirmMason’s words, ‘human learning is a
multi-faceted skill, that calls on a number of drfint processes that work together’
(1999), language learning notwithstanding, and uagg teachers should therefore
attempt to create such conditions in classroom wwaitld allow coupling of learning
and acquisition — an opinion shared e.g. by Ste#83: 393).

Acquisition-learning distinction is complementedthg Input hypothesis, which
attempts to explain how second language acquisiiades place. Its claim is that
language acquisition can only occur when learnerseaposed to sufficient amount of
comprehensible input which is linguistically slightoeyond their current level of
competence (- an assertion resembling Vygotskyés idf learning within the ZPD)
(Richards and Rodgers 2001: 182). Comprehensilmfisuch input is ensured either by
modification of input into a form intelligible tdé learner (Mason 2003b), or by means
of situational and contextual clues (Richards aratigers 2001: 182). Also Input
hypothesis has been subjected to a considerablerdamb criticism; it is for instance
argued that implementation of Krashen’s notion@hprehensible input would expose

learners to poor, substandard language samples;ittieould not require them to
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actively attempt to understand language at alhag tould ‘read the environment’; or
that the attitude significantly downplays the rofeproduction in learning a language; it
is also attacked for providing insufficient amowfitempirical evidence for its claims
(Mason 2003b). Still, | perceive the hypothesisfuis@ its essence, as it in fact points
out relevance of providing rich, contextualizedgaage input into language classroom.

Finally, Affective Filter hypothesis expresses Kras's view that there is a
number of ‘affective variables’ which act in indilial learners as an ‘adjustable filter
that freely passes, impedes or blocks the inpuesseny to acquisition’ (Richards and
Rodgers 2001: 183). Krashen identifies motivats®if-confidence and anxiety as those
variables; while learners with low affective filter motivated, self-confident learners,
suffering a low level of anxiety —are better eq@ggor acquisition, high affective filter
in a learner — caused by ‘low motivation, low sefteem, and debilitating anxiety’ —
can significantly limit acquisition, or even prevenfrom taking place (Schitz 2007).
Although Affective Filter hypothesis received soamount of critique related to lack of
standard definition of terms used, most of itsmkiare generally accepted (Mason
2003c).

For the sake of completeness of the outline, Knaishmoncept further comprises
the Natural Order hypothesis (arguing that acqarsiof grammatical structures follows
in a predictable order), and the Monitor hypothe®kiming that while acquired
language plays the role of ‘utterance initiatohe tlearned system only acts as a
‘monitor’, or ‘editor’ of what is being said) (Rielnds and Rodgers 2001: 181-182).
These are not elaborated on, as they do not seeetate to the issue of picturebook’s
use as a teaching aid too closely.

If viewed in the light of Krashen’s concept as ganeted above, picturebook-
centred work seems to be well-suited to allow coration of acquisition and learning
in language classroom. First, picturebook appeantribute helpful target language
input into the language lesson: it surpasses #keoffi providing a poor language sample
by being authentic, yet the input can still be ened comprehensible, considering the
strong contextualization ensured by the accompanifinstrations. The input can be
worked with as both language to be acquired (fetaince during simple, story-focused
picturebook-reading activity) and language to lz@red (by means of related activities,

exercises etc.). Also, as has already been meudtigreviously, the activity of
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picturebook-reading might help establish safe, thwaatening environment in
classroom, lowering the anxiety factors, and paeses potential to boost learner's
motivation for language learning, in effect incriegslearners’ chances for successful

acquisition, and learning in general.

3.2 Picturebook in young learners’ language lessons

Generally speaking, primary language teachers roakeof variety of resources
in their lessons. Although they, similarly to lalage teachers in higher levels of
education, frequently reach for a textbook in orgehelp them create at least a rough
framework for their course, it is common that a tiwdle of other material also finds its
way into primary language classrooms. There ardepgspictures and flashcards,
worksheets and colouring sheets, even of own deyidbys and other real objects,
CDs, DVDs and video cassettes with much interestiagerial in the target language,
and a lot more. And, among all those, there arallysalso some books — diverse
stories and fairy-tales, poems and rhymes, pictdictionaries, easy-readers, and
perhaps a few picturebooks, too — although, it sedhese are not yet so common in
our (Czech) language classroom context. Followiages attempt to show what it is
that picturebooks in particular have to offer te fbrimary language classroom, how
they can support and enrich primary language ingstm. At the same time, this chapter
does not want to suggest that picturebooks areaynway ‘better’ than other resources
of similar nature, nor that they could or shoulgdlaee them; it only aims to show that
picturebooks make a competent match for all thogbat they present one another
alternative with some useful specifics of its ownd that language learners can benefit

from their use in their classes.

3.2.1 Authenticity

At the outset, it is to be mentioned that pictusofall to the category of ‘real
books’ — authentic books; having been originallytsen for native English-speaking
audience, they incorporate both native-like languag well as authentic cultural values.
This authenticity is generally valued in languagaching materials, and it is a
characteristic which many other common teachingueses of similar character, such

as easy-readers, stories included in textbooks emerglly any texts written with
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particular language learning objectives and leametiences in mind, miss (Klippel
2006: 84). Yet, while authenticity serves as a agmas favour of picturebook’s
application in language classroom, it has also laesunbject which provides ground for
much concern and argumentation against using piotwks in young learners’
language instruction, which is why | want to disciise issue before turning to other
areas of picturebooks’ potential.

Of course, there is the question of what authentaterial brings into the
language lesson, besides authentic language andatwackground. After all, there is
a range of educational materials available whiarefully prepared, lack neither on
attractiveness nor on functionality, and even éytldo lack on authenticity, they can
mediate both language and cultural values splendidthnet Enever expresses her
viewpoint on value of authenticity in the classrotiimough comparison of authentic
picturebooks to stories incorporated into textboeksl other published educational
material. She claims that while the latter ‘couébtbe described as readers, designed to
support learners by providing “practice in Engligh’.] — with the implied message
that learners need to focus on learning words dmdses rather than enjoying stories’
(2006: 59), authentic picturebooks prioritise theagure of reading, the fascination with
the imaginary world, ‘[the] thought-provoking exparce, aiming to facilitate the
child’s engagement with the construction of meangvant to their world’, and thus
seem much more interesting and motivating to lear@006: 66). Clearly, this
interpretation would to some extent depend on thg picturebook texts are worked
with in the classroom; Wright points to this issuleen discussing general use of stories
in the classroom, yet his warning can be readilpliegd to implementation of
picturebooks, too:

‘If the teacher uses stories merely to introducel gqmactise grammar or
particular lexical areas or functions, children nhase their faith in the teacher
and what he or she means with the word “story”. Wfoeusing on features of
the language, be careful not to lose the magibefstory altogether!’
(Wright 1995: 8)
Nevertheless, from this point of view, authenyiclbes not only make the picturebook-
reading experience a highly pleasurable and matigaictivity, associated by children
rather with fun than with learning, but it also eslkkes learners’ imagination and

encourages them to creatively construct meanings(thractising their cognitive
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strategies), promotes their language learning tilvorelevant language input which
they wish to understand, and helps generate trasitipe attitudes to both foreign
language as well as books and literacy.

Desirability of authenticity in texts for beginnintanguage learners has,
however, also been doubted. Friederike Klippel, éample, warns that though
authenticity is ‘trendy’, it might be counterprodive, and adds that suitability, not
authenticity should be the principal factor whetesting classroom resources (2006:
84). She points to the fact that emergent langleamers need ‘small steps’, support
and scaffolding in order to learn or acquire largguafficiently (as was argued by both
Vygotsky and Bruner), and she rightly claims thalblsshed educational materials often
provide linguistic and cultural support and explaores that authentic ones lack, which
makes them far too difficult for young learners goasp (Klippel 2006: 84-85).
Admittedly, Klippel's arguments are generally valiglet, as for picturebooks in
particular, they are not exactly in place. Evenutio picturebooks lack linguistic
scaffolding commonly provided by educational tests;h as the use of limited range of
vocabulary or implementation of simple grammatistlctures only, they efficiently
compensate for this absence by supporting undelisgum other ways, mainly through
scarceness of text combined with strong expresesgnf the universally present visual
narrative. Since picturebook story is narrated ashrin pictures as in words, children
can understand a substantial part of the narraiready from the illustrations; in this
way, the language used is contextualized and maate womprehensible (an effect
which can be further supported by scaffolding ¢foof the teacher involved in
picturebook reading). Such a method of scaffoldBegms to be quite suitable to the
holistic nature of children’s learning, perhaps revaore so than purely linguistic
support, especially if one considers the inclimatiof children’s minds towards
unlocking meaning of messages rather than undelisiuheir linguistic form, or their
ability to acquire language if presented with relaty contextualised, comprehensible
input (in compliance with Krashen).

In addition, it is my opinion that authenticity asditability do not necessarily
oppose each other, and can be combined. Picturebaoly considerably among each
other and some are definitely more suitable foss@aom implementation, or for a

particular group of learners, than others; moreotre@re are uncountable ways how to
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work with picturebooks in language lessons, antrstiv ones can be devised in order
to fit just the needs of a given class. Thus, Keifyp critical view should definitely
remind teachers that ‘circumstances and goals ted® taken into account, and the
most appropriate choice needs to [be made] betoreauthentic picturebook is
implemented into a language lesson (Klippel 200, §et it should not discourage
teachers from using authentic materials at all.

It seems that, despite the ‘linguistic challengeéyt bring along, authentic
picturebooks have much to offer to young languagerlers. After all, challenging tasks
slightly beyond learners’ current level of compegnwhen scaffolded and performed
with the help of a teacher who guides them thraibghprocess, are just what Vygotsky
identifies as the best (and only) ground for leagro take place.

3.2.2 Multiple aims of primary language instruction

‘Language teaching at primary level which emphasidee development of
language skills alone is not adequate,’ claims @G#ik in her paper on story-based
approach in language teaching (2006: 104); andstHrae idea is echoed in most
academic publications dealing with language insimacof young learners. Phillips, for
example, states that ‘[t|he years at primary sclaoelextremely important in children’s
intellectual, physical, emotional, and social depehent’ and consequently even
‘primary language teachers have a much wider respibity than the mere teaching of
a language system’ (1993: 5-6). Enough has beettewron this issue also by authors
discussing picturebook in foreign language teachimgrove that picturebook as a
teaching aid can aptly match the requirement famlers’ multilateral development, for
it is not solely capable of contributing to leasidmguistic progress but also to their
overall cognitive and affective growth, ‘holistiewklopment and general education’
(Ellis 2006: 95).

Firstly, picturebook-reading in language classrdwams the potential to promote
social and emotional development in young learngns. act of reading the book aloud
in a group, when children ‘[share] the book as @aaexperience’ (Enever 2006: 60),
can indeed be organized as a pleasurable sociat een children sit on the carpet
close to the teacher and to each other and enpygtbup dynamics of being there

together, listening and reading together, and umhgc the meaning of words and
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pictures both individually and together (as re#ekce.g. in project report by Sadowska-
Martyka, in Enever and Schmid-Schonbein 2006: 13Wis shared experience
‘provokes a response of laughter, sadness, exaiteamegl anticipation [and it] also acts
to socialize children by showing acceptable waysvaoig and behaving, morals, beliefs
and values’ (Ellis 2006: 95). Moreover, picturebsakdeniably impress emotionally
on their individual readers through the ‘aesthetiperience’ they mediate (Kierepka
2006: 123), through the ‘affective impact of a warkart’ (Arizpe 2006: 35), which
stems chiefly from the presence of illustrationpicturebooks and will be discussed in
more detail in subchapter devoted to the role pestyplay in facilitating language
development.

Also, picturebooks are believed to contribute tovedeoment of learners’
‘communicative and cognitive strategies in undewitag the story’ (Kierepka 2006:
123). Lantham explains the facilitative effect ehding on cognition when she writes
that reading (or listening to) and understandingagative involves a complex mental
process during which the children engaged ‘aretlyremlarging their strategies for
grasping meaning, their knowledge and understandinghe world around them and
their imaginations’ (Lantham in Hughes 2006: 158% for picturebook stories in
particular, the blend of pictures and words whidnstitutes them makes reading
experience become a kind of ‘psycholinguistic gumsggame’ where illustrations
support learners’ understanding of the storylinepvigle explanations for the key
vocabulary, and along with the verbal text invoksoritinuous anticipation and
prediction’, allowing children to develop cognitigtrategies while reading (Kierepka
2006:123). From this angle, picturebook-readingsenés itself as a process during
which learners are actively engaged in the prooésseaning-making, figuring out the
sense concealed in the picturebook both indivigualliwhen drawing on their prior
knowledge and experience (in compliance with Piage¢ws), and collectively — being
supported in their comprehension by commentariesiged by their peers as well as
their teacher (similarly to Vygotsky's viewpoint daarning). Hughes, for instance,
enumerates that during the activity children areuianeously creating and image in
their mind of what they understand is happeningng¢r to predict what will happen
next, following the illustrations to help them uakothe story and looking and listening

out for any language they would recognize for thee reason, then following the oral
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storyline to catch and perhaps also watching thehter with one eye in order to catch
any paralinguistic support coming form that sidestsas gestures, facial expressions or
intonation, and interpreting all those (2006: 198yen if one does not consider the
input provided by fellow classmates as another tpmrbe noted and interpreted, this
proves that young learner plays a very active papicturebook-reading indeed. This
fact should above all remind teachers that if thewynt picturebooks to be understood
and to effectively perform their many useful fuocis in language classroom, they must
give their learners enough time to work on the itude of information provided,
starting with the picturebook story and ending wishwhole context and implications —
that if the activity is to be successful, youngriesis will need adequate time to think
(Hughes 2006: 154).

Returning to picturebooks’ potential for languadassroom, it is furthermore
asserted that picturebooks used for language ocigiry as mediators of target cultural
values, can encourage cultural learning and awasefeg. Klippel 2006: 84-85, Ellis
2006: 95); that, in the long run, picturebook-basetivities promote development of
both visual and written literacy in a variety of ygale.g. Lugossy 2006: 23-24, Enever
2006: 59-71); and finally, yet still importantlyhdt they are highly linguistically
meaningful. The latter is in essence what the valg two subchapters are devoted to:
they discuss narratives and illustrations withiatysiebooks — the two elements which

play a crucial role in how picturebooks facilitéiteguistic development.

3.2.3 Stories and storytelling

Stories and narratives, as Klippel explains in paper, are central to daily
communication: people often tell stories when ttedit among each other; stories are
what one mostly reads in the newspapers and heatBeonews (2006: 85-86). Thus
even children get closely familiar with the storgrhe already at a young age, and even
very young learners are accustomed to the forntatieS are also universal means of
instruction, education; anthropologists actuallyidwe that ‘all human knowledge is
based on stories constructed around past expesieand that ‘new experiences are
interpreted in terms of old stories’ (Schank ancelabn in Lugossy 2006: 23). As a
result narratives and stories can often providér #nedience with helpful patterns of

behaviour or practical solutions to real-life stiaas. In both these senses, narrative
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discourse represents a context and a discoursddypukar, relevant and interesting to

children; stories are linked to their daily livesin be related to their own experience,
can provide them with helpful ideas, advice, wagnimspiration. As such, stories

represent an excellent environment for introduciogeign language, and should

certainly find their place in the language lessAnd although picturebooks are not
necessarily all storybooks, many (if not most) feérh do contain a narrative of some
kind.

In the introduction to historytelling with ChildrerAndrew Wright agrees that
stories material is relevant and thus highly mding for young learners, and that it
certainly belongs into the primary classroom (1995). ‘Children have a constant
need for stories,” he says, ‘and they will alwayswalling to listen or to read, if the
right moment is chosen’; and as they are indeegtasted in the matter, learners will
listen or read ‘with a purpose’, trying hard to ack the story’s meaning (Wright 1995:
6). Furthermore, Wright asserts, such attentiveisoan story narration allows learners
to ‘become aware of the general feel and soundhefforeign language’, and at the
same time it provides an excellent opportunitytfe teacher to introduce new language
in a relevant, interesting context, to listenerovane really paying attention (1995: 7).
Wright emphasizes that in this way children candgedly get familiar with language
structures yet unknown without being pushed toaepce them immediately, which
significantly simplifies their situation when thegre to learn and start using the
particular language productively later on (1995:What Wright does not specifically
mention is the fact that this gradual familiaripatwith new language items is to a high
extent linked to meaningful repetition — a featafeen employed in stories (as well as
in picturebooks) and an attribute particularly irtpat for learners’ language learning
and acquisition (Hughes 2006: 153). Interpretethanlight of Vygotsky’s concept of
internalization, one might say that new languagpitprovided during story-reading or
storytelling, or used during communication relatedt, will through frequent encounter
and recurring comprehension become increasinglylitanto the learner, until the point
when understanding of the language will be ‘tramsfed and internalised to become a
part of the individual child’s language skills ardwledge’ (Cameron 2001: 8).

Learners’ familiarity with the story pattern as Wa$ with the very activity of

reading or listening to stories in mother tongusogblays a significant role in their
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learning. For one, it supports comprehension, aalldws children to build on the
knowledge of stories that they already possess tl@ir mother tongue and to apply
this understanding when making sense of new neespresented in the classroom
(Lugossy 2006: 24). From their mother tongue exguexe with stories, children might
be accustomed for instance to their sequential r@atind development from the
beginning towards the end (Hughes 2006: 153), oth® most common patterns
occurring in narratives, when events are intentlgraaganized so as to evoke emotions
such as surprise, suspense or curiosity in theeaadi (Klippel 2006: 86). Secondly,
from the point of view of Krashen’s Affective Fitt@ypothesis, the well-known story
format and familiar process of story-reading supfamrguage learning and acquisition,
as they help create ‘an environment in which chbitdfeel secure and, as the affective
filter is low, learning occurs in natural way’ (Logsy 2006: 24).

Wright mentions several other benefits that stormeffer to language
instruction — among them the capacity of narratiee'®ncourage responses’ from their
listeners or readers (1995: 7). Such a potentiatitiger reactions from audience is
invaluable for language classroom, for it propedsnmunication in a natural way —
using Wright's commentary, ‘[ijt is natural to exss our likes and dislikes and to
exchange ideas and associations related to stemediear or read’ (1995: 7); it
motivates pupils both to express what they havgatoas well as to listen to and try to
comprehend the viewpoints of others. In addititis potential renders stories to be a
rich, stimulating material which, however presentegh act as the initial step within a
whole set of associated tasks and activities (Wri§®5: 7).

Having read this much just about stories withintymebooks, one might ask
whether picturebooks are not to be treated simglgreother form of storybook in the
classroom; whether there is any difference betwagplication of picturebooks in
language lesson and that of storytelling. Thougdrehare similarities, even overlaps
between the two techniques, a closer look at themreveal, in Enever’s words, ‘the
quite different nature of their potential’ (20060)6 To put it simply, storytelling and
picturebook-reading both attempt to relay langutgehildren through the relevant,
appealing story format, and to contextualize thrsggliage input as much as possible in
order to scaffold understanding; in both case<lobil are expected to gather the overall

sense and meaning from a mixture of language iapdtextra-linguistic clues provided
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either by the teacher (in case of storytellingpgrthe picturebook, eventually by both.
The role of the teacher as well as situation ofld@@ners during these two activities
does, however, somewhat differ.

As Enever describes, a child listening to oralytlling ‘has to focus entirely
on guessing meanings via the scaffolding offeredlbgady known key words, with the
support of any paralinguistic features that thehea may offer’ (2006: 60). This sets
relatively high demands on teacher's performanapeeally if we consider the
audience to be young learners, whose existing itiguknowledge is generally fairly
limited and thus their comprehension strongly deljgesn teacher’s support. In contrast,
when engaging young learners in a picturebook-ngag@rocess, ‘much of the visual
information is contained (to a greater or lessdem) already in the pictures’, which
leaves the teacher free to provide any amount ditiadal support to the learners while
reading out the story, yet on the whole still taketot of strain off their shoulders
(Enever 2006: 60). This basically allows two sirankous levels of scaffolding, one
conveyed by means of the picturebook material, Frotoming from the teacher.
Enever further argues that oral storytelling woptdve much more challenging than
working with a picturebook also to young languagarhers (2006: 60). She describes
listening to storytelling as ‘a complex cognitivguessing process” [...] which many
young children may simply give up on when accessivegmeaning is too difficult’;
with picturebooks, on the other hand, there isd[meed for any guessing — the
meanings are all there’ (2006: 60). In this waye¥ar points to the fact that while a
story to be told relies primarily on the languagedi— it is vital to comprehend at least
some of the language involved to understand they,sémd paralinguistic features are
only secondary, in picturebook the message isjtatlas much through the illustrations
as by means of language, which leaves childremtode the meaning from the pictures
while the verbal storyline is read by the teacheraa'voice-over’, ‘as an additional
element of meaning — to be acquired at a rangew&isd by individual children within
the class’ (Enever 2006: 60-61). From this pointiefv, picturebook-reading perhaps
indeed means lesser strain for young learnersdrarstorytelling does, and it also fits

well with Krashen’s opinion on how children leaan,acquire, languages.
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3.2.4 lllustrations

It is evident from what has already been writthat tillustrations are a vital
component of the art form of picturebook: conveyipart of picturebook’s message —
a fraction of its story, pictures are essentiafuth comprehension of the book and
cannot be omitted from it; value of illustrationsalies in their affective influence — in
their capacity to capture, enthral, impress upa@irtreaders. The role of picturebook
illustrations remains equally significant when pretbooks are regarded as a teaching
aid in foreign language classroom.

Much that can be said about pictures in languagehtag in general might be
readily applied to describe the function of illatons within picturebooks. For
instance, pictures are said to have the powerreate and maintain interest’ in learners
(Lugossy 2006: 25); they contribute to ‘a senséhefcontext of the language’ (Wright
1989: 2); they provide ‘a specific reference poitat'talk about, and ‘a stimulus’ for
further activity (Wright 1989: 2); they act as aane of personalization — when reading
pictures, readers create their individual intemgdrens which derive from their socially
and culturally formed knowledge, yet are still vanuch unique and their own (Enever
2006: 63). In picturebooks, however, illustratiare inseparably blended with printed
text, which creates quite a unique context withihichi pictures play similar, yet
slightly more specific roles.

Let us begin with illustrations as a means of ertualization in picturebooks.
In his Pictures for Language LearningVright remarks that ‘verbal language is only a
part of the way we usually get meaning form corgeXhings we see play an enormous
part in affecting us and giving us information’ 88 2); there is a Chinese proverb
which expresses roughly the same: ‘A picture &ilkousand words.That illustrations
or visual support in general are important in meganaking is twice as true for
picturebook-reading, as some of the informationchhreaders need to comprehend the
story is not even provided in verbal form, and aanly be ‘extracted’ from the
accompanying pictures. Thus, illustrations perféwo tasks at one: on one hand, they
participate in the process of creating the stong at the same time they act as a means
of scaffolding, providing context for the verbaidi of the narrative. By contextualizing
the language input that comes along with themupettook illustrations significantly

facilitate learners’ understanding of the verbatrai@ve, helping them ‘unlock’ the
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meaning of the whole story (Ellis 2006: 95) and deming the language input
comprehensible, and thus (in the light of Karshetfisories) supporting language
learning and acquisition (Linse 2006: 72).

A few other roles that illustrations play withincurebooks stem from the fact
that pictures are in a way ‘open to interpretatiotiey require one’s own ideas,
experience and imagination to be interpreted, andsequently, ten people are most
likely to ‘read’ the same picture narrative in @ifferent ways (Enever 2006: 63). Thus,
as has already been mentioned, pictures can axtnasans of personalization during
picturebook-reading activity, inviting every learn® relate the story to their own
experience and to arrive at an individual interatieh. This openness is also of value
when it comes to providing for the affective ainfslanguage instruction, especially
that of confidence-building: first, pictures offar fair amount of tolerance when it
comes to their correct interpretation, which maketdifficult to be completely wrong
about them; also, illustrations support learneedf-sonfidence by granting them a
certain amount of immediate feedback on whethey tieve understood the language
input provided along with them correctly (KierepR@06: 128) and thus scaffolding
their way to more correct conclusions and comprsiogn

Furthermore, the ‘open nature’ of pictures and ysetnarratives advocates
repetitive perusal of picturebooks in classroomis lguite likely that children will not
take in everything the pictures say in the firgidiag; at first the second or third read-
through of the same picturebook might allow therees to notice things they failed to
see before and comprehend the story more fullys Thakes re-reading the same book
interesting for the children themselves. From tleentp of view of learning, then,
repeated work with the same picturebook materi@mseto be a most ‘valuable
technique in enabling children to acquire the sgmypt’ (Mouréo 2006: 58) — it allows
learners to repeatedly re-engage with the pictwklstory and with the language input
it comprises, and thus to understand both the Igtergs well as the language better; to
remember them both better.

Additionally, the individual nature of decoding fpices constitutes strong
reasoning in favour of organizing picturebook-regdin the classroom as a collective
activity. Put simply, two pairs of eyes see morantlone, and commentaries about the

story made by individual learners throughout thaysebook-reading activity can help
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the others within the classroom to understand they etter, to see it from a point of
view they might have not considered, or to notiddiag they had overlooked before,
which renders shared reading constructive and tlelppf addition, as Lugossy asserts,
these commentaries give learners feeling of sucessshey effectively guess the
meanings hidden on the picturebook pages and lantgiage (2006: 28).

In connection to the commentaries made by youngnéza during picturebook-
reading, it should however be mentioned that méshese observations are chiefly
expressed in children’s mother tongue. Though tiais seem counterproductive for
language instruction, it might by argued adversleat even one’s mother tongue plays
a supportive role in language learning. Read emrpldhat ‘building on children’s
knowledge of LY is important for scaffolding young learners’ ‘i@l understanding
and learning when using storybooks in foreign laggulessons’, and she presents use
of mother tongue during such activities as a us#fik between the familiar and the
new’, as some prior knowledge children can ‘kick’ dfom (2006: 18). Using an
example, Read demonstrates that mother tonguevalthildren to express individual
responses, relate the story to their own livepyehpmour, predict, guess and imagine,
in a way that would not be available to them ifytlused English alone,” and she further
explains that children’s need for a scaffold in tbhem of L1 is gradually decreasing
‘[a]s children become increasingly familiar withetlstory through repeated re-telling
and participation in related activities’ and thes u¥ mother tongue subsides to be
replaced by more confident use of commentariekertdrget language (2006: 19).

Finally, let us get to the aesthetic aspect ofupedt — to that which is, according
to many, the ‘fundamental perspective’ in pictu@€ippel 2006: 84), that which will
undoubtedly be among the factors influencing teashselection when looking for a
suitable picturebook for their class (Klippel 20084), and which is especially
important for the art-form of picturebook. In pictbook, after all, it is design of the
whole volume, including covers, endpapers, textt faolour and size, shape and
dimensions of the whole book, and importantly dls® quality of pictures, what works
to impress a certain mood on its readers, and tomse the huge affective capacity of
art to seize their attention (Matulka 1999b). Thas Arizpe remarks, picturebooks own
the potential to capture young learners’ minddatfirst sight (2006: 39); already their

“ Abbreviation ‘L1’ refers to the first language, mother tongue.
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unusual physical aspects have the capacity to arousosity and interest (Hughes
2006: 155) and pictures then possess the power dmtamn children’s attention
throughout the reading (Lugossy 2006: 25). lllustres in picturebooks are what
efficiently ‘make[s] up powerful memories’ (Klippe2006: 87) and helps create a
‘meaningful, natural and memorable context for awag and learning language and for
developing positive attitudes towards the foreigmgluage, culture and language
learning’ (Ellis 2006: 95). Eventually, the reafeadtive power of pictures is implied in
the warning Arizpe gives to teachers working witttyrebook whom she, with regard
to her earlier research on young children’s respdospicturebooks, cautions ‘not to
undervalue the emotional impact some picturebookg nave’ on younger learners and
emphasizes that teachers need to ‘make sure thi&édrfm’s] engagement with certain
potentially frightening images is carried out withwhat they perceive as a “safe
environment™ (2006: 40).
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4. Research

This chapter is devoted to description of a sreedlle research project carried
out by the author for the purposes of this thesalowing pages will introduce the
reader successively to the research problem arehnes questions, general context,
participants and organization of research, reseanethodology and selected data
collection tools, and eventually to the data ol#dirits analysis and interpretation.

Throughout the text, the author is referred tdaeacher researcheror teacher-
researcher Examples from collected data material are alwaygwided in English; in
case of data originally obtained in Czech, the inalyversion is provided in the
footnote. Lengthier examples, such as reflectiaeydexcerpts, are formatted using font
size 11, line spacing 1, so as not to take too nspelte. Document samples and data
evaluation graphs and tables are attached as appsndwith references at
corresponding places in text.

4.1 Introduction

The focus of this research project lies, complaith the focus of the theoretical
part of the thesis, on the application of pictu@ba@s a teaching aid into foreign
language instruction of young language learnemhéncontext of elementary language
classroom. While the first part of the paper owdinpotential of picturebook in
elementary language teaching on an abstract bessting mainly to theoretical
concepts associated with implementation of pictoo&binto language lessons, the
research part attempts to view the issue from ggosite point of view and to reveal
particular aspects of teaching with picturebooksthesy come up during the actual
classroom experience. A general question which evealrespond with this aim, such
as:
What are the specifics of teaching English to yolaagners in elementary classroom
by means of picturebook?
would be far too broad for the limited scale andgiailities of this research. Therefore,
on basis of working analysis of collected datagagsher further progresses to ask those
partial questions:

How does picturebook-centred teaching facilitategiaage learning?
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How are teacher’s expectations projected into prafan and consequently

conduct of picturebook lesson?

The research is in its nature qualitative and idésigned as a case study,
examining a series of picturebook-based Englistoles taught by the researcher herself
to three classes of elementary English learnersiwithe context of a particular
elementary school. As for methods of data collegtihe investigation makes use of
several different sources of data as well as aréety of methods, notwithstanding data
collection procedures applied usually in quanti@atiesearch studies. Primary concern
was to assemble sufficient amount of informationetamine picturebook-centred
teaching process from as broad an angle as pasaifidedata collection methods and
tools were chosen accordingly. Reflective diaryteahanalysis provides data from the
standpoint of teacher (major data source); seractired observation sheets supply the
viewpoint of a non-participant observer; learneastipipating in the investigation are
addressed by means of a simple questionnaire aethastructured interview. Further
details on selected design of research, choiceapplication of data collection methods
and tools as well as on techniques of data anabmgsprovided in subchapter 4.3
devoted to research methodology.

Eventually, findings presented by this researchhinig particular prove useful
to language teachers working with young learners ok for new materials, ideas,
innovation for their classes, as they present ptinok as an appealing new option for
teaching English to young learners, along with aglo sketch of some aspects
connected to its application into language instamctSimilarly, the outcomes could be
helpful to those teachers who already work withtypEbooks in their lessons, who
might obtain some fresh insights into the pictudoentred teaching process from this

research.

4.2 Context, sample and organization of research

The research was carried out in the time-spawofvteeks in February 2008 in
an elementary school with extended foreign languagaching in a city of
approximately 80,000 inhabitants, situated in Ma@avThe choice of school was

chiefly influenced by its accessibility (regardectbrh the point of view of the

® Researcher refrained from using concrete nampeayle and places in the report, so as to secure
participants’ confidentiality.
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researcher), by its extended language teaching rgmoge, which guaranteed
abundance of young learners’ English claSgesich constitute basic context for the
research), and last but not least by the intenesthé research topic expressed on
previous occasions by one of the English teachenking at that particular school,
along with her offer of cooperation.

The research was executed with three differentselasof young learners
(labelled group A, group B, group C) during the&igular English lessons. The choice as
to which groups would participate in the researdchs wnade with assistance of the
cooperating English teacher, among whose classesrabearcher was allowed to
choose. Eventually, three classes of young langlesgaers were selected, with regard
to several factors. First of them was age: pupithiw the selected classes were all
attending the first grade, their age thus corredpanboth with the age group of young
learners as presented in this thesis and with #@tenated target group of the
picturebook-centred teaching sequence designedhdoyesearcher beforehand, which
was then to be used in the English lessons to benied. Furthermore, these first-
graders were ideal as all three groups were tatghlish by the same teacher, and were
thus used to similar approaches and methods inuégeg teaching. They were all
attending their first year of formal English insttion, following the same teaching
syllabus and having covered more or less the sapestin their English lessons so far,
which rendered them all to be at approximatelysidume level of proficiency in English.
Moreover, according to the information providedtbg learners’ English teacher, these
children had already had a chance to experience sonount of work with stories and
picture narratives in their English classes up ¢ rdue to the fact that the English
syllabus for the first-grade was loosely frameduar the outline oHappy House
textbook — a course-book focused on story-work wlstories are presented in a richly
illustrated context.

As for composition of the individual groups: grodponsisted of 14 children, 8
girls and 6 boys; 7 of these learners had already bmarginally introduced to English
learning during their kindergarten years, the m@ste complete beginners. Group B,
also counting 14 learners, comprised 9 girls amadys, of whom 6 had previously had
some kindergarten experience with English. Lastiygroup C there were 13 children

® Foreign languages are taught here from the fiesigon.
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altogether — 7 girls and 6 boys; 4 of them had Badlish lessons previously (in
kindergarten and at home). Once again, all thentzarwere first-graders, aged 6 to 8.

Groups Number of young Number of young Number of young learners with
learners learners girls/boys previous English experience
Group A 14 8/6 7 (50%)
Group B 14 9/5 6 (43%)
Group C 13 716 4 (31%)
Total 41 24/17 17 (41%)

At the heart of the research lay a teaching sequdasigned by the researcher,
which comprised introducing learners to a particupcturebook by means of
repetitive collective reading of the story, andea sf related activities. The sequence
had a soft structure, following a certain pattgret, at the same time offering several
variants of picturebook-related activities at easfep. Researcher designed this
sequence on basis of previous study of materialetdd to language teaching through
picturebooks (as they are reflected in the thewakpart of the thesis) along with her
limited prior experience with teaching English toupg learners using picturebooks.
The teaching sequence was then divided into twakisloof approximately thirty
minutes each, and was to be applied into two carisecEnglish lessofisof each of
the groups, being taught by the researcher he(3élése two lessons are referred to as
picturebook lessonm the further course of the report.) The groupgipipated in the
research successively — picturebook lessons wédeahérst in group A, then in group
B, and finally in group C. All picturebook lessotmok place in the particular classes’
‘home classrooms’, just as their English lessonmlhg did.

Finally, it is to be mentioned that throughout theestigation researcher made

sure that identities of all subjects of researchevpzotected.

4.3 Research methodology
As has already been stated above, the researchlisatjve in its general nature:

the scope of data collection was not limited by erplicit, pre-established parameters

" Push the Dodpy Allan Ahlberg (author), Charles McNaughtonu@trator); published by Walker
Books, in 1987; Red Nose Readers edition.

® The remaining time of the English lessons (appnaxely 15 min.) was mainly spent with introducing
researcher to the class in the beginning of pibwé lesson 1, and with data collection proced(sash
as filling in and collecting questionnaires, orrgarg out interviews) at the end of lessons 1 and 2
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or factors to be observed; research questionsarbased on any specific, pre-existing
theory and there are no hypotheses to be valida¢éséarch data was gathered with a
single design to investigate into the process ctiupebook-based language teaching and
to collect as much information about it as possibldlected data is qualitative, non-
numerical in its character, and is mostly treatgdnteans of qualitative analysis,
although occasionally also quantitative approactengployed during its processing
(Svaicek 2007: 24).

The investigation is designed as a case study, iexagra series of picturebook-
based English lessons taught by the researcheelh&sthree classes of elementary
English learners within the context of a particubé@mentary school. The case study
format seems appropriate for this research aslawal detailed examination and
comprehension of the object of research in its entih, realistic context (Svigek
2007: 98) — in this case, it is picturebook beingplemented into English language
teaching within the environment of elementary sé¢lotassroom.

Regarding data collection methods and tools, #sgarch makes use of several
sources of data and various elicitation techniguesmbining qualitative and
guantitative approach. Ensuring variety among dailection methods and tools
employed, and addressing a number of potentialcesunf information instead of just
one bring about — compliant with the principle obmgulation — a multiplicity of
viewpoints on the issue researched, thus widenirg scope of data obtained and
contributing depth and consistence to the investiga (Svaicek 2007: 204).
Furthermore, different tools and techniques of daféection are capable of producing
different kinds of information, which in effect ecines integrity of final perception of
the research problem as well.

Following subchapters provide an outline of theivitial data collection tools
and techniques employed during the research, alethgargumentation of the choice

and brief description of particular techniques usednalyse the data obtained.
4.3.1 Reflective diary

The main (and most sizeable) body of data wasecit in the form of
reflective diary, which was written by the teachesearcher, recording her experience
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of the picturebook lessons, and was later evalubtetheans of content analysis. A
sample of the reflective diary is provided in Apdienl.

Dadds and Lofthouse quite correctly express rebedrcreasons for the choice
of this technique when they assert that reflectiisey as a method of qualitative data
collection is usually welcomed by teacher reseas;hgho perceive it as a ‘device for
recording a range of impressions from daily classr@xperience’ (1990: 166). Beside
a descriptive, retrospective account of eventstoatsons, reflective diary includes also
author’'s thoughts and reflection on the experiertbhejr personal observations and
interpretations of situations observed, and pog®blotions these evoked in them (Bell
1993: 102). Thus, in effect, reflective diary prdes a detailed and versatile record of
certain situation, phenomena, student, or whatdweefocus of the investigation is (as it
is perceived by the author of the diary), proffgria broad range of data for later
analysis and interpretation. Enright further suggésat using reflective diary, one does
not necessarily need to know the exact kind of rmfttion they are looking for in
advance — the diary can capture the classroontye@alits complexity, and researcher
can look for any significant, marked issues, oegaties, emerge in the course of diary
writing, or later during the process of its anady§l990: 166). Such a capacity in data
collection tool conveniently matches broad natufethe primary, general research
question of this investigation, which simply asks @ifferent aspects of picturebook
implementation into language teaching. Consideritige above mentioned
characteristics, reflective diary appeared to beygpropriate choice of data collection
tool to record the picturebook-lesson experiencenfthe point of view of teacher —
participant observer.

As for the diary writing process, researcher rdedrthe individual reflective
diary entries within a short time span after theualkcteaching experience, so as to be
able to provide as much detail as possible. Fratyemrsearcher made use of field
notes generated during or right after the individuiaturebook lessons, which helped
her to keep in mind various incidents, exact expoes, sudden thoughts and
reflections occurring to her throughout the lessn. until the time when these

recollections could be written down in full intcetheflective diary.
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Data recorded within the reflective diary was amnbusly (and repeatedly)
subjected to content analysis by means of opemgdthe process is described in detail
e.g. in Svécek 2007: 211-221.)

4.3.2 Observation sheets

While all of the picturebook lessons were recorded reflected upon from the
perspective of teacher-researcher — participargrgbs — on the pages of her reflective
diary, they were at the same time also observedcantmented on by another, non-
participant observer (in the person of learnergutar English teacher). The technique
of non-participant observation was chosen as is@red a perspective of collecting
data related to the very same picturebook-teackwpgrience, yet from another point of
view, which could cross-check and/or supplemenbrim@tion obtained by means of
reflective diary. Sapsford and Jupp, for instamusijfy that accounts provided by any
direct participant of a researched situation ‘mayshaped by the particular role the
person plays’ in it, or that ‘[m]any important faegs of the environment and behaviour
are taken for granted by the participants and nhayefore be difficult for them to
describe’, adding that a non-participant observeay be able to “see” what a
participant cannot’ (2006: 59).

The observation was conducted on basis of a seoutsred observation sheet
designed by the researcher. (Examples of the ohs@nvsheet, empty and completed,
are provided in Appendix 2.) The instrument comsisbf a series of open-ended
questions, aiming to elicit detailed descriptiofish® picturebook-reading process and
related issues, a commentary on the use of EnghdhCzech by the learners, and notes
on scaffolding provided by the teacher during thietupebook-reading process.
Furthermore, each question offered an assortedflisttions which researcher believed
possible to come up during the particular activiapserved; importantly, these
suggestions were only optional, supposed to prowigigiration and universal direction
as to the nature of description that the researekpected to gain from the filled-in
instrument. Before the first picturebook lessom, tibservation sheet was introduced to
the observer in detail in order to ensure her cedmgnsion.

In effect, the technique proved to be rather |&sstful than expected.

Observations recorded in the observation instrusnetdyed mainly on the level of
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description of individual phases of the particdessons, rather than description of the
concrete processes involved, although the obsevasrusually very particular about
marking suitable phrases to describe the procesdifithe picturebook-reading among
the pre-established optional categories suggestédebquestionnaire. Consequently, as
neither of the observation sheets relating to fiisturebook lessons proved to relay
new, unexpected, in-depth or indeed useful informnatthe technique was for further
picturebook lessons (implementing second part@telaching sequence) abandoned.

Surprisingly, however, while the instrument of ehation failed to deliver
results of the value that was expected, the tecienitgelf did not; the unplanned,
spontaneous collective reflection undertaken by rdsearcher and observer together
after each of the picturebook lessons brought cpngiderable amount of valuable data,
usually in the form of critical assessment of mef)csuggestions for improvement of
researcher’'s picturebook-presentation techniquesnioute observations of various
particulars of the lesson. As the observer repdategressed reluctance to note those
down into the observation documents (in her owndspwishing only to present the
researcher in positive light, since she loved tl@upebook lessons), the researcher
decided to write those down herself in the fornfiefl notes.

Completed observation sheets were eventually stgajeo analysis by the same
technique as the reflective diary; as for fieldasobbtained during the post-observation

reflections, these were incorporated into the otiffe diary and analysed along with it.

4.3.3 Questionnaires

The point of view of participant learners was expt by two means: that of a
questionnaire distributed to all participating yguearners after their first picturebook
lesson (an example of an empty and a completediqneaire is provided in Appendix
3), and that of a semi-structured interview carnetwith six of the participant learners
after their second picturebook lesson (a sampthearform of record of one interview is
provided in Appendix 4).

The choice of questionnaire — a tool used morecaéifyi used in quantitative
than qualitative research — was made chiefly duéstoapacity to address a number of
respondents at once. Obviously, beside the kindfofmation that was expected to be

gathered by means of this tool, also age-relatedifigs of the target group (such as

50



their limited ability to read and write) had to ta&ken into account when designing the
questionnaire. Finally, the instrument took thenfoof a simple, printed document
comprising a list of four clear-cut inquiries intigating into quality of the picturebook
lesson experience as perceived by the individwahkrs; two of these inquiries were
presented in the form of closed questions, therdikie were structured as unfinished
sentences to be completed by the respondents. dbéé@ned from the latter, being
much more specific, authentic and respondent-fraf@etien 2000: 255), was expected
to slightly illuminate the answers from the formpatentially enriching the evaluation
in terms of positive/negative with pointers as@¢asons, emotions etc. that underlay the
general impression.

Questionnaires were distributed in all groups atehd of the first picturebook
lesson; each individual question was read out aneffally explained by the researcher,
and children were provided with a period of timdilan their answers. Throughout the
process, researcher was available (and asked)rtbef explication and assistance.

Data collected by means of questionnaires wasetldabth quantitatively (with
the objective of charting distribution of certaiacfors, as for instance assumed
comprehension the picturebook story, within theeagsh sample) and qualitatively
(drawing on its explanatory potential).

4.3.4 Semi-structured interviews

Information obtained from questionnaires was furteapplemented by data
acquired by means of several semi-structured imer; conducted with six of the
participant learners and moderated by the researktterviews were taken up so as to
better understand (and in a way confirm or conttadiome of the data provided by the
same learners in the questionnaires. Learners tinteeviewed were chosen non-
randomly, on basis of their questionnaire answergheir remarkable, prominent
activity as it was observed by researcher in thesm of picturebook lessons, two per
group (the number being determined mainly by retgtti amount of time provided for
the research).

In Patton’s typology, these interviews would fallo the category of ‘interview
guide approach’, where ‘topics and issues to besreul are specified in advance, in

outline form’ and ‘interviewer decides sequence wodking of questions in the course
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of the interview’ (Patton in Cohen 2000: 271). Aatingly, researcher used a series of
guestions prepared in advance, inquiring afterrimgeees’ comprehension of the
picturebook story, possible difficulties with ithé their individual perception of the
picturebook-reading process in general. During dabiial interviews, these questions
always followed each other in the succession sugdeBy the pre-established soft
structure, yet they were often adapted, re-wordedven enhanced by extra, on-the-
spot invented interrogatives, so as to ensure hénviewee’s full comprehension of
questions and interviewer's comprehension of trewans. Individual interviews took
approximately 2-5 minutes, and their proceedingewecorded by the researcher in the
form of field notes taken down immediately aftercleadialogue was over. The
interviews were conducted in each group right afteir second picturebook lesson; the
observer — regular English teacher — took chargiefclass for the rest of the lesson
time (about 15 minutes), taking on another pictacdbcentred activity, while the
researcher used the remaining time to carry oetvigws with two selected learners in
a secluded corner of the classroom, on the catp&tviewees were always asked
whether they were willing to go through the dialeguith the researcher (all agreed,
except for a boy who, in his own words, preferredtake part in the whole-class
activity to come, and was replaced by another chaid).

Data obtained from the interviews were, in the savay as reflective diary and

observation documents, subjected to content asabysmeans of coding.

4.3.5 Test
Lastly, this research made use of the data cadlectechnique of testing.

Researcher, wishing to gain at least a general addeahether and to which extent
learners’ actual English knowledge was enrichedhleytwo picturebook lessons, found
non-parametric test — with its capacity to provigigick, relevant and focused feedback
on student performance’ (Cohen 2000: 318) — to beedul tool as regards collection of
the data in question. Domain-referenced, or achmeve test format was selected as
best-suited to the purpose, clearly limiting theu® of testing to assessing whether and
how well learners have mastered certain aspectgpects) of language within the
content domain previously covered (Cohen 2000: 3®)bsequently, a simple

vocabulary-focused test was developed, built umgughe very pictures from the
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picturebook and drawing strictly on the vocabulatgms covered throughout
picturebook-reading and related work. Learnersyipiexd with a copy of the test each,
were to be asked to find and circle items calledimiEnglish by the teacher-researcher.
(An example of an empty and a completed test igiged in Appendix 5.)

The test was implemented by the researcher inraligs during their second
picturebook lesson, and the process of test coropletas presented as a game, not as
an act of assessment.

Data obtained by means of this technique were pemtk quantitatively,
providing an overview of learners’ level of achiewnt and suggesting most
problematic vocabulary items.

On the whole, this data could be considered sudrsido the purposes of the
investigation, since it is strongly context-boundl aollected over too short a period of
time to possess any general interpretative valieveNheless, researcher’'s original
purpose of providing focused feedback on learnknsguage learning in the limited
context of picturebook lessons they attended wagedeand although the information
is of only little value as regards finding answeosthe research questions, it still
vouches for certain extent of language learningrnogress within the temporal and
contextual boundaries of this research.

4.4 Data analysis and interpretation

Data collection process, drawing on several diffesmurces of information and
employing numerous techniques in its acquisitiogught forward a considerable
amount of data to be processed and subsequentipiated. Data collected by means
of language test as well as some of the informagicouired from questionnaires were
processed quantitatively (overview of outcomes ppéndices 6, 7), but majority of the
material, as has already been mentioned above,sulgiected to qualitative content
analysis executed by means of open coding. Due navailability of required
technology, the process was undertaken manuallplaing so-called ‘pen-and-paper
method®. Firstly, the analyzed text was broken down imtwmber units — into sequences
of text differing in length which all carried a piaular meaning, or presented a theme or
issue. Such units were then labelled with codesremging their significance —

° Metoda papir a tuzka“ (Sviek 2007: 213).
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describing what they represent. The coded piecésxbfvere subsequently, when code
allocation within all of the material was completenrganized into broader units
referred to as categories, each of which embraca@ wf the identified codes under a
common, unifying heading. Within some categorie$so asubcategories were
established, for the purpose of further differamdia of the data structure. Codes and
categories identified within the data were emergent pre-established — they were
recognized and named at first as they were idedtdéimong the coded sequences or as
they surfaced throughout the examination of texdié® analyzed. All materials in
question were read and re-read repeatedly, andscaig categories were frequently
altered and re-organized or supplemented by othsrsiew meaning units were
identified within the data. During final stage dfet analytical process, the indexed
information (which was way too extensive, yet nbtegys in-depth or compact) was
searched so as to identify points researcher fomodt interesting, surprising or
striking, and lessons learned throughout the rebeliat seemed of major importance
to her. On basis of these chosen themes two focussdarch questions were
formulated. Categories of data which containedlieenes selected were then structured
into several groups, or superordinate categor@xrding to their reference and value
as for answering the individual research questiamsjumber of other codes and
categories were discharged in the process. Theithdil research questions and areas
they relate to were eventually used as a framevimrkthe written interpretation of
results, as it is presented below. An illustratioihhow the text was coded (with
concrete examples from reflective diary) is prodidm Appendix 8, along with
overviews of those established categories and ctussrelate to the two research

questions and were used for data interpretatigoresented in this report.

4.4.1 Picturebook and language learning

In the theoretical part of the paper, much hasmhestten about the various
ways in which picturebooks and their implementatioto language teaching can
enhance young learners’ learning and developmengng others also as regards
foreign language. One of the obvious pre-requirdméor foreign language learning
would be target language input; and while one ofysebook’s main assets is the item

being a source of authentic, relevant language @mndt may be), data collected
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throughout the research brings about some intagestisights as to how this input is
processed by learners during picturebook-centrezble

Throughout the examined picturebook lessons, éarnwvere exposed to
continuous English language input in the form aeicteer-talk, whether the activities in
progress were or were not picturebook-related; alsly, teaching English through
English is no specific of picturebook-centred teaglonly, and the amount of language
exposure is anyway to a high extent distinguishgdhle approach of each particular
teacher. Let us therefore move to language inpatiged by picturebook itself.

While the book’s contribution of a certain amowftEnglish to the lessons is
undisputable — its story comprises a verbal stogylnext to the picture narrative, it
seems questionable to which extent this languageken notice of by young learners
during the very act of picturebook-reading.

When picturebook is read in young learners’ clamsrothe verbal narrative is
usually mediated to children orally by the teachext least as regards learners in their
first years of schooling. (These are neither useskeeing written English, nor expected
to put up with English words in written form uniiter; as first- or second-graders, they
can barely read and write yet.) Thus pictureboaidiregy experience for young learners
seemingly comprises of reading a picture narratarg] simultaneously listening to a
spoken story (which represents the language inpuhe activity). One could ask,
however, whether young learners can indeed mamagehether they at least attempt,
both at once. Data obtained from interviews sugtiesit young learners often perceive
pictures in picturebook to be more helpful and mion@ortant to their reading and
comprehension than the words they hear when it soimaeading a picturebook in
English class. Relating to the experienced pictwiblessons, one learner even
expressed the opinion that ‘without the picturesréhwould be nothing’ (in the book),
and another asserted that ‘no [verbal] story watldmatter much™® So, it seems,
description of picturebook-reading process as dfisred by Enever could be correct:
she claims that, as for young learners, all themmngais provided already in the

illustrations, and ‘[tlhe voice-over acts as aniiddal element of meaning — to be

10 R: KdyZ jsmecetli, co bylo pro tebe v tomifbshu dileZitsjsi, ty obrazky nebo to povidani?*
L1: ,Bez obrazk by tam ani nic nebylo.”
L2: Ty obrazky. Asi bez toho povidani by to mowadilo.”
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acquired at a range of levels by the individualdren within the class’ (Enever 2006:
61).

Such acquisition would definitely require, amonpeoss, also frequent repetitive
re-reading. Re-reading is, in the case of pictun&baot despised by young learners, it
appears — using explanations of two of them, tigeeelot to see at once in picturebook,
and re-reading helps to notice it all, to undem$tanStill, frequent use of the same
book, or even of the very activity of reading, ntitgrad to loss of interest on the part of
the learner¥.

Nevertheless, the fact that its reading does nattex‘push the language to the
front’ — present language learning as the primany af the activity — does not make
picturebook ineffective as regards needs of Engtisissroom and foreign language
learning. Reading a book for the sake of its sw@gms more natural, relevant and
comprehensible to young learners than using pibbgk as a variant to textbook, and
in addition the collective reading activity has mamplications for other than linguistic
levels of learning, too (e.g. social learning, depeent of attitudes to books and
reading, reading strategies development — to usee saf the categories that emerged
during data analysis). Furthermore, the picturebstaky, even though perceived by
learners rather in terms of its pictures thanatgguage, can be an ideal initial point for a
variety of activities that might, for a change, wrdistinctly on the linguistic potential
of picturebook, thus allowing coupling of conscioli@nguage-focused picturebook-
related activities) and subconscious (pictureboekding) learning. Such strategy
proved relatively successful as regards pictureblessons experienced during the
research, or so does researcher assess the outadfmescabulary-focused test
implemented during the second picturebook lessea fgppendix 6 for an overview of
results). Additionally, picturebook recurrently seeded in provoking learners’
spontaneous reactions to things they could seelgwkading) or expected to see
(before reading) in the picturebook — though somes provided in mother tongue,
these were often also expressed in English, engmgaise of new words as well as

vocabulary recycling.

' R: ,Co myslig, ilo smysl&ist tu knizku vickrat?"

L1: ,Ano.“ [A pro¢?] ,ProtoZe tam toho je moc naraz.” [A vSeho narazesiSimnes...?]JAno."
L2: ,No, aby tomwlovék rozungl.”

12R: ,Co mysli, nilo smysléist tu knizku vickrat?*

L3: ,M¢& uz to pak nebavi.”
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Moreover, picturebook as a teaching aid exertsaast influence over young
learners’ language learning by means of affectispeats of its implementation — it
indeed appears to have the capacity to engageslsamcurrent lesson and, in the long
run, can help to shape their attitudes towards iElmdéarning by means of providing
enjoyable classroom experience. As regards ledrapgyment, it is clear that much
would depend on particular situation, choice oftymebook and manner of its
presentation and application in class etc., but rksearch experience shows that
majority of learners enjoyed work with pictureboald that seems valid even in case
when teacher-researcher herself expressed distconiém her achievement in the
picturebook lesson in question (see Appendix 7urégl, group A). Positive
impressions, and consequently positive attitudesakso being reinforced by feeling of
success, such as picturebook lessons managed dct afffon majority of learners
participating in this research (see Appendix 7urey2). As for directly engaging
learners, several factors could be observed frend#ta collected (illustrative examples
provided here are taken from reflective diary).sty, picturebook is a colourful,
appealing item that children like to look at and fheir hands on; the very fact might
motivate to active participation.

‘We worked with flash cards, and the picturebogkbahind my back on the carpet.

[...] Some time into the activity, | realised somewnest have fell out of the circle and

is sitting behind me, and turning | found two gisl®wsing through the book together;

one was holding it, the other turning the paged. A while later, while we were still

working with flashcards, they asked me, pointingibd my back, whether they would

be allowed to have a look at the book again latewish which, when answered

positively, was immediately echoed by half of testrof the class [...] and not

forgotten by the end of the lesson.’
Also, when read, picturebook seems to maintainnkyat attention by generating a
number of emotions in them, for instance drawingttogir sense of humour (... they
laughed at jokes...’), their curiosity (‘When | gdusk with one page, they showed
impatience and prodded me to move on, curious whatxt’), or else emotionally
engaging them with the story or its participant®®H(‘no, oh no*® — one learner's
immediate reaction to the double-spread where mshdne putting the dog into a sack).
Similarly, picturebook can take hold of learnergust like stories can — by allowing

them to relate what they see or hear to their owpereence (‘I'll also become a

13 Né, to né!“
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policeman like dad when | am workintf.- comment made by a learner while watching
police vs. robbers double-spread).

On the whole, as far as language learning is adaede though picturebook-
reading by itself perhaps does not strongly empleasie language input it provides, at
least as regards young beginner language leathdsges supply a wide initial platform
for a range of different, possibly more languagesBed activities; furthermore,
picturebook seems to have the capacity to engagegylearners’ interest and attention,

and to shape their attitudes to language learailsg, on longer-term basis.

4.4.2 Teacher’s expectations and picturebook lesson

Theoretical part of this paper suggested that mbimok as a teaching aid
adopted by elementary foreign language instrudtias the capacity to address young
learners’ development in a number of different wdgst subchapter then focused on
one of them, and attempted to illustrate picturét®gpotential to facilitate children’s
language learning in particular. What this subckapttempts to demonstrate is that
whatever picturebook’s capacity in language ingtomcreally is, it is strongly defined
by the manner of picturebook’s implementation itite classroom, which — in return —
depends significantly on the expectatiGnsf particular teachers as regards both their
learners and the item of picturebook itself.

Of course, teachers’ expectations shape the tegalgality in any and all
classrooms; they provide ground for teachers’ esions, influencing their decisions
about what is to be taught, when and how. Similahkgy affected the picturebook
lessons examined. When tracing this influencegthdual, step-by-step organization of
research proved to be of advantage: due to thetiattindividual picturebook lessons
were held successively, each picturebook-teachixigereence influenced teacher-
researcher’s perception of the process, consequahéring also her conduct of the
next lesson. Thus, two significantly different apgehes to presenting picturebook in
classroom happened to be recorded within the delledata, allowing the researcher to

uncover and analyze the experience, and now perhaggte its value to any teachers,

14 Ja budu taky policajt jak taa aZ budu pracovat.”

15 The word has been borrowed from the name of oregosy identified during data analysis; it is used
as a neutral term with neither positive nor negatonnotation, to refer to degree of quality teache
associates with e.g. learners’ various abilitiepioturebook’s potential.
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or readers, concerned with using picturebooks. mapdly, the objective here is not to
provide a complete overview of issues shaping ®&elthoices and decisions, but to
chart those factors that can be traced within #search data and which at the same
time seem to exercise influence over the mann@regentation of picturebook during
language lessons, even to the extent of changilfdyeh’'s (and teacher’s) perception of
the experience.

Drawing on the acquired data, teacher seems tooapiprpicturebook lesson
preparation (and subsequently also its conduct) sétveral particular issues in mind.
These could be divided into two broader categotieacher’'s expectations related to
learners, and those associated with pictureboolcofiserns preparation of picturebook
language lesson, it is perhaps the former groughvis more pronounced. During the
planning stage, teacher needs to estimate leartarguage skills, considering both
their current language level, as well as what mightdescribed as their ‘capacity to
learn’, assessing the amount of new input that lmanntroduced (and successfully
processed) during the lesson. Such estimationaraoag the major factors influencing
teacher’'s choice of picturebook; also, they migffea teacher’s decision about
implementation of pre-reading activities into tlesdon, with the objective to support
learners’ later understanding (e.g. through voaatyulpre-teaching). Pre-teaching
language needs not be the only intention of suthites, though.

Reflecting on why she included a key-words predtear phase into one of the
picturebook lessons, teacher-researcher remarkerirdiary that she ‘did not do this
because of fear that the class wouldn’t understaedvords as they appear in the book
— the pictures would take care of that' (though Islker gives in that she ‘wanted them
to have a chance to recognize the words withinsiieken sequence’ which reveals
some wish for linguistic scaffolding). She furtrexplains that by means of this simple
vocabulary-centred activity (focusing on words frtm book to be read) she intended,
among others, ‘to arouse [learners’] curiosity @aghe book a bit, as well as activate
their story concepts, start up prediction.’ In etherds, she rather wanted to prepare
children for the act of reading itself, not thatahdor the English involved.

Clearly, within the act of selecting pre-readinghates (and even seemingly language-
oriented ones), teacher's assessment of youngelearlanguage level already fuses
with reflection on another issue — on children’snooand of reading strategies. It
predictably follows that among possible pre-readaatjvities, teacher might also opt
for such ones which are particularly focused ordirg preparation (e.g. discussion
about the expected topic). Let us sum up in shoat teacher's learner-related

expectations appear to exert quite some influenee picturebook lesson, although it is
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only its structure and choice of individual aciie® what is affected. The subject this
narrative wants to point at is, however, that tictua presentation and work with
picturebook is affected, too.

A real incident extracted from the research exme®, which is mirrored by
both the reflective diary as well as observatioeetb, grants a useful starting point for
demonstration of the point. This episode happengthg the very first picturebook-
lesson among those researcher taught in the cairsiee investigation; as for the
manner of presentation of picturebook in this lesso the diary researcher reports that
she ‘provided a lot of scaffolding while readingyjnigs one would use while story-
telling — intonation, emphasis, miming, gestures...][Ehe] actually stood up and
“acted out” a scene once.” To put it shortly, tesrctiid so many things other than just
reading while supposedly ‘reading’ the picturebeaoth children, that at the end of the
lesson one learner in fact expressed frank surpvisen she mentioned that they had
managed to read a whole book during the lessoningsk ‘Really??*® Similar
observation — that there was no evident picturebreakling — was echoed also in the
corresponding observation sheet and in field nbtm® after-class joint reflection of
teacher-researcher and observer.

Reflecting on the feelings she experienced durmgfirst picturebook-reading,
teacher admits she was afraid that her learnersltmd be able to fill in the gaps left
after the pictures and language were combined; they would need help with
interpretation.” In other words, her expectatiosst@ learners’ ability to figure out the
story on basis of a picture narrative and accomipgnwords made her work with
picturebook the way she did — present it with egnesscaffolding. The choice could be
further clarified by mentioning another of teachesearcher's expectations: in the
reflective diary, it is described as a doubt of thiee ‘the claim about picturebooks
being able to capture children’s attention sinduland continuously’ is absolutely true.
Elsewhere in the text, teacher also voices anopheturebook-related observation,
saying that sometimes the pictures seem pretty disconnécteperhaps voicing her
expectations as to picturebook’s actual capacityetate its story comprehensively. It
follows that, by means of excessive scaffoldingacteer wanted to assist the
picturebook in both conveying the story and engggiamusing her class; her

10 Fakt??“
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expectations of learners’ reading strategies andiatirebook’s potential defined the
way she presented picturebook in the classroom. Ultimate effect was that the
picturebook-reading activity eventually failed tovolve either the picturebook or
reading — both become rather ‘invisible’ in theqass.

The important point is that when picturebook tuftnsnsparent’, its capacities
seem to follow the lead and become invisible, fdthough teacher captured the image
of very intensive and enthusiastic use of Engliglelarners throughout the lesson in the
corresponding diary entry, in addition to her bejpgsitively impressed by how much
of the words from the book the children caught asshembered’ (— an impression
confirmed by other data sources), her diary ancemiasion documents also report a
significant amount of off-task and disruptive beloav among learners, as well as of
gradual loss of interest in the picturebook-relatectivities. Teacher-researcher
comments on the issue of indiscipline in termsadénring to her let-down hopes as to
book’s capacity to engage young learners, writivag picturebook has ‘turned out to be
an object oimuchless attractiveness to them than [she]'d expettedbe’. When she,
however, reflects on the experience later, she tadrfairly that her ‘activity
overshadowed even the colourful picturebook, ma@enkers overlook it a bit; so it
obviously couldn’t have had real ‘grip’ on the chign, as it should have...’. To briefly
comment also on the issue of successful vocabuéamning on the part of learners,
researcher recurrently remarks throughout the desyy that learners in this group
seemed really eager to learn new language as welloashow-off their present
knowledge, creating an impression of vocabularyrpetition’. To use her own words,
it seemed ‘as if they didn’t really care about shery, but rather wanted to learn vocab,
or show they've learned some; as if they prefemeaking through the book in ‘the
hard way’, like through a textbook or somethinghe picturebook and its story appear
to have been forgotten. This made the teachempfglexed — she explains she did not
expect children to be thrilled by a ‘who-knows-momg ‘who-is-faster’ kind of
vocabulary race, but by the experience of the story

Now, here would be a place to illustrate that iadleer overcomes low
expectations of either learners’ creativity in mteting or picturebook’s capacity to
capture their attention and presents picturebodk @amphasis on the book itself, things

work differently. However, although the data matkmirrors for instance considerably
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less discipline issues in its description of otipgcturebook lessons, along with a
pronounced focus on the picturebook story, it ipassible to reliably use comparison
with the other groups due to the fact that thedhoiasses comprised of significantly
different assortment of learners, as portrayeceiaitlin the reflective diary.

Nevertheless, it can be concluded that mistruske@ners’ imagination and
creativity was a sheer underestimation in this casedemonstrated both by learners’
impression of success as regards understandindpdbk, which was expressed by
majority of them in the questionnaire (see Appentlixand further confirmed in the
interviews, which showed that though each of thernewees reads the story slightly
differently, in an own way, highlighting or skipgnts different parts etc., all of them
have understood the essence of the narrative. Tdmslers teacher’'s excessive
scaffolding activity rather unnecessary, needlessiposing high demands on her
performance, making her feel tired and stressed,l@mnering her capacity to observe
and monitor the classroom — as was all recordedeiflective diary. Furthermore,
learners were almost entirely robbed of the pidiaok-reading activity, which was
actually replaced by storytelling technique — amttypebook was, in return, probably
robbed of some of its alleged potential, such ggucang children’s attention, which
also had to be replaced by teacher’s effort.

Coming to a close, let us conclude that teachespeetations do have the power
to alter picturebook lesson significantly, for bdte learner and the teacher, and that
the effects might be, as in the particular caseudised above, involuntary, or even
unwelcome. To link this conclusion to what was tent on picturebook’s capacity in
language lessons in the theoretical chapters wmddn to admit that many of the
possibilities described are highly relative. Theref language teachers should not
forget to provide picturebook with sufficient ‘sgato function’ within their lessons if
they count on its alleged manifold potentials, lbseawith restricting picturebook’s
area of influence, they restrict also the degresuthority it can exercise.

4.5 Conclusion
Let us conclude with a short summary of researcult® This research
principally attempts to address two questions corex® with particular aspects of

teaching languages to elementary learners usirigrplmooks: how picturebook-centred
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teaching facilitates language learning in particuéand how teacher’s expectations are
projected into preparation and consequently conaugicturebook lesson.

As for language learning, while picturebook doesouce new language into
language classroom, the particular activity of yniebook-reading does not seem to
stress language input as such, rather addressjagtiobs within the affective domain,
engaging young learners for language learning ah bbort- and respectively long-
term basis. Still, picturebook’s contribution pretsea platform for a multitude of
language-focused activities, to be devised accgrtlinteacher’s particular intentions
and needs. Considering priorities of elementanglage classrooms, picturebook’s
prominent address of affective domain objectivesc@cerns young language learners)
seem to sort it among very useful teaching aids.

However, whether the focus of picturebook-readirgvdy in a particular
lesson setting turns out to be on the pictureboik i story or rather on the language
input it contributes, that relies strongly on thaywthe book is worked with in the
classroom. This is essentially in the hands oftdaeher — obviously, it is them who
create the whole setting by planning the lessarcsire; yet, importantly, it is also their
expectations what counts, their perception of wbhaturebook has to offer to their
learners as well as how well these learners cartepro the experience. These
expectations set limits for picturebook within thlass — they settle, for instance,
whether the teacher becomes the protagonist-stieryteor whether they let the
picturebook take its turn and prove its strengihen planning and conducting a
language lesson with picturebook, teachers shdwddetore consider that it can only
manage as much as they agree to.
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5. Conclusion

Principal idea behind the pages of this paper teagtroduce reader to the
unique art form of picturebook in the same waytawight be perceived through the
eyes of a teacher examining an unknown (or yetansidered) tool or teaching aid in
order to judge its usefulness for their elemenkanguage classroom.

Thus, since such a teacher would have probably rbegith a thorough
observation of the item, this thesis commenced wipiction of the picturebook’s
form, in an attempt to describe it and define iheTresultant chapterDgfining
picturebook¥ hence relates what picturebook developed from hdt it developed
into, capturing the specific features that make fttren unique as well as its major
components — pictures, words and total design,paesenting the different viewpoints
picturebook can be regarded with. At this point, was also considered who
picturebooks appear to be written for, which digethked the initial, descriptive part
with the next step to follow: discerning picturek@obenefits as regards a particular
group of learners whose classes it was to be usedyoung learners, in this case. The
corresponding chaptePicturebooks in language teachintipen, in a logical sequence,
contemplates firstly what young learners might ndéed successful learning, and
successful language learning in particular, and theves on to assessing whether and
how picturebook can possibly cater for such neglstifying and discussing several
domains of consequence. Finally, on basis of thkgervation and judgment, teacher
would perhaps decide in favour of picturebook aettles on trying it out in the
classroom in order to be able to review picturel®askispected capacities on basis of
own, real classroom experience; which is what tiiha of this paper chose to do.
Entering the classroom reality with open mind antlingness to see how well
picturebook does (or does not do) within the contefx authentic young learners’
language class, the researcher was eventually beérved with a surprising amount of
data of value, of which only a fraction could beckxd into the research report presented
in the fourth chapter. The author, being made twosh, finally opted for presentation
and interpretation of such data which representedsaor incidents of most interest,
surprise or importance to her (and which was atstrae time recorded in a sufficient
amount in the materials collected); these turnedd@mbe the question of (whether and)

how picturebook in particular facilitates young rigaxs’ language learning during a
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picturebook-centred language lesson, and the sisdistinguishing teacher’s influence
on the progress of picturebook lesson, or strispgaking the specific role teacher’'s
expectation play in this matter.

Coming to a close, an evaluation of the entireahy work experience as it is
perceived by its author might be in place. At thasnt, | would like to accentuate the
importance of the research experience granted igypttoject, which in my opinion
strongly affects integrity of this paper. While theeoretical part gave the author a
chance to present picturebook in its strengthssidening principally the positive
capacities picturebook could grant to young lea’nanguage classroom, the authentic
research experience seems to have brought morsmeiaito the whole concept. This
was perhaps partly achieved by the research outofoeeshadowing potential
drawbacks of picturebook-reading technique in ¢lams some weaker points in
picturebook on the whole, but most importantly &sadone by stressing the relativity of
any estimation as to how useful a teaching aidb@as by highlighting the inescapable
tie between picturebook and the teacher who usesetiveen picturebook and the
manner it is used in. Therefore, | think, it isrféd conclude that while picturebook
presents many attractions for young learners’ fprdanguage classes — as was, |
believe, illustrated by the research, it is notagia wand to be waved either anytime, or
by anyone, in any way, within any classroom, yét stith success — which was

certainly illustrated by the research as well.
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6. Resume

Jednim ze saasnych trendl ve vyuce i ve spotmosti je tendence Zmat s
vyukou cizich jazylt u cti v ¢im dal mladSim &u. Tento trend se odrazi i ve
vzaklavacich strategiich podporovanych Skolstvim u dékladem tohoto tvrzeniiie
byt nag. Narodni program rozvoje v&kdvani v Ceské republice (Bila kniha). Jest
patrrgj$im swdectvim je oviem fakt, Ze zatimcieg deseti lety se naslalechéach jen
hrstka Skol, které zénaly s cizojazynou vyukou Zak diive nez v patéride, v dnesni
doke si jazykové vydovani naSlo své mistasto uz v prvnichitdach zakladnich Skol,
a dokonce i v fedskolnim vydovani. Oisledkem toho se strhla velka #ka po
vhodnych vyukovych materialech, které by odpowidadttebam a preferencim édh
nejmladSich zak Ucitelé €chto tid patraji po atraktivnich, zajimavych pockach,
které by dti oslovily, ale zarovi také dokazaly podpid jejich vSestranny vyvoj a
rozvijet jejich jazykové schopnosti. Obrdzkové knigodle mého nazoru splji obs
vySe zmigna kritéria: na jedné strage v jejich moci upoutat pozornost Zait vyrazi
jim zprijemnit jazykoveé vydovani, sodasré maji také vyrazny potencial jako vyukovy
prostedek v cizojazgném vywovani. Podstatou této prace je roir& podpdit toto
tvrzeni, jak teoreticky, tak i prakticky (s vyuhitivyzkumu), se zagiienim na vyuku
cizich jazyki u zaki mladsiho Skolnihodku, jejichZz potebam povaha obrazkove knihy
dle mého nazoru vyhovuje nejlépe. deba dodat, Zecase ma prakticka zkuSenost
omezuje v zadsadpouze na vyuku anglického jazyka&fivn, Ze naprosta&sSina zavra
0 moznostech vyuZziti obrdzkovych knih ve ¥guani, tak jak jsou popsany v této praci,
je zobecnitelna, a lze ji tedy s minimalnimi Upnavaplikovat na vyuku cizich jazyk
vSeobecd. Z tohoto pohledu prace také obrazkové knikgnd postihuje, s vyjimkou
praktickécasti prace, jejizekist je konkrét’ umistno v hodinach anglického jazyka.

Prace je roz&lena do gti kapitol; dw z nich se detailji vénuji teoretické bazi
popisovaného tématu, jedna jéinpo zamdtena na praktické pojeticei a popisuje
nalezitosti a vystupy vyzkumu realizovaného v rapréice.

Teoretickacast z&ind druhou kapitolou, kter4 podavéa blizSi popisaakové
knihy jako specifického druhutaiz literarnihoci uméleckého. Kapitola nejive ve
strenosti nastiuje vznik a postupny vyvoj obrazkové knihy az dodgoy toho
osobiteho typu textu, jak jej zname dn&spz predestira éktera specifika dané formy.

Navazuje pehled sotiasnych pistupi k obrazkovym kniham, jak se objevujtetnych
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odbornych publikacich na toto téma. Zde jéradrén nahled fijimany praci samotnou
— tedy pohled na obrazkovou knihu jako na nedilkombinaci textu a ilustraci, které
se ve své soundlezitosti dopji a vyvazuji, a vytvieji zcela jedinéné meédium typicke
pro obrazkové knihy, kde nejen slova, ale i ilustraasadh spoluvytvdeji déjovou
linii.

V dalSi podkapitole se prace k@neé dostdva k samotnému popisu formétu
obrazkové knihy. Text nejtve poukazuje na vyraznou rozmanitost charakteanév
kategorie, kdyZadou pgiklada ilustruje, Ze & jsou obrazkové knihy na pohled vyrazné
a jasr odliSitelné od wtSiny ostatnich svazk v detailrgjSich prvcich se nijak zasatin
neshoduji; nadale se kapitola ovSem detaidnuje €m elemenim, které jsou
obrazkovym kniham principietn spoléné. Nejdive diskutuje nepostradatelné
propojeni obrazk a textu v obrazkove knize, jejich schopnost vzégse dophovat a
jejich oboustranny podil na vyprév piibéhu; poté se vyjadilje k zasadni roli
celkového designu dila, ktery dapje kombinaci textu a obraéka podtrhuje celkovy
dojem gibehu i knihy; v dalSi podkapitole popisuje jednotliaspekty fyzického
formatu obrazkovych knih sidazem na jejich kord@é spojeni v rdmci uz zeovaného
celkového designu dila, ktery je povazovan za jedmozakladnich kritérii celé
kategorie obrazkovych knih; a kam& poukazuje na reekaré riznorodé spektrum
¢tend, které obrazkové knihy oslovuji. Zde je také wgtyo, Ze prace se nadaknuje
vyhradré obrazkovym kniham ve spojitosti s mladSimi z jejfotencialnicittendu -
se zaky mladsiho Skolnih&ku.

Treti kapitola, ¥novana jiz konkréth vyuZiti obrazkové knihy jako materialni
vyucovaci ponficky ve vyuce cizich jazyk navazuje na zév kapitoly gredchozi, kdyz
ve svém Uvodu iedklada realné ivody pro své zagiteni na vyuku zak mladSiho
Skolniho ¥ku. Kapitola je strukturovana do dvost$ichéasti: prvni je zarienacdisté
na povahu zaka mladSiho Skolnihaékw z pohledu jeho debnich patb a
charakteristik, se zvlaStnimiihzem na aspekty dotykajici se vyuky cizich jdizyk
druh&ac¢ast potom analyzuje moznosti obrazkové knihy jgecgického vydovaciho
prostedku v kontextu &chto Zak v ramci jazykového vytovani na zakladni Skole.
V ramci vySe zmi#né prvnicasti feti kapitoly gedstavuje autorka ndjde rekteré
obecrjSi koncepty definujici ¢ebni charakter zZdik mladSiho Skolniho éku (naf.

nadSeni a chudo weni, omezena schopnost sdedini, holisticky gistup k &eni,
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potreba vedeni a zatfenost na titele), ale také &které vyrazné koncepce jednoZn&
spojené se jmény vyzéraych autol, a ve stranosti spojuje jejich vychodiska
s predpokladanymi kapacitami obrazkové knihy. Pracekeskrétré odkazuje na
Piagetovo pojeti d¢eni jako aktivni interakce mezi jedincem a piedim, na
Vygotského zdlrazreni socialniho roziru weni a jeho koncept zény nejblizSiho
vyvoje, na Bruneitv pojem ,scaffolding” vystihujici fedstavu ufitého podjirného
vzklavaciho leSenti na rekteré z Krashenovych hypotéz o osvojovani cizilagka.

Ctvrta kapitola konén¢ predstavuje fesun od teoretického nahledu k praktické
zkuSenosti, protoZe je cele&novana zachyceni organizace a vystlvalitativhiho
vyzkumného projektu realizovaného vramci diplomgwéce. Ten byl uskutaén
autorkou v realném kontextu zakladni Skoly z&lém posoudit moZnosti obrazkové
knihy v jazykovém vytovani zak mladsSiho Skolniho &ku i z hlediska vlastni
aplikované zkuSenosti s touto pockou ve tidé. Vyzkum byl prvotg pojat dosti Siroce
— v ramci prvniho shu dat bylo zarrem vyzkumnice nahlédnout zkoumanou situaci
(hodinu s obradzkovou knihou) s co nggim zaldrem. V plibéhu vyzkumu se potom
vykrystalizovalo potkud pesrgjSi zangieni na gkolik oblastni, jejichz wyet byl
v konegné fazi vyzkumu zuzen na &vk nimz pak sr¥ovaly i konkrétni vyzkumné
otazky: Jakym zpisobem podporuje vyuka s obrdzkovou knihou rozvajjazyné
kompetence Zé&R a Jakym zpsobem se ditelova a‘ekavani/pedpoklady promitaji do
pripravy a nasled#&prizbehu hodiny s obrazkovou knihou?

Vyzkum byl navrzen jako fjpadova studie zkoumajici seérii dvou hodin
anglictiny zahrnujicich aplikaci obrazkoveé knihy do ¥guéni. Tato série byla odena
vyzkumnici ve tech rozdilnych skupinach Zalkprvni #idy jedné zakladni Skoly v
prabéhu jejich obvyklych hodin angtiiny. Ustedni aktivitou hodin s obrazkovou
knihou bylo jeji opakované kolektivriteni (kniha byla hem dvou hodin igctena
tiikrat), kdy Zaci sledovali vyvojffbéhu v obrdzkové podeébna strankach knihy, a
ucitel jim zarover prectital slovni linku gibéhu, ktera jim jako Z&km prvni tidy
zakladni Skoly byla v psané podommavic v cilovém jazyce, zcela nedostupna. Kolem
tohoto centralniho ohniska v podolspol&ného ¢teni bylo zorganizovano ékolik
souvisejicich aktivit (prace se slovni zasobou, dipee, dramatické hry, hry

s kartékami s obrazky z knihy atd.).
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Pro skr dat bylo vtomto vyzkumu vyuZitotit raiznych zdroj (uitelka-
vyzkumnice, pozorovatel, Zaci), &t§iho p@tu technik, z nichZ nejvyrazjsi podil dat
obstaral reflektivni denik vedenycitelkou-vyzkumnici (dalSimi metodami bylo
nezwastrené pozorovani, dotaznik, polostrukturovany rozhowotest). Primarnim
zangrem takto mnohostrannéhd@igtupu bylo, jak uz bylo zméno vySe, ziskat data
nahliZzejici vyuku s obrazkovou knihou z co moZndgrize¢jSich uhfi. Vzhledem
k povaze dat byla valnaétdina z nich analyzovana pomoci kvalitativni te&kni
oteweného kodovani; pouze test a ¢dwpolozky dotazniku byly podrobeny
kvantitativnimu hodnoceni.

Vysledky vyzkumu Ize shrnout vrédmci zodgeeni vySe uvedenych
vyzkumnych otazek. Co secy otazky prvni, tedy jazykoveého rozvoje #akkazalo se,
Ze Ustedni aktivita celé hodiny — tedy spahe ¢teni — sama o séneklade draz na
osvojeni jazyka, ktery prezentuje (ten je v poraMné obrazky vniman spiSe jako
nadstavba, dodatey zdroj informaci). Na druhou stranu se tailenost vSak zda mit
pozitivni afektivni dopad na Zaky — dokaze je zisge vyuku, a z dlouhodobém
hlediska spoluutva jejich kladné postoje kagni se angiiting, resp. cizim jazykm
(napr. skrz zprostedkovéani kladné zkuSenosti nebo pocituégbp). Obrazkova kniha
navic fedstavuje bohaty, zajimavy kontext, jedz® poslouzit jako odrazovy istek
pro vytvaeni velkého mnozstvi négrejSich aktivit, zanstenych podle péeb hodiny
a pani witele. Jiz vramci zodpa@zeni druhé vyzkumné otazkyuieme k tomuto
dodat, Ze konmy pribéh a zandteni jazykové hodiny s obrazkovou knihou nemusi byt
jen wdomg ovlivnény witelovymi volbami a rozhodnutimi, ale mohou byt&ovany
také ne¥domky, skrz konkrétni Zgob jakym ditel pracuje s obrazkovou knihou.
Tento konkrétni fistup je pedevsSim podmim ocekavanimi, ktera ditel vklada do
svych Zak i do obrazkové knihy samotné. Tat@de&avani mohou ditele vést k
omezeni prostoru, ktery obrdzkové knize ve svérgoposkytne, a toto omezeni pak
limituje i nékteré moznosti a kapacity obrazkové knihy, inagchopnost udrzet si

pozornost Zak
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8. Appendices

Appendix 1. Sample of reflective diary
(with field notes from teacher-observer joint reflection)

(Excerpt from diary entry describing pictureboogden 1, group A; re-formatted to font
size 11, line spacing 1 due to length.)

[Group A/Lesson 1 (14 children)]

When | first came to the class, | was slightly merv but | tried to seem as comfortable,
as calm as possible... | was afraid the class nfgghtmore nervous if they see that | am, and |
did not want that my presence — as of a new teacd&rupts the usual lesson progress. At
first, the lesson was started and | was introdicexveryone by the regular English teacher; she
gave the class my name and briefly explained wdrm bind that I'm going to spend a few
English classes with them. And then it was my turn.

I had a feeling the children were a bit inhibitgdrby presence, despite my efforts; they
were mostly smiling, and seemed thrilled aboutpftespect of a lesson with me (some bobbing
up and down in their desks), but obviously theyensill rather cautious, too, mouths tight shut,
all eyes on me and everyone waiting to see ‘wiall be like’.

| wanted to activate them, set them in motion, ss 4 was the first lesson — we did
some exercises together on the carpet (with a pdeéhgught it was a good start not just as it
acted as a warm-up and as it was in English baotlsause | wanted the class to sit still for a
while afterwards. And then it was time for the pretbook.

| had some lead-in activities ready. | wanted tiensure the children are actually a bit
used to my voice and my almost continuous Englefore we really read out the book (though,
according to what I'd found out from their teachibey were quite used to being addressed in
English). So | had the class sit on the carpetvaatalked. | told them what we were about to
do: read a book. There were positive reactiongfighi- positive, or none. Generally said, they
seemed still quite silent. | flashed the book sahiémes, in several different ways, and we
played a guessing game: ‘What do you think the isoalzout?’ | tried to use as much English
and possible, and it mostly worked, though | somes switched into Czech, just when | saw
the class don't know what | mean, or want themapad all. The guesses about the book were
quite many, and quite close, at least some of tlenfior the language, children used both,
English and Czech for guessing, and in roughlysimae amount; in English, it was mainly
animals, words connected to school, and word cdadeo family — words | supposed they
knew from their regular language classes. They sddmbe ready to use this vocab quite
spontaneously, though in very different contexthi® end we worked our way to the title —
‘Push the dog’. | wanted to explain the title, s® r@arranged ourselves to form a circle on the
carpet (it was fast, we almost were a circle bgfarel demonstrated ‘pushing’ on each other,
going around the circle and nudging our left-haadjhbours, always crying ‘Push!” as we did
so, creating the effect of domino-blocks arranged circle and falling in chain reaction. The
children seemed to enjoy this immensely, they Marghing and everyone happily took their
turn. Interestingly, they waited for this turn beitrs, did not skip each other, or otherwise
disrupt the progress around the circle. | say esngly, because by this time, it seemed, the
class got very comfortable around me, and wer@ngdr these shy children of ten minutes
ago: throughout and at the end of this ‘pushingjvig, | already noticed a boy looking out of
the window rather then keeping his mind ‘with wsid the children felt free enough to talk and
joke to each other, the pushing activity being ol/decided to move on.

Immediate change in activity worked well, at Iefasta while — we started working on
the vocabulary that would come up in the bookdlimbt do this because of fear that the class
wouldn’t understand the words as they appear itk — the pictures would take care of that;
| only wanted them to have a chance to recognigevtbrds within the spoken sequence, to see
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how their pronunciation was, and to arouse thaiiosity as to the book a bit, as well as
activate their concept, start up prediction. Scsatein the circle and the class looked at the
flashcards and repeated the words | gave thennéoindividual pictures. As we were doing
this, it was increasingly obvious that a significhreak-up to this activity will have to be made
at the end, it they were all to sit calm and viee book — because by now, everyone was
pushing towards the middle of the circle, over aomss each other, trying to get as close as
possible to the cards, not wanting to miss anythivegessarily, some people did not fit into the
circle anymore, then, and set aside, either unhapgyangry, or just unconcerned and
indifferent. Something was to be done. We finishtth the vocab work speedily, and | placed
myself in front of the class (against the wall)iagkthe pupils to create a semicircle around me
on the carpet, so that everyone can see. It waykéd well; we fought a bit with everyone
wanting to be as close to the centre as possibtdirnally they settled. | made sure everyone
could really see me — and the book (‘Can you se®)rend then | was ready to start.

So | began reading. | provided a lot of scaffoldivigle reading, things one would use
while story-telling — intonation, emphasis, mimiggstures..trying to help the picturebook to
tell the story (sometimes the pictures seem prittyonnected). | actually stood up and ‘acted’
out a scene once. Children listened and watcheg;sbmetimes repeated what | said in
English, in fact quite often, especially short sgiges, or sentence endings; now and then, when
| turned the page, they shouted out English wasd$hie things they saw on the new double-
spread; they often laughed and once, when | gokstith one page, they showed impatience
and prodded me to move on, curious what's nextk({Tadal!!"). It surprised me that they
actually said very few other things in Czech; thatyer restrained from talking at all, or just
said individual words in English when they coulaneaa thing they saw in the picture. |
expected them use much more mother tongue, to cahonethe story and so on. But they
seemed so willing to show off their English, todeen as successful learners — really eager to
‘name things’ at least, if that was all they codtd

Having read the book at once, we talked aboutdttlsh ‘Was it good?’ ‘What was the
best?’ ‘What was not good?’ Then we worked shaxily the flashcards once again, playing
some acting/miming game. Afterwards, | asked whrethey’'d like to go through the book once
more. Majority expressed agreement, saying ‘Yesly nodding their heads — as I'd expected.
One boy said he’d rather not read it again (‘Teta#lo..."). The few others were perhaps
indifferent. | noticed that while most childrentéed themselves again so that they could see
well, others (two boys on one side and o girl oother) stayed slightly out of the circle, as if
they weren'’t really interested anymore. | askedrtléhether they were alright where they were
sitting, whether they could still see me from themed they moved a bit closer. The second
reading was faster — not quite fast, because Iyawréed to give children time to take in the
picture, to understand the situation; | read ougttime, with less acting, miming or anything,
and | kept on the lookout, curious what the childneere actually doing while we were reading
(I realized | did not manage to notice much of thatng the first round). Somehow, this time, |
had a feeling that quite a few children within greup were just taking the whole activity as a
competition now, trying to elicit the biggest ambohEnglish words anyhow connected to the
book, and as fast as possible. As if they didratlyecare about the story, but rather wanted to
learn vocab, or show they've learned some; asif fireferred working through the book in
‘the hard way’, like through a textbook or somethiNot all the learners were like this, but
really some half or more seemed so. On the othad,lihey were extremely thrilled by this race
they'd imposed, in my view — still moving furthewvards in the circle, sitting quite upright,
with their chins high, and fighting for a clear lmatk on the book... Well, | was a bit perplexed,
nevertheless; this disturbed my idea of hmeasanta story (and this story) could be for
children, and | think it also disturbed those ctaldwho wanted to enjoy the picturebook story
once again. Generally, throughout the readinguldeee that the activity within the classroom
seemed to start shifting slightly in the directaroff-task and disruptive behaviour — children
were crying out the English words a bit too loudesa stopped; a pair of boys started prodding
each other as if about to start a brawl if not pregd from it immediately; one girl was staring
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indifferently out of the window; and several timesoticed a few other children glancing
uncomfortably from the picturebook to this distundpicommotion creeping up among them. It
sounds like a terror of a lesson if | write it litds — but | really don't think it was not so bad,
these things happened rather gradually and | aldi&ysy best to handle them immediately
(and even managed quite efficiently). Yet, | haénaploy all my tricks to immediately act in
these different cases of off-task behaviour, afedihd it quite demanding and distressing. Also,
| was disappointed, because | expected the piatoleto impose much firmer grip on the
class... Nevertheless, | was positively impressetdw much of the words from the book the
children caught and remembered — of course, mitstigs those we worked with on the
flashcards, too, but not always — and it seemeylrily managed to remember much. | had
the feeling they know the majority of the wordsaliwas a good feeling, definitely.

And the overall impression was quite good, toogise most of the children seemed to
enjoy the lesson, almost all, actually — it seetoeahe. | thought they liked the picturebook and
working with it, too, though it turned out to be alject of much less attractiveness to them
than I'd expected it to be. And they definitelyrdead something new.

An interesting thing happened at the very end efiélsson, though. | asked the class
whether they had ever read an English book be&wme of the children suggested their
textbook, an idea which someone else, however, oirately dismissed (‘To neni normalni
knizka.” ‘Tam nejsme na konci..."). Well, | continueshying that now they had already read
one, which brought up a serious, and extremelyocgranswer from one boy: Really? (‘Fakt?’).
Some of them haven't even realised we read the tmgsther! This, along with my slight
disappointment (and perhaps a slight bewildermemhat went wrong) connected to the second
reading really put forward the fact that somethdidn’t turn out right in this picturebook
lesson. In addition, | was pretty tired at the ehthe lesson, what with all this maintaining
discipline, running around acting, trying to engége children, and all the rest... Nevertheless,
| still found a moment to think on the lesson pextiags after it was all over, when | didn’t
have a lesson to conclude, questionnaires to hamdléen children demanding my attention...

[...]

Field notes from joint reflection on the lessonhatihe observer (as included in
reflective diary)

*| (involuntarily) managed to cast the picturebaoid its role and importance into a secondary
position, drawing most attention towards me;

*(I mistrusted children’s imagination?) and consewfly | didn’t leave them to enjoy the
picturebook and its story as they would see ipgace and quiet, but | forced them to wade
through my own presentation/interpretation of tieypebook story... perhaps a little more
boring for them than the other variant, andchmore work for me;

*My (hyper)activity overshadowed even the colougfidturebook, made learners overlook it a
bit. So it obviously couldn’t have had real ‘grig’ the children, as it should have...

*— could also be what caused the class of shy arigei into relatively disruptive crowd —
having to bend their attention to a single perswrabout half an hour in one piece...

**less might mean more sometimes.
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Appendix 2: Observation sheet

Picturebook Lesson 1

Describe pupils’ activities during the first reading (R1):
(listening and watching silently; commenting; asking questions; repeating words/phrases;
predicting; off-task/disruptive behaviour; other)

Describe teacher’s activities during R1:
(reads out; adds to or explains the story; provides prompts for better understanding; reacts to
comments, questions, predictions; disciplines pupils; other)

Describe pupils’ activities during the second reading (R2):
(listening silently; watching silently; commenting; asking questions; repeating words/phrases;
predicting; joining in from memory; off-task/disruptive behaviour; other)

Describe teacher’s activities during R2:
(reads out; adds to or explains the story; provides prompts for better understanding; reacts to
comments, questions, predictions; disciplines pupils; other)

Compare R1 and R2 (in terms of continuity of reading; understanding shown by pupils; use
of L1/L2 by pupils; any prominent dissimilarities)

Comment on language use by pupils (predominant language; when/what for do they use L1;
when/what for do they use L2; format of L2 utterances etc.)

In which ways does the teacher scaffold learning?
(evokes pupils interest in reading; provides feedback to comments, questions, predictions;

poses comprehension questions; praises; acts out; emphasises key words; repeats language
etc.)
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Picturebook Lesson 1

Describe pupils’ activities duging the first reading (R1):

jstening and watching]silently; commenting; asking questionsﬁpeating words/phrases;
predlctlng,Lff task/dJsruptlve behaviour; other)
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Describe teacher’s activities during Ri:

(reads out é(ids to or explains the story provides pr,(')mpts for better understandmgﬁe_acts to
comments, questlons predlcnons
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Describe pupils® activities during the second reading (R2):

(listening silently; Watching silently; commenting; asking questions; repeating words/phrases;
{ predicting; joining in from memory, off-task/disruptive behaviour; other)
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Describe teacher’s activities during R2:

|(reads out; adds to or explains the story; [provides prompts for better understandmg Lagts to
cominents, questions, predlctlons disciplines puplls other)

Compare R1 and R2 (in terms of continuity of reading; understanding shown by pupils; use
of L1/L2 by pupils; any prominent dissimilarities)
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Picturebook Lesson 1

Comment on language use by pupils (predominant language; when/what for do they use L1;
when/what for do they use L.2; format of L2 utterances etc.)

S 73 orsimbo e 4 o

In which ways does the teacher scaffold learning?

(evokes pupils interest in reading; provides feedback to comments, questions, predictions;
poses comprehension questions; praises; acts out; emphasises key words; repeats language
etc.)

k,,d?“)w&uw it ot by

Appendix 3: Questionnaire

1. Jak se ti libilo &ist anglickou kni¥ku?

2. Jak na tebe ptib&h phsobil?
Citil/a jsem 8€ ..covvvniniieiinnenne.
5o o5

3. Porozumél/a jsi kniZce?

© ©
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Examples:

1. Jak se ti libilo &ist anglickou knizku?

®

2. Jak na tebe piib&h plsobil? n =
Citil/a jsem se d} IR
P¥ibgh byl Z»/é ZM AV ..

3. Porozumél/a jsi knizce?

©

1. Jak se tijlibilo &ist anglickou knizku?

L @

=8
!

2. Jakna tebe pribéh pusob;l‘7
Citil/a j jsemse v

N X AN

3. Porozumeél/a jsi kniZce?

%@‘*

2. Jak na tebe pfib&h plisobil?

CitilVa jsem se 11 00 .

PHbEn byl NG LL e,

3. Porozumél/a jsi kniZce?

© @

81




Appendix 4: Interview 4 (field notes)

(Notes were translated from Czech and transcriBedesearcher,
L=learner; text in bold constitutes the originarfre pre-established for the
interview — intended for all interviewees)

(Group B; boy; questionnaire answer®#He felt bored; the story was funri;test —
4/6; notes — not really active in lessons, fromvéey beginning on; seemed rather
uncomfortable during the interview, or uninterestduard to say)

1. Have you understood the story?

L>> Not really.

R>> Why not? What didn’t you understand?

L>> It's strange, it ends in a strange way.

R>> [briefly recounts the ending of the book imterof how events happened after
each other] What's the strange thing?

L>> Something should happen there.

R>> That's why you were bored? [mentioning his goesaire]
L>> [nodds]

R>> But else the story was funny..? [L nodds] Wkatexample?
L>> The dog in the pie, the policemen catchingrtitebers.

(2. Could you re-tell it for me? was left out doethe negative answer given before.)

3. Did the pictures in the book help you when readig?
L>> Yes, they are good.

4. What was more important, what helped you more Hte pictures or the words?
L>> There would be nothing without the pictures.

5. Was it good that we read the book more times?
L>> [shrugs his shoulders] Don’t know, don't care.

6. Have learned anything, remembered anything fronthe book?

L>> [shrugs shoulders again] Yes

R>> [shoves the book to him and asks if he likesetbing there, what he liked best]
L>> [finds the dog in the pie picture, then browHa®ugh the book, starts pointing out
things and saying words in English] Monster, glipstnounced wrong], robbers, dog.
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Appendix 5: Vocabulary test

Push!

e Monster
terkes the dog
for o walk,

:lw:&,a E
] &
; ] #
Ed
i b
2 s“:
: g
.
Lissed |
oy A

.antd put the robbers in il

The clephant gives
the dog a vide.

Mr Monster
takes the dog
for a walk.

[

The elephant gives
the dog a ride.
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Appendix 6: Test results

Test results
(in terms of number of correct answers out of 6 possible)
1 ‘ ‘ ‘ O 6/6 correct
O 4/6 correct
i W 3/6 correct
Group B (14)
Group A (14)
0 2 4 6 8 10 12 14 16 LI frer of
eamers
Group A (14) Group B (14) Group C (13)
B 3/6 correct 0] [0} 1
0O 4/6 correct 1 1 4
O 5/6 correct 7 9 4
O 6/6 correct 6 4 3
Group A Group B Group C
Correctness 89% 86% 79%
Total | 85% |
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Appendix 7: Questionnaire results (quantitative)

Figure 1: Summary of answers, question 1

Did you enjoy reading an English book?

3
40,
30,
Number of
respondents
10+
O,
Group A Group B Group C | Allgroups
O | enjoyed it. 13 12 12 37
O | didn't enjoy it. 1 2 4

Figure 2: Summary of answers, question 3

Number of
respondents

10

Did you understand the book?

[oN
Group A Group B Group C All groups
O | understood the book. 12 12 12
| | didn't understand the book. 2 2 1
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Appendix 8: Coding agendas

Figure 1: Coding agenda fblew teachecategory, with examples from reflective diary

Code Example from the reflective diary

‘| was introduced to everyone by the regular Ergtsacher; she gave
New teacher introduced | the class my name and briefly explained who | aththat I'm going to
spend a few English classes with them.” (p. 1,8) 5

‘| was slightly nervous but | tried to seem as corti#ble, as calm as
Ice-breaking efforts possible... | was afraid the class might feel mm@erous if they see that ||
am...” (p. 1, 1. 2-3)

‘| had a feeling the children were a bit inhibiteg my presence, despite
my efforts; [...] obviously they were still ratherwt&ous, too, mouths
tight shut, all eyes on me and everyone waitingei® “what | will be
like”." (p. 1, I. 8-11)

‘they were mostly smiling, and seemed thrilled atibe prospect of a
lesson with me (some bobbing up and down in theskd)’ (p. 1, |. 8-10)
Learners gradually ‘by this time, it seemed, the class got very comafiole around me, and
getting accustomed were no longer these shy children of ten minutes gg 2, |. 36-37)

Disturbing presence

Thrilling presence

Figure 2: Codes iRicturebook and language learnirsgiper-category

Category

(description) cents

Language input not picturebook-related| RITUALS; ORGANIZING; INSTRUCTING;

(input in English input: PROMPTING; FEEDBACK; DISCIPLINING

provided throughout | picturebook-related VOCAB PRE-TEACHING; VOCAB GAMES;

the lesson) input: PICTUREBOOK READING

Language use not picturebook-related RITUALS; RESPONDING

(learners using . | NAMING; REPEATING; RESPONDING;

English) picturebook-related: READING: RECYCLING

g;%cg%e ?ngrféfs, APPEAL; SUCCESS; HUMOUR; CURIOSITY; PERSONALIZATION
. 9 . EMOTIONAL ENGAGEMENT; POSITIVE IMPRESSION

attitudes to learning)

Figure 3: Codes ifeacher’s expectations and picturebook lessaper-category
Category (description) Codes

language | CURRENT SKILLS; CAPACITY TO
Teacher’s expectations learner- | skills: LEARN
(anticipations influencing related: | reading CAN INTERPRET PICTURE
preparation and conduct of strategies: | NARRATIVE; TIME TO READ

CAPACITY TO RELATE STORY;
CAPACITY TO CAPTURE ATTENTION

picturebook lesson)

picturebook-related:

Lesson planning
(expectations projected into
lesson preparation)

BOOK CHOICE; VOCAB PRE-TEACHING; ACTIVATING
READING STRATEGIES

pre- VOCAB PRE-TEACHING; ACTIVATING READING
reading: | STRATEGIES

PICTUREBOOK READING; LINGUISTIC
SCAFFOLDING; EXTRA-LINGUISTIC
SCAFFOLDING; SPEED OF READING

Lesson progress
(T's expectations projected

into lesson conduct) while

reading:
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