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Abstract 
 

This thesis investigates the use of English picturebooks as a teaching tool 

in initial (pre-service) primary teacher education in the Netherlands. Taking 

the English language teaching (ELT) and English proficiency weaknesses 

of primary teachers in the Netherlands as a starting point, this PhD study 

explores the contribution a picturebook-based course can make to English 

teacher education at the primary level. 

The participants in the study were second-year student teachers at 

Avans University of Applied Sciences (NL), and the investigation spanned a 

period of ten months (August 2017 to May 2018). Central to the 

investigation was a 13-week learning-to-teach picturebook-based course, 

situated within the framework of socio-constructivism. The project employed 

a multiple case study design and used multiple data collection tools. These 

included the draw-and-write technique with follow-up interviews, lesson 

observations with follow-up reflective interviews and an online CEFR 

proficiency assessment. The use of these tools offered a holistic, emic 

account of the development of focal cases. The analysis involved the 

definition of a structure to ensure the three strands of data (drawings, 

written commentaries and interviews) were analysed holistically and 

qualitatively. The discussion of the results drew on the interpretivist 

framework.  

This is one of the few studies to employ the draw-and-write 

technique in applied linguistics and one of the few studies in primary 

English language teacher education to establish the contribution of a taught 

course. As such, the study offers essential empirical insights into the 

complexity of educating generalist primary teachers to teach English at 

primary level. The findings suggest that the course design, anchored in the 

literature and in socio-constructivism, contributed to the development of 

conceptual and practical ELT skills. Focal cases began to see the teaching 

of English as a holistic endeavour – as a series of connected lesson stages 

and activities which seek connections to the young learner and their 

environment. Moreover, participants showed awareness of the changing 
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role of the teacher during an English language lesson for primary-aged 

learners.  

The draw-and-write technique stimulated reflection on the personal 

experiences, likes, dislikes and views of the participants. These, combined 

with the intervention course and practice gained during their observed 

lesson, shaped their ELT plans, ambitions and visions for a successful 

primary English lesson. Interestingly, the findings reveal that the level of 

language proficiency of a focal case does not offer an indication of a focal 

case’s confidence in primary English language teaching and that low 

proficiency does not necessarily represent a hindrance.  

The findings of this multiple case study confirm the intertwinement of 

ELT skills and English language proficiency when teaching primary English. 

Hence, this thesis argues for the reassessment and reform of a primary 

teacher education, which separates learning English as a Foreign 

Language (EFL) and Primary English Language Teaching (PELT). Instead, 

it proposes an integrated approach to educating generalist primary English 

language teachers in the Netherlands, with a focus on educating foreign 

language teachers and not foreign language learners.  

Over a short period of time, the picturebook as a learning-to-teach 

tool embedded in a 13-week picturebook-based course, has shown itself to 

be a powerful and inclusive resource. Student teachers expressed 

confidence in their ability to teach primary English, regardless of their 

English language proficiency and PELT experience. As a result, this thesis 

recommends that picturebooks play a key role in reforming initial primary 

English language teacher education in the Netherlands. 
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Impact Statement 
 

This study explores the use of English picturebooks as a teaching 

tool in initial (pre-service) primary English language teacher education in 

the Netherlands. It is grounded in the field of applied linguistics in that it 

addresses the existent issue of preparing English language teachers, but it 

moves beyond linguistics and incorporates knowledge from the area of 

literature. It confronts the idea that picturebooks might be considered a 

teaching tool destined only for the young rather than a learning-to-teach 

tool for a group of primary student teachers by exploring the contribution of 

a picturebook-based course in pre-service teacher education in the 

Netherlands. 

This study draws on European and global studies analysing 

qualifications, education and current weaknesses of primary English 

language teachers and offers insights on a national, Dutch level. It identifies 

the contributions a picturebook-based course can make to student 

teachers’ primary English language teaching plans, ambitions and visions. 

It also highlights the emotional experiences student teachers attach to 

learning and teaching English. The core research method, the draw-and-

write technique, contributes to the use of this technique in the field of 

applied linguistics.  

Considering the current Dutch, European and global challenges of 

primary English language teacher education, the findings show that the 

introduction of a picturebook-based course can offer a solution for teacher 

education curricula which have limited time available, student teachers with 

little to no primary English language teaching experience and mixed 

language abilities. Student teachers will benefit in terms of confidence in 

both their own English language skills and English language teaching skills. 

In addition, findings show that story-based methodology transcends the 

picturebook. Student teachers recognise that the teaching cycle of pre-, 

during and post-task can also underpin coursebook-based primary English 

language lessons. Ultimately, student teachers consider the picturebook, 

with its text and illustrations, to offer a scaffold for the teacher and the 

learner and to be a suitable, accompanying teaching resource for all 
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primary ages. They agree that the use of picturebooks for primary English 

language teaching purposes offers freedom and stimulates creativity.  

This study embraces the idea that English pre-service teacher 

education needs to shift towards seeing student teachers as English 

language teachers rather than foreign English language learners and 

illustrates the contribution a picturebook-based course can make towards 

this goal. The growth of Early English is predicted to continue, so primary 

teacher education must acknowledge not only the intertwinement of 

proficiency and teaching skills but also the way in which student teachers 

want to be educated. The study encourages several areas of discussion, 

such as the use of visual methodologies, in particular the draw-and-write 

technique as a research method in ELT, the way in which pre-service 

primary teachers are educated to teach primary English and the use of the 

picturebook as an inclusive educational teaching tool. Ultimately, this 

research offers a steppingstone towards reforming pre-service English 

language teacher education in the Netherlands and beyond.  
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Chapter 1: Introduction 
 

 From anecdote to research question  

The origin of this thesis lies in a not-for-profit children’s library project which 

I established in the Netherlands in 2013, shortly after relocating from St 

Albans, UK, to Breda. Breda is the ninth largest city in the Netherlands, and 

with its proximity to Antwerp in Belgium and major Dutch cities like 

Rotterdam, Amsterdam and Eindhoven, it is home to many large 

international businesses and their multinational teams. There are two large 

universities of applied sciences in Breda (Avans and Breda University), 

both with international faculties offering English-taught bachelor’s degrees. 

My background lies in English as a Foreign Language (EFL) teaching at 

private, further and higher education institutions in London. Like other 

subject and language lecturers from abroad, I too found employment at one 

of the two Breda universities and I began working as a lecturer in English 

for Specific Purposes (ESP) at an International Business School at Avans 

University.  

I soon became part of the diverse Breda international community 

and frequently met fellow English-speaking parents, many of whom 

expressed a need for access to a greater range of children’s books in 

English than the local town library was offering. These comments caught 

my attention as literature played a strong role in my teaching. Over the 

years, my teaching has focused on Cambridge English Exam preparation 

and teaching ESP, especially in business, design and tourism. My students 

were usually students or teenagers, and sometimes closed groups of 

children aged 7 to 12 and always had very specific needs. With a keen 

interest in using authentic texts in the ELT classroom, I often drew on 

articles, film scripts and pages from what are commonly known as ‘coffee-

table’ books. These large, glossy books which combined short texts with 

images were especially appreciated by lower-level (young) adult learners 

and students. Block’s (1991) article on ‘do-it-yourself’ materials 

development had confirmed my decision to supplement my coursebooks 

with my own, often literature-based materials. I agreed with Block (1991) 

that adapting and developing materials offered students ‘contextualisation’, 
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‘timeliness’ and a ‘personal touch’, which I felt contributed to ensuring 

interest and motivation in foreign language learning. In particular, when I 

was teaching closed groups of children at a private London language 

school, my director of studies encouraged me to adapt and develop my 

own materials based on stories (telling or reading), visuals, short video clips 

and games. In the early 2000s, the school simply did not have any specific 

EFL resources for children.  

I began to settle into life in Breda and continued to wonder how to 

improve the access to English children’s books. I contemplated setting up a 

small children’s library and in 2013 I founded The Little English Library, a 

not-for-profit, community-focused library project. The objective was to offer 

young English language speakers and learners, parents, teachers and 

carers free access to authentic English children’s books to enhance 

language, literacy and reading pleasure. The project was met with great 

enthusiasm by the local and international community. Thanks to donations 

and small-scale funding, the collection grew swiftly and currently consists of 

around 3,000 English children’s books which are current, diverse in genre 

(both fiction and non-fiction works are represented) and reflect different 

author/illustrator backgrounds.  

The Montessori school in Breda (Montessori+ Breda), one of the 34 

Dutch primary schools in the town, became home to The Little English 

Library. In 2013 it was a middle-sized school with approximately 500 

children, 40 primary teachers and a department for highly gifted children. 

Although Breda has an international primary school, the Montessori+ Breda 

had started to attract a growing number of children seeking an education in 

English. These were children of English-speaking expats, and they were 

children of Dutch parents returning from places like Hong Kong and Dubai. 

The directors of the school felt that an English children’s library would, 

therefore, be of value and would reflect not only the inclusion but also the 

central position of English in the school. 

In the Netherlands, primary education spans eight years, starting at 

the age of 4 in Grade 1. Since 1986, English has been a compulsory 

subject in the final two years, Grades 7 and 8 (Corda, de Kraay and 

Feuerstake, 2012). It is simply referred to Eibo, which stands for Engels in 
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het basisonderwijs, or ‘English in primary education’. The term Eibo or 

teaching Eibo refers only to the mandatory English lessons. However, the 

global trend towards teaching primary English at an increasingly young age 

(see Chapter 2) is also noticeable in the Netherlands. Dutch primary 

schools have begun to introduce English earlier into the curriculum by 

bringing it forward to Grades 5 and 6 (Engel, Trimbos, Drew and Groot-

Wilken, 2007) or by beginning at an even younger age in Grade 1 or 2, 

when children are aged 4 to 6 (Unsworth, Persson, Prins and de Bot, 2015; 

Persson, 2012).  

When I launched the library project, the Montessori+ Breda was 

teaching only the mandatory English in the final two years of primary school 

(Grades 7 and 8). However, the rise in the number of English-speaking 

children and children familiar only with an English-language education 

meant that English was playing a more significant everyday role, one that 

went beyond these compulsory lessons. To respond to the new 

international character of the school, the Montessori+ adopted the 

International Primary Curriculum (IPC), a theme-based curriculum which 

aims to develop a ‘sense of international mindedness’ (IPC, 2021), while 

considering the school’s choices regarding the provision of English. Like 

other primary schools, the Montessori+ began to show an interest in 

becoming an Early English school, which meant teaching English from the 

age of 4 onwards (Nuffic.2017). The school formed a small English team, 

which they tasked with finding a published coursebook series with 

supporting materials (e.g. digital resources, flashcards and puppets). The 

series needed to stretch across all eight grade years and be suitable for a 

Montessori school running the IPC. In addition, all teachers were 

encouraged to teach English in their classes, regardless of the grade they 

were teaching.  

As a result of the above developments in the school, teachers 

frequently asked spontaneously for English teaching tips when I was at 

school organising the library shelves. As the library’s collection included 

hundreds of picturebooks, both fiction and informational, I would often 

suggest a certain picturebook to support the desired lesson aim. I knew 

from my visits to Dutch primary classrooms that picturebooks were a 
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familiar sight in the lower-grade Dutch primary classroom (Grades 1–4) and 

the existing collection ensured picturebooks could be aligned with the 

school’s various IPC themes. While my ideas were always met with 

enthusiasm, unless I offered to teach the lesson myself, they were rarely 

put into practice. I was left perplexed that many of the teachers at the 

Montessori+ Breda seemed reluctant to plan and teach a primary English 

lesson based on a picturebook.  

By 2015/2016, the library project had become quite successful on a 

local, national and international level. It was a finalist in the School Library 

Inspiration Awards SLA (2015), the Europees Talenlabel Award (2016) and 

the British Council ELTon Awards (2016). My voluntary project caught the 

attention of the primary education department at my university, Avans 

University of Applied Sciences. Although I was based only at the 

International Business School, I was asked to give one-off workshops for 

pre- and in-service primary teachers on the use of picturebooks for primary 

English language teaching (PELT). It was at this point that I began to focus 

my attention on the primary English language teacher in the Netherlands. 

Training primary teachers was a new experience for me. I was only 

used to training fellow English language teachers with a similar teaching 

background and teaching demands. My sessions were practical and 

interactive, and they offered ideas for the three stages of story-based 

methodology (Ellis and Brewster, 1991, 2014): before, during and after. 

However, once again, I recognised a discrepancy between teachers’ 

enthusiasm for teaching English with picturebooks and the application of 

picturebooks in the PELT classroom. I realised that despite having 

available teaching time to suit a short picturebook-based EFL lesson, 

access to picturebooks and insights into possible activities, very few 

teachers actually included them, and those that did use picturebooks did so 

only sporadically. I wondered which factors were contributing to primary 

teachers’ disinclination to include picturebooks as a teaching tool in their 

primary English lessons.  

I therefore began to review the literature on teacher education 

specific to the Dutch context. Although Dutch primary teacher education 

had contributed to meeting the needs of primary teachers of English to 
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children aged 10 to 12 since 1986, weaknesses still existed. These 

weaknesses were linked both to primary teachers’ ELT skills and to their 

English language proficiency (Geurts and Hemker, 2012; Jenniskens, 

Leest, Wolbers, Bruggink, Dood and Krikhaar, 2017). My reading showed 

that this skills gap was not unique to the Netherlands. Various studies 

amongst primary English teachers worldwide highlighted the underlying 

complexity of educating primary English teachers. On the one hand, there 

were personal factors which played a role for primary English (student) 

teachers, such as motivation, anxiety, experiences and beliefs (Garton, 

Copland and Burns, 2011; Enever, 2012; Emery, 2012). On the other hand, 

there were factors linked to the primary English language teacher education 

they had received. These factors included the time that was allocated to 

learning to teach PELT, the teaching approach and lesson focus taken by 

the teacher educator (Martin, 2006; Engel, Trimbos, Drew and Groot-

Wilken, 2007; Kourieos 2014; BIG Kreis 2015). While reviewing the national 

core requirements for primary English in the Netherlands, I discovered that 

picturebooks were recommended as a teaching resource for Grades 1 to 6 

(see Chapter 2). This led to researching the role of picturebooks in adult 

ELT and literacy classes, the use of picturebooks in primary English 

teacher education and the development of skills necessary to effectively 

teach picturebook-based PELT.  

This was the starting point for my PhD, which explores the relevance 

of picturebooks as a teaching tool for primary English language teacher 

education in the Netherlands. More precisely, it was the starting point for 

exploring the contribution that a specifically designed intervention, a 13-

week picturebook-based course, could make to both student teachers’ ELT 

skills and to their English language proficiency. 

 

 Terminology  

Before going on, a word on terminology is in order. Picturebooks are at 

times referred to as ‘storybooks’ (Ellis and Brewster, 1991; Brewster, Ellis 

and Girard, 2002; Hughes, 2010; Ghosn, 2013) or ‘real books’ (Dunn, 

2010). Chapter 3 will discuss and define the picturebook, its characteristics 

and its role in ELT in detail. However, I would like to clarify the spelling of 
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this term in this introductory chapter. In the literature, the term ‘picturebook’ 

is written either with two words as ‘picture book’ (e.g. Appelt, 1985; Linse, 

2007; Birketveit, 2015; Larssen, 2015) or as a compound noun (e.g. 

Serafini, 2009; Mourão, 2013; Ellis, 2016; Narančić Kovač, 2016). In this 

thesis, the term is written as a compound noun. I made this choice to draw 

attention to the unique combination of text and image and to stress the 

‘inseparable unit of pictures and text’ (Kümmerling-Meibauer, 2017, p. 3); 

this can only be expressed through the use of a compound noun. The 

compound noun embodies the unity of the text and the image, which are 

displayed on the two facing pages in a picturebook (Serafini, 2009); at the 

same time, it reflects a complexity that might exist between the images and 

the text (Roche, 2015).  

 

 Thesis outline 

This thesis consists of seven chapters which support the exploration of 

After the Introduction (Chapter 1), Chapter 2 provides the context for this 

PhD. I begin by offering a reflection on the field of PELT and the numerous 

factors which have contributed to its global rise. I discuss implications of the 

rise of PELT before moving my attention specifically to PELT in the 

Netherlands. This chapter includes an overview of the role English plays in 

Dutch teacher education programmes and establishes the profile of the 

primary English language teacher in the Netherlands. I conclude by raising 

a number of issues which influence primary English language teacher 

education in order to justify the relevance and urgency of this PhD 

research. 

In Chapter 3, I present a critical review of the literature relevant to 

establishing the suitability of the picturebook as a learning-to-teach tool to 

bridge a PELT skills gap. This chapter positions the picturebook as a 

pedagogical tool in ELT. I include a review of global studies which draw on 

picturebooks as a teaching tool in both primary in- and pre-service teacher 

education. Finally, I identify relevant teaching skills for picturebook-based 

English language lessons. I conclude this chapter by presenting my 

research question:  
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What contribution can a picturebook-based course make to pre-

service primary English language teacher education in the 

Netherlands?  

Chapter 4 deals with the research design of this study and begins by 

presenting the three-phase picturebook-based intervention course which I 

designed for primary student teachers. I then focus on the research design 

of this multiple case study and the research methods I selected to collect 

predominantly qualitative data. I include a review of the draw-and-write 

technique as a research method to establish key elements of this 

technique, discuss aspects such as data collection and highlight current 

issues. The chapter concludes with the data analysis, its coding process 

and finally, with the ethical considerations of this study.  

Chapter 5 presents the findings of this multiple case study. I present 

the findings according to individual focal cases and follow a set structure, 

guided by a number of coding categories and themes. I combine the 

findings from the proficiency test, the draw-and-write tasks, the post-

drawing interviews and the post-observation reflective interviews in order to 

offer a holistic account for each focal case.  

In Chapter 6 I discuss the findings. This chapter has two main parts. 

The first part discusses focal cases’ responses to the draw-and-write 

technique. These responses are rarely discussed in the draw-and-write 

literature but contribute to the trustworthiness of the data. The second part 

presents the findings, which are underpinned by a cross-analysis to 

underline similarities and differences and to identify possible patterns.  

Finally, Chapter 7 concludes this thesis by summarising its key 

findings. I consider the limitations of study before discussing the 

implications of the study for primary teacher education in the Netherlands. I 

complete this chapter and this PhD by making several suggestions for 

future research.  
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Chapter 2: Primary English Language Teaching and the 

Netherlands 
 

 Introduction 

This chapter offers an introduction to PELT and a reflection on its 

development and global rise; it then discusses the situation regarding PELT 

in the Netherlands since its introduction in 1986. I examine the role English 

plays in Dutch primary teacher education, and I establish the profile of the 

primary English language teacher in the Netherlands. Throughout this 

chapter, I identify and raise a number of issues influencing the development 

of primary English language teachers and PELT worldwide and in the 

Netherlands. In this chapter I provide the context and highlight the 

relevance of this PhD study. 

 

 The global rise of Primary English Language Teaching 

2.2.1 Overview 

In a personal reflection on 30 years as an EFL teacher, teacher educator 

and materials writer, Carol Read (2016) discusses the changes that have 

occurred in the field of primary English language teaching and learning. 

She reflects on how 30 years ago, teaching English – teacher education, 

methodology, materials and research – focused ‘by default’ on teaching 

adults (Read, 2016). There was little interest in teaching young learners 

(below the age of 12), which was initially reserved for secondary schools 

and private primary schools (Read, 2016). Incidentally, since the 1990s, the 

term ‘young learners’ has been used as an umbrella term to describe young 

English learners up to the age of 18 but sometimes more specifically 

primary-aged children from between 6 and 12 (Read, 2016). 

According to Read (2016), PELT in the early days lacked structure 

and was commonly associated with rhymes, stories and games; children 

were taught an age-appropriate yet ‘watered-down version’ (2016, p. 33) of 

a syllabus created for adults. Ibrahim (2020) concurs and contemplates 

how, in her experience, classes in the mid-1990s for young learners were 

‘an appendix to the adult business of out-of-school ELT’ (2020, p. 203).  
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Both Ibrahim (2020) and Read (2016) reflect how initially the 

literature in the field of teaching young learners consisted of a few seminal 

works (e.g. Brumfit, Moon and Tongue, 1991; Ellis and Brewster, 1991; 

Kennedy and Jarvis, 1991). However, PELT has progressed, and with the 

rise of PELT globally, teaching young learners has matured into a field of 

research generating publications of projects and studies offering valuable 

insights (Ibrahim, 2020; Read, 2016; Rixon, 2013; Copland and Garton, 

2014). 

Read (2016) concludes that throughout the last 30 years, the starting 

age of English as a primary school subject has seen a ‘continuous driving 

down’ (2016, p. 34), which began in Europe before moving to other 

continents. The developments in Europe have been documented in several 

reports by EACEA/Eurydice (2005, 2008, 2012, 2017). These reports show 

not only that English dominates as a compulsory first foreign language in 

primary education but also that primary schools in the EU are introducing it 

at an increasingly early age. In 2013, for example, of the 28 member states 

(including English-speaking countries), 14 were offering English starting at 

the age of 7, compared to two in 1990 (Enever, 2014). This trend is also 

reflected in the results of a global survey of PELT policies and practice by 

Rixon (2013), and Enever (2018) claims that the trend towards starting at 

an ever-younger age now exists on a global scale. In order to give an idea 

of the extent of PELT, Ellis and Knagg (2013) show that over the past two 

decades the introduction of PELT, and especially the lowering of the 

starting age, has contributed to PELT involving globally ‘half a billion 

children and six million teachers’ (2013, p. 131).  

 

2.2.2 Factors driving the rise of global Primary English Language 

Teaching 

The answer to the question what is driving the rise of PELT and the early 

start in English language learning (ELL) is multifaceted. There are political 

and economic perceived benefits (Read, 2016) and demands made by 

parents and politicians (Ellis and Knagg, 2013). Enever (2018) offers a 

detailed discussion of the underlying policies and politics in global primary 

English. Included here are factors such as the modernisation of a primary 
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curriculum, which – especially in countries seeking access to global 

markets – is characterised by the inclusion of computers and the 

introduction of PELT (Enever, 2018). Like Ellis and Knagg (2013), Enever 

(2018) also refers to the power of parents and uses the term ‘parentocracy’ 

(2018, p. 25), which occurs in contexts where parents use their buying 

power to purchase education (e.g. private language lessons) in order to 

further the individual opportunities of their child.  

Finally, an early start to language learning is supported by claims of 

possible linguistic benefits. According to Enever (2018), such claims stem 

from two sources: research from the field of immersion created in bilingual 

primary programmes and research from bilingual home environments 

(Enever, 2018). However, Enever (2018) argues that both contexts are not 

achievable in primary schools: the time allocation for foreign language 

teaching might range from one to three hours per week, and it is ‘unrealistic 

to expect substantial progress’ (Enever, 2015, p. 27) in one hour per week. 

Moreover, lessons frequently take place in group settings of 30 children 

(Garton et al., 2011), and in Asian, African and Latin American countries, it 

is not unheard of for classes to consist of 50 to 70 children (Enever, 2018). 

Copland and Garton (2014) argue that ‘hours of individualised 

comprehensible input’ (2014, p. 224) cannot be compared to weekly or bi-

weekly foreign language lessons in a group environment. Ellis and Knagg 

(2013) consider that claims related to the benefits of an early start to 

language learning are based on ‘limited evidence’ (2013, p. 131). Rixon 

(2013) agrees, stating that research simply does not support the claim that 

age is ‘the paramount condition to successful language learning’ (2013, p. 

47). Piske (2017) and Murphy (2017) further support this view, insisting that 

the young age of a language learner cannot, in itself, guarantee successful 

language learning. Despite these conflicting views on the ‘best’ starting age 

for language learning (de Graff, 2015; Muñoz, 2014; Singleton and 

Pfenninger, 2018), Rixon (2018) predicts that PELT with its falling starting 

age is a trend which will continue on a European level.  
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2.2.3 Diversity in Primary English Language Teaching: practices and 

skills  

Ellis and Knagg (2013) highlight the diverse global picture of PELT. They 

show how the policies and practice surrounding PELT vary not only 

between but also within countries, resulting in different learning 

experiences in both quality and type. These language learning experiences 

are influenced by classroom methodologies, pedagogy and teacher 

education, which, unlike starting age, are generally considered key to 

successful primary foreign language learning (Ellis and Knagg, 2013; Read, 

2016; Rixon, 2013). Read (2016) considers the changes that have taken 

place regarding methodology and pedagogy in PELT. Various approaches, 

such as Presentation, Practice and Production (PPP), Task-based Learning 

(TBL) and Content-based Learning (CBL), have influenced PELT (Read, 

2016). The latter, CBL, also referred to as Content-based instruction (CBI), 

together with the Canadian bilingual immersion model, became stepping 

stones to the development of Content and Language Integrated Learning 

(CLIL) (Read, 2016; Pižorn, 2017; Morton, 2016). CLIL uses English as a 

medium to teach primary school subjects and is a frequently chosen 

approach in Europe (Bruton, 2013; Pinter, 2017). CLIL aims to support 

foreign language learning by combining language and content learning 

without having an impact on the subject content (Bruton, 2013). It is 

described by Coyle (2007) as the 4C framework: content, communication, 

cognition, and culture. It is seen as a tool to support certain goals of the 

European Commission such as the increase and promotion of cultural and 

linguistic diversity and multilingualism (Dalton-Puffer, 2011; Ur, 2012). 

According to Pinter (2017), CLIL in PELT might involve teaching between 

10-40% of the curriculum in English. It could also mean choosing to teach 

‘three subjects in English, such as maths, music and PE’ (Pinter, 2017, p 

49) and international subjects such as geography or history (Ur, 2012).  

Much has been written about the growth of CLIL, especially in 

Europe (Morton, 2016), the policies regarding CLIL and the numerous 

countries which have opted for CLIL (Murphy, 2014). A number of benefits 

have been identified apart from the obvious increase of exposure to English 

without taking up more time on the timetable as learners are getting ‘two for 
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the price of one’ (Bruton, 2013, p. 588). Another benefit that has been 

identified is an increase in motivation and interest in language learning 

(Dalton-Puffer, 2008). However, despite its popularity, the choice of CLIL is 

also subject to debate. Pižorn (2017) believes more research into its 

suitability for young learners is necessary as originally, CLIL was developed 

for older (secondary) language learners. She contributes to this discussion 

by investigating three aspects of CLIL: how a CLIL approach can enhance 

young Slovenian children’s English language proficiency, how it can have 

an impact on their attitudes, and how young learners perceive CLIL 

teaching. Based on her results, she concludes that CLIL will not 

automatically result in improved proficiency across all skills (Pižorn, 2017). 

Furthermore, Ur (2012) highlights the lack of teacher expertise which refers 

to subject teachers not being fluent enough in English to teach their subject 

effectively and English teachers not being knowledgeable enough to teach 

other subjects. Mattheoudakis, Alexiou and Laskaridou (2014) add the lack 

of suitable teaching materials to the discussion of the shortage of trained 

CLIL teachers. Bruton (2013) questions the loss of focus on improving 

explicit foreign language teaching for those who have adopted CLIL and 

expresses concerns that access to CLIL might be limited for the less-

privileged. As a result, Bruton (2013) is apprehensive for ‘non-CLIL 

students’ (2013, p. 595) who might be receiving a lower quality of ELT.  

However, despite the questions surrounding the suitability or 

effectiveness of CLIL in PELT, Read (2016) considers CLIL to have made a 

positive impact on PELT and to have resulted in more appealing and 

stimulating course content and materials. Finally, Read (2016) reflects on 

holistic learning. This concept takes all dimensions of the child into account 

– from physical to cognitive to cultural – and has likewise influenced PELT. 

She concludes that holistic learning often stands in stark contrast to 

instrumental learning, which ultimately focuses on CEFR results. The CEFR 

standards categorise English foreign language ability into three bands: 

A1/A2 (basic user), B1/B2 (independent user) and C1/C2 (proficient user) 

(Council of Europe, 2020); these results are measurable, thus adding to its 

appeal (Read, 2016). 
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In their discussion on PELT classroom methodologies, Ellis and 

Knagg (2013) consider how teaching practices, such as communicative and 

child-centred approaches, are often created for Western societies; they 

might not be suitable for classrooms in other parts of the world, which have 

limited resources with regard to space, materials and teacher education. 

They point out that practices will be influenced by the cultural or local 

context, the teaching styles and preferences of the teacher. Moreover, the 

teacher’s language and skill competency and access to resources will 

determine practices in the PELT classroom (Ellis and Knagg, 2013). 

Results from the English Language Learning in Europe (ELLiE) study 

(Enever, 2011), a longitudinal study on the effectiveness of foreign 

language education at primary school level conducted in seven European 

countries (Croatia, Italy, Netherlands, Poland, Spain, Sweden, England), 

exemplify the various approaches and conditions which can contribute to 

success. Examples of influential factors in the learning process include the 

teacher’s expertise, the teacher’s ability to sustain motivation for language 

learning, continuity in the learning process to ensure consistency across 

teachers, clearly defined desired outcomes and the extent to which out-of-

school learning opportunities, especially digital opportunities, are taken into 

account. Undoubtedly, some of these factors seem self-evident, but they 

cannot be taken for granted. For example, continuity has been influenced 

on the one hand by the rapid introduction of Early English and on the other 

hand by the slower provision of curricular guidelines to support the 

implementation (Enever, 2015). Results might indicate that using the 

internet, playing video games and listening to music can have a positive 

impact on language learning, but access to digital resources outside school 

to support language learning remains inconsistent (Enever, 2015). 

 

2.2.4 Quality in teacher education: teaching skills or language 

proficiency? 

Ellis and Knagg (2013) emphasise the need for quality PELT teacher 

education. In their view, a quality teacher education programme develops 

the prospective teacher’s English language proficiency, provides training in 

suitable skills for teaching young learners and gives insights into child 
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development and learning. This latter point is echoed by Cameron (2003), 

who comments that teaching English to young learners successfully is a 

challenging task, and who argues that English teachers must have specific 

insight into how young learners acquire English as a foreign language. 

Likewise, Enever (2015) argues that the relevant expertise needed to teach 

English to young learners is advanced language proficiency and 

methodological skills suitable for teaching a foreign language to young 

learners. The precise level of language proficiency needed might vary 

globally. Enever (2015) explains that while a level of CEFR B2 

(intermediate) is a requirement in a number of European countries, 

advanced fluency in speaking is advisable for the young learner classroom. 

Freeman (2016) picks up on the points of language competence and 

relevant teaching skills and claims that these two elements are intertwined 

in ELT. Hence, teacher education must both develop the English language 

proficiency of the teacher and deliver language teaching skills (Freeman, 

2016).  

Primary teacher education programmes, their foreign language 

course content and the qualifications required to teach English will be 

country and policy dependent. Zein (2017) explains how the introduction of 

early language learning and its policies has ‘created unprecedented 

challenges’ (2017, p. 2) for primary teacher education. Teacher education 

has not kept pace with the policies which have been implemented swiftly to 

facilitate early language learning in schools (Zein, 2019). Rixon (2017) 

explains that policy innovations require ‘fundamental shifts in attitude, 

teacher knowledge and teacher skills’ (2017, p. 82), which are not easily 

achievable. Borg, Birello, Civera and Zanatta (2014) claim that countless 

primary English teachers are trained yearly without any external 

assessment of their programmes, meaning that the extent to which these 

programmes are relevant remains undetermined. Bland (2019) concurs that 

misjudging the complexity of PELT has resulted in many Early English 

programmes being unsuccessful. The result is a lack of well-educated 

primary English teachers, caused by inadequate primary teacher education 

programmes (Emery, 2012; Enever, 2014; Zein, 2017). Stating the obvious, 
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effective foreign language teaching requires well-educated and well-

qualified teachers (Eurydice, 2012).  

According to Ellis and Knagg (2013), the profiles of English language 

teachers vary considerably with regard to qualifications, experience and 

teacher education. For most teachers, English is not their first language, 

and their CEFR levels might range across all levels, from A1 (beginner) to 

C2 (advanced) (Ellis and Knagg, 2013). Emery’s (2012) data collection 

consisting of 2,478 teachers survey responses from 89 countries and 85 

interviews highlights these global differences in the education of primary 

English teachers. Her data reveals that 35 per cent of primary English 

teachers did not possess a qualification to actually teach at primary level 

and 21 per cent did not possess a qualification to teach English (Emery, 

2012).  

Of interest is how Eurydice (2008–2017) distinguishes primary 

foreign language (FL) teachers in Europe based on their teaching 

qualifications. Three types have been established: the generalist teacher, 

qualified to teach all subjects including languages, regardless of whether 

specific FL training has been provided; the specialist teacher, qualified to 

teach two subjects, one being a FL; and the semi-specialist, qualified to 

teach three subjects, one being a FL (Eurydice, 2012). Enever (2014) 

claims that in addition to these three types, one further distinction must be 

made. As a result of the ELLiE study, she identified one more type, namely 

the ‘unqualified teacher’. This teacher is defined as either a native speaker 

or a person holding a degree completed in the (foreign) language to be 

taught (Enever, 2014). The existence of these two categories was also 

reflected in the results outlined by Emery (2012).  

In primary schools in the EU, the preferred teacher of English is 

frequently the generalist primary teacher, unless her/his English proficiency 

is below B1 level (Enever, 2014). This choice is explained by the fact that 

generalist teachers are considered to have more relevant skills based on 

greater teaching exposure across the primary curriculum. However, low 

language proficiency combined with the absence of necessary ELT skills 

means that not every generalist primary teacher is equipped to teach EFL 

to young learners (Enever, 2014). Enever (2014) discusses this previously 
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mentioned close relationship between English proficiency and ELT skills. 

Drawing on classroom data from the ELLiE study, she suggests that the 

reasons why teachers turn to the traditional frontal teacher role as opposed 

to adopting a more suitable approach for young learners are twofold. First, 

teachers who lack ELT skills will not know how to plan an interactive, 

communicative class, and second, teachers with low language proficiency 

level might fear losing control of the class (Enever, 2014). She considers 

current primary English teacher education in Europe to be at an ‘interim 

stage’ (Enever, 2014, p. 241), implying that pre- and in-service education 

needs to be improved and designed in such a way that it meets the 

demands of the generalist primary English teacher. In order to offer 

generalist primary teachers a better FL education, it is necessary to 

examine the syllabus used in initial teacher education. The focus must be 

on improving both student teachers’ language proficiency and their ELT 

skills (Enever, 2014). Only by achieving this synergy between language 

and teaching will the learning experience of the young learner be positively 

influenced. 

 

2.2.5 Challenges for Primary English Teacher Education 

The difficulties faced by primary teachers when teaching English to their 

young learners are discussed in a number of European and global studies. 

Wilden and Porsch (2017) point out that suitable pedagogy or teaching 

approaches for FL teaching have been recognised, yet there is little 

empirical evidence to indicate what is effective. The result is a gap in the 

literature, especially for effective early foreign language learning. The 

following studies and their results offer insight into the complexity of 

educating primary English language teachers and, at the same time, 

reiterate the urgency to review and revise current primary FL teacher 

education.  

Between 2004 and 2006, Lundberg (2007) carried out a three-year 

action research project, which was part of an in-service primary teacher 

education programme in Sweden. The programme was attended by 160 

primary teachers; many of them lacked skills and felt insecure, resulting in a 

‘lack confidence to teach English effectively’ (2007, p. 25). Lundberg 
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illustrates this insecurity and knowledge gap by quoting a primary teacher, 

who says, ‘English lessons are like black holes which you have to fill with 

something’ (2007, p. 25). Lundberg (2007) concludes that this lack of 

confidence results in English classes filled with silent work, translation tasks 

and teacher-led activities.  

In a global study on practices in teaching English to young learners, 

Garton et al. (2011) collected responses from 4,696 teachers in 144 

countries through an online questionnaire. Based on their data, they 

consider the need to improve in-service teacher education to be ‘acute’ 

(Garton et al., 2011, p. 16), especially in countries where, prior to the rise of 

primary English, the role of the primary teacher did not include the teaching 

of English to young learners. Like Lundberg (2007), Garton et al. (2011) 

encountered issues referring to language competency and ELT skills. 

Teachers not only expressed difficulties dealing with their own low English 

proficiency, they also reported difficulties when teaching grammar, teaching 

and managing large, mixed-ability classes and developing materials 

(Garton et al., 2011). In this study, Garton et al. (2011) also analysed 

teaching pedagogies based on frequently used in-class activities for young 

learners. The results showed that traditional activities, such as repeating 

after the teacher, gap-fill exercises, grammar exercises and listening to a 

CD or tape recording, were popular choices, as were more creative 

activities, such as playing games and singing English songs (Garton et al., 

2011). Garton et al. (2011) also highlight the absence of telling or reading 

stories; they consider this omission surprising as literary texts, story-reading 

and storytelling are known for their suitability when teaching English to 

young learners (Bland, 2019; Bland, 2013, Ellis and Brewster, 1991, 2014; 

Paran and Robinson, 2016; Paran and Watts, 2003). These results 

demonstrate the absence of activities described by Read (2016, p. 36) as 

‘creative, interactive and arguably riskier’, which Garton et al (2011) argue 

is due to a lack of PELT education.  

The results from a global study on the qualifications of primary 

English teachers by Emery (2012) align to a certain extent with the above-

mentioned conclusions. Emery (2012) points out that the lack of FL teacher 

education is causing rising stress levels amongst primary English teachers, 
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which will ultimately have a negative impact on children’s learning. Emery 

(2012) states that there is a need for teacher education institutions to shift 

from teaching EFL towards the provision of a specific ELT education, which 

focuses on teaching EFL specifically to young learners. This supports the 

claim made by Cameron (2003). 

Drawing on data collected from 296 primary teachers at 214 primary 

schools and from 124 student teachers in Cyprus, Kourieos (2014) reports 

on perceptions of the knowledge and skill set required to teach primary 

English. Despite being fluent in English, student teachers expressed how 

anxious and insecure they felt (Kourieos, 2014). They considered 

themselves ill-equipped to teach a foreign language and admitted they had 

difficulties finding the suitable classroom language for everyday tasks, such 

as giving instructions (Kourieos, 2014). In order to avoid making mistakes, 

student teachers used their own language (L1) and repeated the 

instructions in the coursebook (Kourieos, 2014). Once again, the results 

reflect the required synergy between language and skills, and reinforce the 

understanding that both are essential when teaching young learners. 

Kourieos (2014) believes that in order to learn how to teach a language, 

student teachers must be treated as language teachers, not as foreign 

language learners.  

One further study which highlights the complex issue of proficiency 

and confidence among primary English teachers was carried out in Italy by 

Calabrese and Dawes (2008). Following the reform of primary school 

education at the start of the 1990s, English became a compulsory subject 

for children from the age of 7 onwards (Calabrese and Dawes, 2008). 

However, the shortage of primary class teachers with suitable ELT skills 

and English language proficiency is an example of policy implementation 

and teacher education not running in parallel (Rixon, 2017). To successfully 

achieve the national Early English ambitions, primary teacher education 

was reformed while at the same time, in-service programmes were set-up 

and specialist language teachers were called upon to teach primary English 

(Calabrese and Dawes, 2008). By 2005, teacher education institutions in 

Italy were faced with managing the in-service professional development of 

69,000 primary teachers, as a survey showed that only 30 per cent 
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possessed the necessary linguistic skills to teach primary English 

(Calabrese and Dawes, 2008). According to Calabrese and Dawes (2008), 

English proficiency amongst primary teaches ranged at that time from 

CEFR A1 to B1. This low proficiency level led not only to a lack of 

confidence when teaching but also to a lack of motivation to teach primary 

English (Calabrese and Dawes, 2008).  

Garton et al. (2011) suggest that the discussion about the language 

proficiency of primary English teachers ultimately raises the question of the 

actual level of English required to successfully teach English in primary 

education. They claim that a teacher’s proficiency level might be sufficiently 

high to teach English to young learners; however, the accompanying lack of 

confidence and the belief that a native speaker level of English is required 

to teach successfully might be the real issue, ultimately leading to a lower 

self-assessment (Garton et al., 2011). Once more, these views stress the 

intertwinement of English proficiency and ELT skills and underline the need 

to challenge teacher education programmes to rethink their curricula, as 

suggested by Enever (2014). The following studies gives some indication of 

what an improved teacher education programme might include.  

Prior to her 2014 study, Kourieos (2013) conducted research 

amongst final-year primary student teachers in Cyprus. Her goal was to 

discover their perceptions of the received language teacher education, 

which had focused on developing their language proficiency rather than 

their ELT skills. The results from her semi-structured interviews with 18 

student teachers reflected discontent. Primary student teachers considered 

their English courses to be pointless as they did not help them to learn how 

to teach primary English. Moreover, student teachers commented that at 

their placement schools, they had been treated as language teachers, 

whereas at university they were treated as foreign language learners. 

Generally, student teachers agreed that observing qualified teachers or 

being observed and reflecting on feedback had been most beneficial to 

increasing their knowledge of suitable teaching approaches and relevant 

teaching materials. Kourieos (2013) concludes that English primary teacher 

education needs to shift from a passive model of transmitting knowledge to 

a socio-cultural approach, in which knowledge and understanding are 
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constructed through participation. She insists that primary teacher 

education requires this change in order to raise teachers’ awareness of 

relevant ELT skills and to develop their confidence and self-esteem. 

Kourieos (2013) believes that by creating awareness and an environment 

of reflection, student teachers are offered the opportunity of taking 

responsibility for their needs and ultimately becoming more confident. 

Moreover, teacher education must aim for a holistic approach. In her view, 

this means forming strong links between the theory and the practice in the 

primary classroom, as the student teachers expressed.  

The importance of the way in which primary student teachers are 

taught was also raised by the German research group BIG Kreis (2015). 

Based on their conclusions, the research group recommended a change in 

teacher education, in terms of both the content provided and the delivery of 

this content. Their report advises primary teacher education institutions to 

offer an education that suits the adult learner, that is relevant for teaching 

young learners, and that allows teachers of English at primary schools to 

deliver practical and communicative foreign language classes which are as 

authentic as possible in terms of content (BIG Kreis, 2015).  

At this point, a European study carried out by Hall and Cook (2015) 

on the English language needs of young adults aged 18 to 24 is of interest. 

Although of a more general nature, the reasons why this study is relevant 

are twofold. First, the age range of the participants corresponds to that of 

many primary student teachers and thus offers insights into the language 

education that suits the adult learner, as advised by the BIG Kreis report 

(2015). Second, Hall and Cook (2015) collected data not only from young 

adult language learners (n=280) but also from English language teachers 

(n=628). The results show that students enjoy language learning more with 

a communicative approach than one focusing on form and grammar (Hall 

and Cook, 2015). Furthermore, Hall and Cook (2015) establish that the 

deciding reasons for young adults to pursue English language learning are 

for employment opportunities and to communicate in an international 

(online) setting, which reflects the need for practical application. Their 

results confirm advice issued by the BIG Kreis group (2015) and by 

Kourieos (2013, 2014).  



 37 

A final point for teacher education to bear in mind is the influence of 

the teacher’s prior experiences of primary language learning and teaching. 

Johnson (1994) claims that EFL student teachers considered their personal 

language learning experience to be of significance to an extent that that it 

had a ‘powerful impact’ (1994, p. 444) on teachers’ beliefs regarding FL 

teaching and learning. Johnson (1994) refers to a conflict of beliefs 

emerging from these past experiences, a conflict referring to the kind of 

teacher a student teacher strives to be. Teacher education must, therefore, 

offer the opportunity for student teachers to acquire alternative experiences 

in order to progress beyond their own observations during their years of 

learning. Applying a term coined by Lortie (1975), ‘apprenticeship of 

observation’, Johnson (1994) feels that by offering this opportunity, student 

teachers will be able to ‘mature beyond their limited apprenticeship of 

observation’ (1994, p. 439). As Carter and Nunan (2001) point out, the 

challenges in English language teacher education lie in discovering student 

teachers’ prior knowledge and then finding ways to transform this 

knowledge to encourage new classroom practices.  

 

2.2.6 Comments 

This review of PELT has addressed the factors driving its rise, its practices, 

the skills needed by PELT teachers and the challenges inherent in PELT. 

These factors demonstrate the complexity involved in training highly skilled 

primary English teachers. It is clear that PELT teachers must be skilled in 

age-appropriate teaching practices and in the selection and development of 

suitable materials to ensure that children are taught effectively. A 

combination of appropriate ELT skills and English proficiency will support 

PELT teachers and will perhaps be a step towards reducing feelings of 

insecurity, stress and anxiety.  

 

 Primary English Language Teaching in the Netherlands  

After looking at PELT from a global perspective, in this section I focus 

specifically on the Netherlands. I follow a similar structure and thus begin 

by examining the rise of Early English before moving on to the primary 

English teacher in the Netherlands. I review how primary English teachers 
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are educated to teach English and establish possible weaknesses and 

challenges inherent in the education of primary English teachers.  

 

2.3.1. The rise of Early English  

As mentioned in Chapter 1, primary education in the Netherlands spans 

eight years, starting at the age of 4 in Grade 1. The Netherlands is one of 

the few European countries where the official starting age for English has 

remained untouched. Primary English has been a compulsory subject in the 

final two years for the past 30 years, but the global lowering of the starting 

age is instigating change in Dutch primary schools. Since the start of this 

millennium, numerous primary schools have been offering Early English 

from age 4 onwards.  

Figure 2.1 shows the growth of Early English primary schools in the 

Netherlands. At the time of this PhD data collection, there were 6,740 

primary schools in the Netherlands (Onderwijsincijfers.nl, 2016). Of these 

schools, 1,279 were offering early foreign language learning (English, 

French, German); 1150 had chosen English (Nuffic.2017). This majority 

confirms the research by Eurydice (2017) showing that English dominates 

as the early foreign language in primary education in Europe. The number 

of Early English primary schools (1,150) includes 19 primary schools which 

offer a bilingual English/Dutch primary education from Grade 1 to 8. 

Whereas schools teaching Early English may allocate between 30 and 120 

minutes a week to learning English (Jenniskens et al., 2017), these 19 

bilingual primary schools support language learning through immersion. 

This approach sees children spending 30 to 50 per cent of their weekly, 

overall lesson time learning EFL or learning other subjects in English 

(Nuffic, 2016).  
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Figure 2.1: Growth of Early English Primary Schools (Nuffic, 2017)  

 
 

The flattening of the graph from 2013 onwards raises the question of 

what the future holds for the growth of Early English primary schools in the 

Netherlands. If the introduction of Early English is considered an 

educational product, such as a language programme, its development 

could be defined by Vernon’s (1966) five-phase Product Life Cycle (PLC): 

product development, introduction, growth, maturity and decline. By 2016, 

the first three phases would thus have been completed and the growth of 

Early English primary schools was moving into the fourth phase, the 

maturity phase. Another way of interpreting the curve would be to apply 

Roger’s theory of Diffusion of Innovations (1962). Like the PLC, Roger 

(1962) includes five phases: innovators, early adaptors, early maturity, late 

majority and laggards. Based on this interpretation, the growth of Early 

English primary schools in the Netherlands would be in the fourth phase, 

late majority. Regardless of the cycle chosen to interpret the graph, the 

growth of Early English schools is destined for a much slower development 

in the future, which eventually will turn to decline in rates of adoption unless 

Early English becomes mandatory, as suggested in the educational vision 

of 2032 (Platform Onderwijs2032, 2016). The tendency in Dutch primary 

schools towards the introduction of foreign language learning earlier than 
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required (in Grades 7 and 8) is undoubtedly in line with this European 

trend. This tendency is also bringing about change in primary teacher 

education. On the one hand, the number of teachers required to teach 

primary English is rising as this previously was a responsibility only 

assigned to Grade 7 and Grade 8 primary class teachers. On the other 

hand, the primary English language teaching demands are changing as a 

result of the shift from an older to a younger primary language learner.  

 

2.3.2 Teacher education in the Netherlands 

In the Netherlands, primary teacher education is provided by 23 primary 

teacher education centres. These centres are based in universities of 

applied sciences and offer a practice-orientated, bachelor-level professional 

education (Hbo). The Dutch name in for each of these 23 centres is Pabo, 

which stands for Pedagogische academie voor het basisonderwijs 

(Pedagogical academy for primary education). To enrol in one of the Pabo 

programmes, Dutch-educated students must hold the equivalent of an A-

level qualification, called Vwo, or a secondary school GCSE qualification 

called Havo. There is also the possibility of entering with a mid-level 

vocational tertiary Mbo, which corresponds to the BTEC National 

qualification, and a three-year teaching assistant qualification (henceforth, I 

will refer to this group as Mbo). In 2012, Havo students were the largest 

intake group (around 60 per cent), followed by students holding an Mbo 

qualification (30 per cent) (Thoolen, Missler, Fleur and Rutten, 2013). 

Student teachers with a Vwo qualification remain the smallest group at 

Pabo, accounting for 14 per cent of student teachers by 2014 (Vereniging 

Hogescholen, 2015).  

With specific reference to English, the expected, yet not mandatory, 

level upon enrolment into primary teacher education is CEFR B1 (Corda et 

al., 2012). This level should be achievable for Havo and Vwo graduates but 

poses a greater challenge for Mbo graduates. The Havo curriculum focuses 

on an end achievement of CEFR B1, and the Vwo curriculum expects 

graduates to reach CEFR B2 at the end of their secondary education 

(Corda et al., 2012). Whereas English is evidently part of the Havo and 

Vwo curriculum, Mbo students do not have an average of five years of 
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English lessons to draw on (van Gool, 2006; Corda et al., 2012). As a 

result, Mbo students might enter with an overall lower level than Havo or 

Vwo graduates (Corda et al., 2012; Thijs et al., 2011a). Generally, however, 

student teachers who apply with a CEFR below B1 will not be rejected. At 

Avans University of Applied Sciences, for example, potential primary 

student teachers who score below CEFR B1 in the Oxford Placement Test 

on enrolment receive extra support to ensure they reach B1 at the end of 

their first year of study (M. Veenbrink, Personal Communication, August 

2018). As a result of the diverse English curricula and expected 

achievement levels at the end of secondary education, the English 

proficiency of student teachers in class might range from beginner A2 to 

advanced C1. This might also explain why Pabo educators perceive the 

overall level of their student cohorts to be below B1 (Corda et al., 2012).  

 

2.3.3 The role of English at Pabo: policies and practices 

Since 1984, two years before the mandatory introduction of primary English 

in 1986, Pabos have been required to include the subject of English in their 

study programme. They began by offering an in-service course, which ran 

from 1984 to 1988 and which included 20 hours of lessons by teacher 

educators, 10 hours of television lessons, 10 hours of radio lessons and a 

self-study syllabus (Engel et al., 2007). Engel et al. (2007) claim that there 

was a lack of motivation to attend. The pre-service provision also faced 

challenges as teacher education centres did not receive a curriculum to 

support pre-service education for teaching English in Grades 7 and 8 

(Bodde-Alderlieste, 2017). Only in 1997 did the Dutch Ministry of 

Education, Culture and Science issue a set of initial guidelines (Bodde-

Alderlieste, 2017).  

These guidelines were based on the core objectives for English 

which had been defined for primary schools (Bodde-Alderlieste, 2017). The 

first core requirements for the compulsory English lessons (Grades 7 and 8) 

were issued in 1993 (Thijs et al., 2011a). The focus in those days lay on 

motivating children to learn English and being able to communicate in 

English about everyday topics (Thijs et al., 2011a). By 1998, a second 

version of the core requirements was introduced, and changes were made 
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to ensure that requirements were shorter and more general (Thijs et al., 

2011a). This illustrates how policies to implement Early English learning 

were not aligned with primary teacher education, a worldwide common 

occurrence described previously by Zein (2017, 2019).  

The way in which teacher education centres have approached 

teaching English over the past four decades has changed. According to 

Bodde-Alderlieste (2017), in 1985 the initial idea was for the primary 

teacher education curriculum to include 80 hours dedicated to introducing 

student teachers to communicative English language teaching and 

developing enthusiasm for foreign language learning. However, the 80 

hours were rarely integrated into the curriculum. Van Gool (2006) explains 

that until 1995 Pabos could allocate around 120 hours to teaching English, 

covering both language proficiency and English teaching skills. With time, 

other subject demands (Maths and Dutch Language) within the curriculum 

increased, and so the role of English became less significant and fewer 

hours were allocated to PELT (van Gool, 2006).  

By 2011, Pabos were allocating on average two European Credits 

(henceforth ECT; 1 ECT=28 hours) to English, spread over the first two 

study years of a four-year programme (Thijs et al., 2011a). As neither the 

in-class study load nor the content has been nationally determined, any 

related self-study can count towards the total number of required hours 

(Thijs et al., 2011b). According to Thijs et al. (2011a), guidelines dictate that 

English lessons for student teachers should be delivered by a qualified 

secondary teacher specialising in English foreign language teaching. 

However, this has not always been the case, and English lessons might be 

delivered, for example, by a subject teacher educator for Geography or 

Religious Studies, with or without additional ELT education (Thijs et al., 

2011a) or simply not at all (Bodde-Alderlieste, 2017). The Pabo study 

programme at Avans University of Applied Sciences, where this study takes 

place, reflects the above-described situation. Since 2016/2017, two ECTS 

are allocated in the programme to the subject of PELT. These lessons take 

place during the first two study years, but lessons are not always taught by 

the Head of English at Pabo. 
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Currently, efforts are being made by the 23 Pabos to develop 

student teachers’ ELT skills and language proficiency. Some efforts are 

unique to each Pabo teaching centre, while others might go beyond. One 

example, which shows collaboration among a number of Pabos, is the 

introduction of a semester-long course centred on Early English ELT skills. 

By 2010, several Pabos had designed a specialised module to support 

Early English and were offering it as an elective course worth 30 ECTS 

(Corda et al., 2012). The aim was to prepare student teachers better for 

EFL teaching in primary education (Bodde-Alderlieste, 2017). The 

participating Pabos developed various content and entry requirements for 

this elective to ensure a national standard. For example, the course must 

involve a teaching placement of 60 hours at an Early English primary 

school, and student teachers opting for this course must be working at 

CEFR B2 level (Corda et al., 2012). Student teachers who complete this 

elective course can classify themselves as specialist teachers (Corda et al., 

2012). Avans Pabo is one of the primary teaching centres which offer such 

an Early English elective course. Here the minor course is called Teaching 

English Abroad (TEA) and focuses on teaching Early English by means of 

play, drama, music and picturebooks. In order to promote 

internationalisation and to give student teachers the opportunity to 

experience English beyond the classroom, their 60-hour English teaching 

placement must be completed abroad in a country of their choice.  

Although there is no legal obligation to teach English any earlier than 

Grade 7, the above-mentioned changes do create the need for primary 

teacher education to keep pace with the changing provision of PELT to 

ensure that English is to be delivered successfully. However, the official 

knowledge base for primary English teachers, which the curriculum in 

primary teacher education must adhere to, dates from 2012 (Bodde-

Alderlieste, 2017). The content of this 2012 knowledge base is limited to 

the defined national core teaching requirements for teaching English in 

Grades 7 and 8, which were defined in 2006 (Bodde-Alderlieste, 2017). 

These core requirements define the learning outcomes that primary English 

teachers must achieve with their lessons. 



 44 

In 2002, the research group Commissie Wijnen suggested that 

English should become a non-compulsory subject without formal attainment 

targets (Thijs et al., 2011a). The reasons for this advice were twofold. 

Firstly, the research group felt that schools needed to determine the 

learning content themselves; and secondly, the group had recognised that 

in practice, primary and secondary English education were not connected 

(Thijs et al., 2011a), thus rendering attainment requirements futile. A 

reason for this lack of connection can be found in the fact that until this day, 

the four core requirements (see Table 2.1) have not been linked to the 

standardised Common European Framework of Reference for Languages 

(CEFR) (unlike the case for English in Dutch secondary education). Hence, 

by adopting the CEFR model for primary language learning, the transition 

to secondary English language learning would be facilitated (Engel et al., 

2007). In any case, the advice by the Commissie Wijnen was dismissed, 

and English remained a core subject in Grades 7 and 8 (Thijs et al., 

2011a).  

In 2006, a third version of the core requirements was published 

(Thijs et al., 2011a). The 2006 version consisted of four core objectives; 

these are numbered 13–16, (see Table 2.1) and are still valid at the time of 

writing. The focus of these objectives lies on developing vocabulary, 

speaking and listening skills (Thijs et al., 2011b) in order to lay a foundation 

for communicating with English speakers (Thijs et al., 2011a). The 

requirements emphasise that a young learner’s English should be 

comprehensible rather than linguistically correct (Bodde-Alderlieste and 

Schokkenbroek, 2011). 

 

Table 2.1: The Core Objectives (Tule.slo.nl, 2020: translation mine) 

13 Language learners learn to acquire information from simple 

spoken and written English texts. 

14 Language learners learn to ask for or give information about 

simple subjects in English and develop an attitude which will 

allow them to express themselves in that language. 

15 Language learners learn the spelling of a few simple words 

from everyday subjects. 
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The 2006 edition additionally included a learning trajectory for each 

of the four core objectives. These learning trajectories applied to Grades 1 

and 2, 3 and 4 , 5 and 6, and 7 and 8 although teaching English remained 

mandatory only in Grades 7 and 8 (Thijs et al., 2011a). Each of these 

learning trajectories offered three key content points: intermediate learning 

objectives, basic assumptions which form the language learning starting 

point and recommended teaching materials. Thijs et al. (2011a) explain that 

the development of these learning trajectories was justified by an 

increasing need for English proficiency resulting from internationalisation 

and growing mobility and the premise that a reasonable command of 

English is achievable with an early start to English language learning. The 

learning trajectories show that reading and writing skills are emphasised 

from Grade 5 onwards, while grammar remains in the background 

throughout all grades (Thijs et al., 2011b). By 2020, the core requirements 

were once again under revision and are awaiting final approval 

(Curriculum.nu, 2020).  

Since their publication, the four core requirements have been subject 

to much criticism. Thijs et al. (2011b) describe how experts point to a lack 

of any clear connection between the four skills (listening, speaking, reading 

and writing) as listed in the core objectives. They also point out that the 

transition from primary English to lower secondary education, which works 

with the CEFR, is unclear (Thijs et al., 2011b). Hence, the adoption of the 

CEFR model for primary language learning would facilitate the transition to 

secondary English language learning (Engel et al., 2007). According to 

Engel et al. (2007), secondary English teachers raised concerns about 

primary children transitioning to secondary English with poor pronunciation 

and spelling and insufficient grammar knowledge. Considering the 

statement by Bodde-Alderlieste and Schokkenbroek (2011) that the focus 

lies on the primary English learner being comprehensible rather than 

linguistically correct, this does not come as a surprise. Like Engel et al. 

16 Language learners learn the meaning and spelling of simple 

English words and learn to search for spelling and meaning 

using a dictionary. 
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(2007), Bodde-Alderlieste (2015, 2017) supports CEFR-based core 

objectives. She recommends a national CEFR A1 primary education exit 

level (Bodde-Alderlieste, 2015). This recommendation aims to facilitate 

transition as current attempts are not on a national level but are based on 

local and regional collaborations (Bodde-Alderlieste, 2017). 

There has also been criticism of the vagueness of terms such as 

‘simple written and spoken text’ in Core Objective 13 or ‘spelling of simple 

words’ in Core Objective 16. As early as 2005, Bodde-Alderlieste 

concluded that the core objectives offered little guidance for the design of 

an English programme in primary school (Bodde-Alderlieste, 2005). The 

learning trajectories (Tule.slo.nl, 2020) include recommendations for 

teaching materials and practices for the various core requirements per 

grade group (1 and 2; 3 and 4; 5 and 6; 7 and 8). Some materials, such as 

the use of English videos and CDs, are recommended across all grades. 

Other teaching resources are grade specific. For example, puppets and 

visual materials are recommended for Grades 1 and 2 (Tule.slo.nl, 2020); 

the use of English picturebooks is recommended for Grades 1 to 6 (children 

aged 4–9); and for Grades 7 and 8, ‘suitable reading material’ is 

recommended (Tule.slo.nl, 2020). The role of literature in primary language 

learning is not defined. In the learning trajectory of Grades 7 and 8, CLIL is 

recommended as a suitable approach (Tule.slo.nl, 2020). Generally, the 

proposed materials remain broad, as does the simplistic suggestion to 

include CLIL. The learning trajectory does not include examples of how to 

use certain materials such as videos or picturebooks, let alone how to 

access or select them.  

Consequently, most primary schools in the Netherlands have 

selected one of a range of what are called ‘methods’: highly structured, 

multi-media English learning packages which offer a continuous learning 

trajectory across all primary grades (Engel et al., 2007; Geurts and Hemker, 

2012; Rose 2016). Most of these learning packages are produced by UK 

publishers such as Cambridge University Press, Oxford University Press 

and Pearson (Rose, 2016), and like most foreign language coursebooks, 

they aim to facilitate the role of teaching English and compensate for 

possible weaknesses in the skills of the teacher. Although these learning 
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packages provide a clear structure for the lesson, activities and testing, 

teachers have expressed some concerns regarding the aspect of 

differentiation. According to Thijs et al. (2011b), the term ‘differentiation’ 

refers to an enriching and varied learning experience to suit differences in 

learning styles and abilities. Primary teachers stress the aspect of mixed 

abilities in the primary English language classroom, which is especially 

problematic for teachers teaching Early English from Grade 1 onwards 

(Thijs et al., 2011a). A government focus group is wondering whether these 

mixed abilities should be reduced in the first place and how this could be 

addressed (Ministry of Education, Culture and Science, 2019). They 

wonder if the priority should be on establishing the skills of each child and 

then engaging and stimulating children at their various levels. However, the 

view of the focus group is that the selected method cannot be held 

responsible for the lack of differentiation.  

Thijs et al. (2011b) claim that 37 per cent of primary teachers do not 

differentiate. Of the teachers who do differentiate, 17 per cent provide 

remedial materials and activities, and 4 per cent offer special resources to 

their dyslexic students (Thijs et al., 2011b). Ritzema et al.’s (2019) more 

recent results state that the majority of English primary teachers in Grades 

7 and 8 do not differentiate and only use the school’s chosen English 

teaching coursebooks. Thijs et al. (2011b) found that Early English 

teachers supplemented their PELT lessons with English language 

literature, internet activities, activity books and self-developed materials to 

offer a more diverse learning experience. Ritzema et al. (2019) also 

explored the materials used by primary English teachers (Eibo and Early 

English) who attempted differentiation in their lessons. Their list included 

ready-made and self-made worksheets, flashcards, YouTube videos, online 

vocabulary games and activities which involve physical movement. Efforts 

were are also made to increase children’s written English by making 

posters and establishing penfriend projects. The use of authentic texts such 

as newspapers, comics and books, was also investigated. Of the 

questioned group of 108 teachers, 41 replied ‘hardly ever’; of these, 30 

were teachers in Grade 7 or 8.  
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Some of the chosen materials, such as the use of videos and literary 

texts, align with the suggestions given in the learning trajectories. 

Generally, however, primary teachers must rely on their own willingness 

and creativity to accommodate mixed abilities (Thijs et al., 2011a). When 

contemplating the small role English can play in the curriculum, primary 

teachers, regardless of their motivation or teaching English language skills, 

might simply see little point in spending time trying to differentiate in their 

English lessons. 

 

2.3.4 Issues and implications  

I will now return to the consequences of the core objectives and learning 

trajectory of the primary English knowledge base (Tule.slo.nl, 2020) for the 

education of primary teachers. As teaching English is compulsory only in 

Grades 7 and 8, the Pabo curriculum remains focused on teaching English 

to the older primary child. According to Bodde-Alderlieste (2017), this 

means that communicative English language teaching is achieved through 

the use of only two teaching methodologies: Total Physical Response 

(TPR), developed by Asher (1969) and the Four-Phase Model, developed 

by Barneveld and Van der Sande (1987). Bodde-Alderlieste (2017) explains 

that as the 2012 knowledge base has not been updated, other relevant 

age-appropriate practices, such as learning by play, the Storyline approach 

(Ahlquist, 2015), TBL and CLIL for Early English lessons, have not been 

included in the curriculum. However, the knowledge base does expect 

primary teachers to be aware of teaching practices suitable for both the 

younger and older primary English learner (Bodde-Alderlieste, 2017). 

Bodde-Alderlieste (2017) also highlights how the existing knowledge base 

requires student teachers to have an adequate level of English proficiency 

but does not clarify the minimum language requirement. A change in law 

stipulates that from 2015/2016, primary schools can dedicate 15 per cent of 

their teaching time to English language learning; only now has it become 

apparent that a minimum of CEFR B2 is needed by the generalist primary 

English teacher in the Netherlands (Bodde-Alderlieste, 2017).  

From this discussion, it has become clear that Pabos and their 

primary English education curricula are caught between policies which 
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need updating in order to meet the changing demands of PELT amidst the 

rise of Early English. Taking also the inflow data into primary teacher 

education into account, the question which arises is: To what extent are 

primary teachers in the Netherlands equipped to teach PELT? Reflecting 

on the outcomes of the ELLiE study, Enever (2012) claims that primary 

teacher education programmes in the Netherlands do not result in ‘well-

trained professionals’ (2012, p. 21). However, not only educational 

researchers such as Enever are critical of the existing provisions. Thijs et 

al. (2011a) reveal that 41 per cent of qualified primary teachers (n=200) 

who attended English lessons during their teacher education programme 

were unhappy with the contribution of these lessons to their English 

teaching. In fact, 75 per cent of respondents (n=200) claimed that their 

teacher education programme made a poor or insignificant contribution to 

the development of their speaking and writing skills – skills necessary for 

meeting the future demands of teaching Early English (Thijs et al., 2011a). 

De Bot (2014) adds that primary teachers feel ill-equipped to teach English 

because even though it is ‘[…] officially part of the curriculum, [it] had 

effectively been neglected’ (2014, p. 416). 

After this discussion, it is important to consider what is implied by the 

terms ‘not well-trained’ or ‘ill-equipped’ with regard to (student) PELT 

teachers. The following section will thus focus on reviewing two key aspects 

for teaching EFL (Freeman, 2016): English proficiency and ELT skills.  

 

2.3.5 English proficiency and ELT skills  

In 2011, the recommended national CEFR standard for primary English 

teachers in the Netherlands was set by Nuffic at CEFR B2 (Jenniskens et 

al., 2017). A closer look clarifies that CEFR B2 is deemed necessary for all 

skills except for writing, where CEFR B1 is considered sufficient (Nuffic, 

2011). However, researchers in the Netherlands do not explicitly 

differentiate between writing and other skills. Like Enever (2012), when 

discussing the necessary proficiency of primary English teachers on a 

European level, they simply consider CEFR B1 as insufficient to teach 

primary English in the Netherlands (Geurts and Hemker, 2012; Thijs et al., 

2011a). In fact, Unsworth et al. (2015) recommend CEFR C1 after 
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investigating children’s progress (n=168) in Early English language learning 

in Dutch primary schools (n=14) as part of the Foreign Languages in 

Primary School Project (FLiPP). This study focused on assessing children’s 

receptive vocabulary and grammar skills, and Unsworth et al. (2015) 

confirm that primary English teachers whose pupils achieved high progress 

levels showed advanced language proficiency and ELT skills. However, 

Unsworth et al. (2015) consider language proficiency and teaching skills to 

be intertwined to such an extent that it is difficult to discern which has the 

greater impact on achievement. This conclusion confirms the synergy of 

language proficiency and ELT skills (Freeman, 2016) and might raise the 

question of whether ELT skills and English proficiency can compensate for 

each other.  

Over the past decade, various studies have been undertaken to 

establish the proficiency level of the ‘generalist’ primary English teacher. 

Sometimes, the researchers have made a distinction between primary Early 

English and Eibo teachers, but Geurts and Hemker (2012) confirm that 

differences in results between these two teaching cohorts are insignificant. 

In most studies, the data has been gathered by asking primary teachers to 

self-assess their English proficiency skills. Ellis and Knagg (2013) state that 

for most primary English language teachers, English is not their first 

language and CEFR levels might range from CEFR A1 (beginner) to C2 

(advanced). As we shall see, in the Netherlands, studies show that these 

different language abilities are indeed the case, not only for primary 

teachers but also for primary student teachers.  

One study by Thijs et al. (2011b) used CEFR ‘can-do’ statements 

and asked qualified primary teachers (n=489) to self-assess their level in all 

four skills (reading, listening, speaking, writing) on the CEFR scale. The 

results are presented as overall CEFR levels and show that 29 per cent 

considered themselves to be working at B2 level, 49 per cent placed 

themselves at B1 level, and 22 per cent considered their English 

proficiency to be below B1 (Thijs et al., 2011 b). A more detailed 

breakdown of the primary teacher’s individual English proficiency skills was 

made by Geurts and Hemker (2012). Based on CEFR ‘can-do’ statements, 

57 qualified primary teachers teaching Early English and English in Grades 
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7 and 8 were asked to self-assess their English proficiency skills. The 

researchers conclude that points of concern were the results for speaking 

and writing skills, with 58 per cent of the teachers assessing their speaking 

and writing skills as only A2 or B1. In addition, 34 per cent of the teachers 

considered their reading skills to be below the desired B2 level.  

The data collected by Jenniskens et al. (2017) from 729 primary 

schools and 9,756 qualified primary teachers teaching Early English is 

more recent and offers insights on a larger scale. Jenniskens et al. (2017) 

established the CEFR level of the participating primary English teachers 

based on previous qualifications, such as Cambridge Exams, English 

courses they had completed or self-assessment. The results from the 

primary teachers CEFR level revealed that 17.1 per cent were at CEFR 

Level A (A1 and A2); 23.1 per cent were at CEFR Level B, with 11.4 per 

cent stating B1 and 11.7 per cent CEFR B2; and only 6.5 per cent achieved 

CEFR Level C (C1 and C2) (Jenniskens et al., 2017). Jenniskens et al. 

(2017) point out that at 28.5 per cent, the percentage of teachers who do 

not meet the required CEFR B2 level to teach primary English is higher 

than the 18.2 per cent of teachers who do. A point of concern is 

undoubtedly the fact that results show that 5,208 (53.4 per cent) primary 

teachers described their CEFR level as ‘unknown’ (Jenniskens et al., 2017). 

The latest insights into the proficiency levels of the primary English 

teacher in the Netherlands stems from a study by the Ministry of Education, 

Culture and Science (2019), which collected data from 90 primary schools. 

Primary English teachers (n=102) were asked to self-assess their level in 

four English skills; the researchers concluded that listening scored the 

highest CEFR self-assessment and speaking the lowest (Ministry of 

Education, Culture and Science, 2019). Of the 102 teachers, 73 ranked 

their listening skills at CEFR B2 level or higher. This number was closely 

followed by 69 teachers considering their reading skills to be at CEFR B2 or 

higher. However, 59 teachers assessed their writing skills as CEFR B1 or 

below, and 52 teachers rated their speaking skills as CEFR B1 and below. 

While teachers self-assessed their CEFR levels for reading to be higher in 

this latest study than in the one by Geurts and Hemker (2012) seven years 
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prior, the results show that the majority of teachers still consider their 

writing and speaking skills to be at CEFR B1 level or below.  

The results from these four studies, carried out over a period of nine 

years, show that there is cause for concern: many teachers do not meet the 

required CEFR B2 proficiency level for teaching primary English. It appears 

that, over the years, primary teacher education English programmes have 

made an insignificant contribution to ensure the necessary CEFR level for 

PELT. There are currently very few studies which focus on establishing the 

English proficiency levels of primary student teachers. This might be 

because the enrolment (inflow) data and initial English student placement 

tests already offer CEFR insights. However, two studies are noteworthy. 

Thijs et al. (2011a) conducted a survey amongst teacher education 

institutions (n=29) in 2011. The results expressed little confidence in the 

English level of student teachers. Teacher educators claimed that the initial 

English placement tests upon enrolment revealed that most applicants 

were not working at a B1 level, and that resources were too limited to 

ensure that these student teachers could reach B2. Thijs et al. (2011a) 

noticed that Mbo students in particular were having difficulties with English 

and were below the expected level of CEFR B1.  

One final source of data concerned with student teachers’ English 

proficiency levels originates from a recent initiative to assess their 

proficiency and thus ensure they had reached CEFR B2 level before 

graduating. In 2016, the National Teacher Association 10voordeleraar 

introduced the British Council Aptis English test (10voordeleraar.nl, 2019). 

The Aptis test is an online proficiency test which is available for various 

fields of employment, including education. It can be used to assess any of 

the four skills (reading, writing, speaking and listening) (Britishcouncil.nl, 

2019). The test organisers (10voordeleraar) consider CEFR B2 speaking 

skills to be essential for the Early English classroom and thus decided to 

test only this skill. Although published data is not yet available, some test 

results have been made available by 10voordeleraar for the purpose of this 

chapter. The first Aptis test pilot was completed by student teachers in eight 

primary education institutions (n=573) in 2016/2017. The second pilot took 

place in 2017/2018, and this time student teachers in 16 primary education 
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centres (n=1,043) were asked to participate. Both times, test results for 

speaking skills showed that at least 80 per cent of student teachers had 

reached CEFR B2 level. The final pilot was completed in 2018/2019 and 

included student teachers at all 23 primary education institutions in the 

Netherlands. Of the participating 3,200 student teachers, around 90 per 

cent were placed at CEFR B2 for their speaking skills. This result was 

questioned by both Pabo teacher educators and the test organisers as they 

did not consider it to be a true reflection of student teachers’ English-

speaking skills. The results also do not align with the results previously 

mentioned by Jenniskens et al. (2017) and the 2019 study by the Ministry 

of Education, Culture and Science (2019). In March 2020, the test 

organisers decided to suspend the Aptis test. In their view, the success rate 

of 90 per cent was not trustworthy and indicated that time and money were 

being wasted (Voor de Leraar, personal communication, March 2020). As a 

result, Pabos are once again looking independently for ways to confirm that 

their student teachers have achieved CEFR B2 level upon graduation. 

After discussing the proficiency levels of primary English teachers 

and student teachers, I would like to move on to a review of their teaching 

skills. Several issues have already been discussed during the review of the 

role of English at Pabos, notably, policies and practices (2.3.3). In addition, 

I would like to add the following points. Engel et al. (2007) compared the 

role of English in primary teacher education in the Netherlands with that in 

the German state of North-Rhine Westphalia and in Norway. The purpose 

of Engel et al.’s study was to discover possible similarities and differences 

concerning, for example, primary English teachers’ education and 

qualifications, national primary English objectives and materials. Engel et 

al. concluded that teacher education for English in the Netherlands was ‘no 

national priority’ (2007, p. 6) and that teacher education qualifications to 

teach EFL in primary education were ‘inadequate’ (2007, p. 35). They 

considered the overall satisfactory level of achievement of primary students 

to be thanks to the high exposure to English outside the classroom (Engel 

et al., 2007). Any improvements that might have occurred since the 

publication of this study seem to be insignificant as in 2016, on behalf of the 

Dutch national association of primary English teacher educators called 
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Vedocep, Bodde-Alderlieste and Taylor (2016) continue to call upon Dutch 

primary teacher education centres to revise and improve their current 

English programmes.  

Currently, Pabos might offer ELT skills as a separate subject or 

combined with Dutch language teaching practices (Corda et al, 2012). 

Although this latter approach might be a time-saving option, it remains 

unclear to what extent combining foreign and native language teaching 

methodology is suitable or successful. However, this combination might 

explain why Geurts and Hemker (2012) found that only 20 per cent of the 

teachers in their study of 57 primary teachers felt that their ELT skills 

needed improvement to provide better English classes. Primary teachers 

might feel that enough attention is given to learning to teach primary 

English, but Pabo teacher educators feel otherwise (Corda et al. 2012). 

Teacher educators from the various Pabos claim that the curriculum 

provides few to no opportunities to develop skills in present teaching 

methodologies such as CLIL despite it being advised for teaching the 

higher primary levels (Corda et al. 2012). They also feel that not enough 

time can be dedicated to teaching techniques such as scaffolding, choral 

work and skills to help teachers manage mixed abilities in the foreign 

language classroom (Corda et al. 2012). The latter is a point of importance 

as managing and providing for mixed abilities is often considered a 

challenge by primary English teachers (Corda et al., 2012).  

According to Thijs et al. (2011b), 76 per cent of primary teachers 

(n=201) do not consider themselves to be up-to-date with developments in 

the field of teaching English as a foreign language to young learners. The 

study by the Ministry of Education, Culture and Science (2019) discovered 

that the majority of primary teachers taught their lessons in the traditional 

frontal teaching format with a focus on developing listening skills and 

vocabulary. The listening activities were coursebook-based, and vocabulary 

exercises included translation work. Speaking English to children and 

providing speaking activities ranked low. Only 20 per cent of teachers 

believed to be speaking a lot of English in the classroom, and 28 per cent 

of teachers commented that they did so only sometimes. The trend of 

focusing on developing listening skills and teaching vocabulary did not 
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change between 2012 and 2018 (Ministry of Education, Culture and 

Science, 2019). 

 

2.3.6 Desired Competencies 

At the request of the Ministry of Education, Culture and Science, Tuin and 

Thijs (2015) explored the competencies considered necessary to teach 

primary English from a practitioner and a teacher educator’s point of view. 

The survey participants were primary English teachers, primary school 

directors and Pabo teacher educators. Tuin and Thijs (2015) identified 

three key competences: the ability to offer children an engaging and safe 

English language learning environment at school, the ability to select age-

appropriate language activities based on the core objectives and the ability 

to create a meaningful interaction between the subject of English and other 

school subjects (CLIL). Interestingly these three points, in fact, require a 

wide range of ELT skills and thus reinforce Bodde-Alderlieste’s (2017) call 

for teacher education centres to review their current offerings and to include 

more age-appropriate teaching practices.  

At present, there is no research available that provides an overview 

of the teaching approaches and practices included in the English curricula 

of the 23 Pabos. It is, therefore, impossible to see to what extent Pabo 

English programmes already fulfil or address any of these requested 

competencies. While some teacher education institutions might be making 

attempts to address the level of insufficient English proficiency by offering 

additional and remedial English classes, either online or face-to-face 

(Corda et al., 2012), these initiatives are not on a national level. To date, 

there are no studies investigating and sharing current best practices to 

educate primary English teachers in the Netherlands.  

Various European and global studies (Lundberg 2007; Garton et al., 

2011) have highlighted factors such as stress, anxiety and lack of 

confidence that primary teachers associate with teaching English, as 

illustrated in the first part of the chapter. However, official studies for the 

Dutch context of primary English language teaching by, for example, 

Ritzema et al. (2019) do not discuss these in detail. There are brief 

mentions of these factors in the context of motivation for learning to teach 
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primary English, attitudes towards teaching primary English and the feeling 

of safety. Van Gool (2006) mentions that the in-service course which ran 

between 1984 and 1988 was not popular and that teachers lacked 

motivation. Thijs et al. (2011b) describe how the majority of primary 

teachers are positive towards the subject of primary English and consider it 

a relevant subject to include in the primary curriculum. However, less than 

the majority feel it necessary to teach English from Grade 1 onwards and 

consequently express a negative attitude towards teaching Early English 

(Thijs et al., 2011b). No further explanations are given why this could be the 

case. Results from the latest study by the Ministry of Education, Culture 

and Science (2019) show that seven years later, motivation to teach 

English (Eibo and Early English) ranks between 3 and 3.5 on a scale of 5 

(n=102) and primary English teachers continue to prioritise listening skills in 

their primary English lessons, as previously mentioned. The focus group 

organised by Ministry of Education, Culture and Science (2019) offers 

some insight by explaining that teaching vocabulary is considered a safe 

and predictable option compared to a speaking activity. It is also an activity 

parents can help with. However, the focus group insists that the step to 

speaking and using spontaneous language must be made. How this will be 

possible without additional research into underlying reasons and possible 

solutions is unclear.  

Finally, several participants in the focus group investigated by the 

Ministry of Education, Culture and Science (2019) reflect on the current 

situation of primary English language teacher education. Their reflections 

include numerous suggestions for the primary school curriculum and 

primary teacher education centres, with a strong focus on increasing both 

the quality and importance of PELT. Their ideas range from giving foreign 

language learning at primary school a similar status to that which it has in 

secondary education (thereby ensuring more lesson time and a smoother 

transition to secondary education), a greater focus on developing speaking 

skills during primary English lessons, and ensuring that the gap from 

vocabulary learning to speaking is bridged. The recommendations for the 

23 primary teacher education centres focused on providing a quality 

education to ensure that teachers are teaching effectively and do not 
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depend on a coursebook, and a greater focus on investigating the needs of 

primary English teachers. The focus group agreed that the British Council 

Aptis test results were not reliable and felt that further research should 

include interviews in English with primary English teachers to ensure a 

more reliable evaluation of their English proficiency skills. Participants also 

expressed the belief that learning to teach Early English cannot be an 

optional and that Pabos must rethink their provision to ensure a greater 

depth in their education from both an ELT skills and language proficiency 

(CEFR B2) point of view. 

 

 Conclusion  

This chapter has provided the setting and context for this PhD study by 

offering insight into the global development of PELT before focusing on 

PELT and Early English specifically in the Netherlands. This chapter has 

established the role of English in primary education in the Netherlands and 

the challenges Pabos have faced since the introduction of English as a 

compulsory subject in 1986. The situation in the Netherlands is 

representative of countries where policies and teacher education have not 

run in parallel, resulting in primary teachers who are not sufficiently skilled 

to teach EFL to young learners. The current core requirements for primary 

English with the additional learning trajectories for all grades offer little 

support and direction for both primary English teachers and the English 

teacher curriculum. The lack of curriculum revision or curricular innovation 

since 2006 has resulted in the education of generalist primary English 

teachers with low English proficiency and limited ELT skills, who often do 

not know how to implement teaching materials or teaching approaches 

suggested in the learning trajectories. Furthermore, research into possible 

personal constraints influencing both the development of ELT skills and 

English proficiency, such as anxiety or motivation, is scarce.  

The global trend towards Early English in the Netherlands is set to 

continue, and Pabos are being urged to review and strengthen their 

programmes to ensure primary-aged language learners are taught by 

suitably skilled primary teachers. Many factors remain a challenge, with the 

question of how to develop a synergy of language proficiency and ELT 
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skills within the limited allocated time, which of course is directly linked to 

the allocated ECTS. This PhD focuses on one of the teaching materials 

recommended in the learning trajectory from age 4 onwards (Grade 1): the 

picturebook (Tule.slo.nl, 2020). The following chapter will now position the 

picturebook as pedagogical tool within an ELT context and explore its 

suitability as teaching tool in primary teacher education.  
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Chapter 3: Positioning picturebooks in English Language 

Teaching 
 

 Introduction 

In order to explore the suitability of the picturebook as a teaching tool in 

primary teacher education, this chapter defines the picturebook before 

positioning it as a pedagogical tool within an ELT context. I then discuss 

features of the picturebook which are beneficial for language teaching and 

go on to establish essential ELT and language proficiency skills for 

mediating picturebooks successfully.  

 

 Key features of the picturebook  

3.2.1 Overview 

There is a long history in the field of PELT of using picturebooks in the 

English language classroom, and the benefits have been widely discussed 

by Ellis and Brewster (1991, 2014), Dunn (1997), Ghosn (2002, 2013), 

Klippel (2006) and Mourão (2016). Picturebooks are considered a versatile 

ELT resource as they can support young children’s English language 

learning, thinking skills (Ghosn, 2002; Ellis and Brewster, 2014) and 

intercultural awareness (Serafini, 2005; Sheu, 2008; Lee and Gilles, 2012). 

Unlike ELT materials, picturebooks have not been specially written for EFL, 

ESL or EAL purposes, and the language has not been ‘selected or graded’ 

(Ellis and Brewster 2014, p. 14). Picturebooks thus expose the learner to 

rich, authentic language and access to comprehensible input, language that 

is contextualised and that provides a natural and meaningful context for 

language use (Klippel, 2006). According to Enever (2006a), the term 

authentic, refers to the knowledge of picturebooks being ‘real books’ (Dunn, 

2010), written for native speakers of English (2006, p. 7). Picturebooks are 

authentic in language as well as in illustration as they ‘have not been 

abridged or altered for language learning purposes’ (Mourão, 2016, p. 26). 

Picturebooks can be factual, fictional or wordless (Kümmerling-

Meibauer, 2015) and might vary in language difficulty depending on the age 

group they have been written for, but the language in these picturebooks 

will remain authentic and thus unchanged to suit a certain foreign language 
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level (Ellis and Brewster, 2014). Picturebooks are considered children’s 

literature, a term which according to Bland (2014, p. 1) ‘covers all literature 

written for children and young adolescents’. However, picturebooks target 

readers all ages, from infants to children and to adults (Kümmerling-

Meibauer, 2015). They have been made to cater for a ‘dual audience’ 

(Nikolajeva and Scott, 2006, p. 21), from the child to adult reader, from the 

‘nonreader to literate adult’ (Nikolojeva and Scott, 2006, p. 21). The current 

diversity in topics found in picturebooks is especially noteworthy. Topics 

which were previously considered taboo, such as ‘war, death, mental 

illness, and child abuse’ (Kümmerling-Meibauer 2015, p. 250) and LGBT-

related issues, such as same-sex friendships or parents (Sunderland and 

McGlashan, 2012), are now being included by picturebook makers and 

published by inclusivity-minded publishers. As a result, more and more 

readers can see themselves represented in a picturebook. This is of 

significance and value for ELT as in picturebooks the illustrations, stories 

and characters allow the reader to draw on their own experiences, make 

connections, understand, read and retell (Klippel, 2006; Sheu, 2008). 

 

3.2.2 What makes a picturebook a picturebook? 

A picturebook offers picture-based content in the format of a book. 

Kümmerling-Meibauer (2017) points out that there is a ‘common 

agreement’ (2017, p. 3) amongst scholars that picturebooks include text, 

and it is the balance between text and illustrations which differentiates the 

picturebook from other books with text and images, such as the illustrated 

book (Kümmerling-Meibauer, 2017). In academic terms, the text in a 

picturebook is not central but rather in balance with its illustrations 

(Kümmerling-Meibauer, 2017). The illustrations in picturebooks are varied 

in both drawing materials (pencil, watercolour) and techniques and can 

include collages, photographs and computer-generated images 

(Kümmerling-Meibauer, 2015). 

The number of pages in a picturebook dates from 1901 and the first 

print of Beatrix Potter’s The Tale of Peter Rabbit (Victoria and Albert 

Museum, 2019). Beatrix Potter insisted on a small format so it would fit a 

child’s hand and, at the same time, be affordable (Victoria and Albert 
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Museum, 2019). The solution was to use two large sheets of paper and cut 

them into eight parts, which amounted to 32 pages or 16 double pages 

(Victoria and Albert Museum, 2019). This page number then became the 

standard for picturebooks, its authors and its illustrators. And although 

exceptions exist in pages and format, 32 is still considered the norm 

(Mourão, 2013). The individual pages in picturebooks rarely have page 

numbers and the left (verso) page and the right (recto) page, viewed 

together, are called an ‘opening’ (Serafini, 2014). Openings are also 

referred to as ‘double spreads’ when the content (text and illustrations) is 

spread across the two facing pages (Serafini, 2014). Doonan (1993) 

explains that the story in a picturebook, apart from the first and last pages, 

is ‘presented as a sequence of pairs of facing pages’ (1993, p. 83). 

Commonly, of the 16 available openings, four are used for elements which 

enclose the main body of the picturebook. These elements are described 

as the ‘paratext’ of a picturebook and can be divided into epitext and 

peritext (Pantaleo, 2017). In the words of Genette (1997), the epitext and 

the peritext create the ‘undefined zone between the inside and the outside’ 

of a book (1997, p. 2). This definition becomes clearer when looking at 

what the epitext and the peritext refer to. While the epitext refers to 

everything that surrounds the book, such as public reviews and author 

interviews (Pantaleo, 2017), the peritext includes key components of the 

picturebook, such as the dustjacket, the endpapers and the front matter, 

which includes the title page and the publisher’s small print (Serafini, 2014). 

The front and back covers of the picturebook are also considered to be part 

of the peritext. They might present illustrations which offer a first glimpse 

into the narrative or characters of the story, and when folded out, the front 

and back cover might make one whole illustration (Mourão, 2013). 

Together, these covers thus contribute to the completeness of the 

picturebook (Mourão, 2014). A noteworthy point is made by Nikolajeva and 

Scott (2006), who comment that the paratext in picturebooks is not a well-

researched field. It appears that over the years, greater attention has been 

paid to peritextual features such as the endpapers (Pantaleo, 2017). 

The endpapers are pages 1 and 32, which are glued onto the cover 

of a hardcopy picturebook and which are the first and the last page the 
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reader sees (Sipe and McGuire, 2006). In fact, the original purpose of these 

endpapers was purely practical as they held the book together in the 

binding process (Duran and Bosch, 2011). However, since the 1960s, 

authors and illustrators have been using the endpapers for communicative 

purposes (Duran and Bosch, 2011). Shulevitz (1985) looks upon the 

endpapers as a ‘visual bridge’ connecting the covers to the main body of 

the book. Serafini (2014, p. 76) draws a comparison to the theatre by 

considering endpapers to be like ‘stage-curtains, framing the performance’. 

Sipe and McGuire (2006) similarly quote a child comparing the endpapers 

to a curtain in the theatre ‘getting ready for the play to start’ (2006, p. 4). 

The illustrations in endpapers usually bleed, meaning they extend to the 

edge of the page. According to Doonan (1993), the effect of the bleed 

indicates ‘life going on beyond the confines of the page’ (1993, p. 81) which 

allows the viewer to participate as well as look. One could thus also 

consider such endpapers to offer an opportunity for the viewer to already 

position themselves within the picture.  

Sipe and McGuire (2006) discuss the richness of endpapers, both in 

function and form. After examining a large number of current fictional 

picturebooks, they conclude that endpapers might be in a plain colour or 

with illustrations, and at that at the start and the end of the book, these 

endpapers might be the same or different. As a result, their typology 

considers two levels of endpapers: ‘illustrated and unillustrated’ and 

‘identical or dissimilar’ (Sipe and McGuire, 2006, p. 5) in order to show the 

contribution these endpapers make to the aesthetics of the picturebook. 

The significance of the aesthetic quality of a picturebook is noteworthy. 

Roche (2015) explains that the appeal of the picturebook as an aesthetic 

object might draw a reader towards it. This emphasises the importance of 

both the front and back cover and exemplifies the communicative aspect of 

the endpapers. Roche (2015) believes that ultimately it is the ‘aesthetic 

quality, as well as the quality of the narrative’ (2015, p. 86) of a picturebook 

that will entice the reader to read a picturebook. Wells (1997) defines three 

benefits of engaging with literature, which refer to both the narrative and 

visuals and thus include the aspect of aesthetics. First, literature provides 

readers with the opportunity to move beyond their personal experiences, 
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thus contributing to personal development. Second, literature offers readers 

the opportunity to relate to their cultural and historical heritage, which 

furthers greater understanding of events and developments that have taken 

place throughout time. Third, literature can contribute to readers’ aesthetic 

awareness, which applies especially to picturebooks where the illustrations 

add depth of interpretation and meaning.  

Nikolajeva and Scott (2006) categorise picturebooks based on the 

interactions of text and image: symmetrical, complementary, enhancing and 

expanding, counterpointing and sylleptic. Based on their picturebook 

research, they define each category to exemplify how these different types 

of picturebook will result in a passive or a more active reader. In 

symmetrical picturebooks, where text and image convey the same 

information, and in complementary picturebooks, where text and image 

complement each other, the reader takes on a more passive role as gaps 

have already been filled. However, in enhancing, expanding, or 

counterpointing picturebooks, the reader receives alternative or 

contradicting information, which offers multiple, diverse interpretations 

(2006). Nikolajeva and Scott (2006) identify a number of ‘varieties of 

counterpoint’ (2006, p. 24) which are used to stimulate the reader’s 

imagination. For example, there is the counterpoint in style where words 

might be serious but the illustrations might be humorous and the 

counterpoint by juxtaposition which offers the reader multiple and 

independent ‘parallel visual stories’ (Nikolajeva and Scott, 2006, p. 25) as it 

is the case in sylleptic picturebooks.  

Lazar (2015) comments on how enhancing, expanding or 

counterpointing picturebooks encourage the reader to interpret 

disconnectedness, a feature she considers reflects postmodernism in 

picturebook making. The term ‘postmodernism’ is used to express 

boundary changes and developments in, for example, philosophy and 

literature (Pantaleo, 2014), and metafictive devices are considered a key 

feature of postmodern picturebooks (Pantaleo, 2014; Serafini, 2005). 

Examples of picturebooks employing metafiction thus might offer a story 

within a story, stories without chronological or linear structure and stories 

where the narrator addresses the readers. Nikolajeva and Scott (2006) 
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appoint one of their counterpoint categories to ‘metafictive nature’ (2006, p. 

25) and discuss the use of metaphors and contradiction expressed in the 

peritext and the story influencing the reader. Kümmerling-Meibauer (2015) 

also mentions multiple story endings and interpictorialilty (reference within 

an image to other artwork) as features of postmodern picturebooks.  

 

3.2.3 Extracting meaning  

Roche (2015) explains how the text and image of the picturebook form two 

semiotic systems, both including various meanings which ‘the reader must 

extract’ (2015, p. 90). When discussing the process of meaning-making, a 

step back in time is of interest. Sipe (1998) reflects on Suhor’s (1984) 

theory of transmediation, which is the process of a ‘student’s translation of 

content from one sign system into another’ (1984, p. 250) and which 

occurs, for example, when writing a story based on images. Sipe (1998) 

uses this concept to show how the interpretation of text and image in a 

picturebook can be compared to moving between the two signs of text and 

image and interpreting ‘text in terms of the pictures and pictures in terms of 

the text’ (1998, p. 102). He compares this process to ‘oscillation’ (Sipe, 

1998, p. 103), where the intake of new information will make changes to 

our thinking in order to adjust to this new information and thus create 

infinite meanings.  

Contemplating ways to extract meaning, Serafini (2009) draws on 

the work of Kress and van Leeuwen (1996) in the field of semiotics and 

visual grammar to establish four key aspects to be considered when 

interpreting images in picturebooks: narrative processes, visual symbolism, 

composition and perspective. The analysis of the narrative looks at ‘who is 

doing what to whom or what object’ (Serafini, 2009, p. 13) and makes use 

of imaginary lines (vectors) to express their relationship; symbolism refers 

to visual signs in the picture which express traditions or conventions 

(Serafini, 2009); composition takes aspects such as salience through 

colours and contrast and positioning into account; and perspective shows 

how distance represents strength or power (Serafini, 2009).  

Doonan (1993) describes the journey which occurs when reading the 

two modes of text and image in her approach to looking at pictures in 
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picturebooks. She believes that reading picturebooks comprises reading 

both words and pictures; this means navigating reading words, which might 

be a familiar process, and reading pictures which might be ‘unfamiliar 

territory’ (Doonan, 1993, p. 7). Doonan (1993) thus acknowledges but does 

not centre on the value of pictures as a tool to support language and 

literacy development. Instead, she believes the pictures allow the 

picturebook to become an object of art. Her focus lies on offering insights to 

help appreciate and interpret the illustrator’s pictures and develop an 

aesthetic attitude to reading picturebooks. This means that the reader can 

go beyond the literal, because they know, for example, how shapes, lines 

and colour can express emotions and ideas (Doonan, 1993). This aesthetic 

experience enables the reader to be stimulated by pictures, which in return, 

supports the shaping of ideas and thus the creation of something that is the 

reader’s own (Doonan, 1993). Doonan (1993) precedes Sipe (1998) in 

expressing a form of oscillation whereby the reader’s ideas when reading 

the text influence the picturebook as an object but in return, the pictures 

influence the reader’s emotions and ‘raise and satisfy curiosity’ (1993, p. 9). 

Doonan’s (1993) approach is divided into two key parts: close 

looking in general and close looking in context. Looking in general involves 

developing an understanding of, for example, key features such as the 

composition of pictures (colour, shapes, lines), pictorial symbols and 

relevant picturebook terminology. The next phase, looking in context builds 

on and explains the process of reading a picturebook several times to 

inspect and dissect language and pictures. Here, the focus lies on 

consciously and systematically seeking to establish the relationship 

between the picture and the text by identifying patterns. The act of copying 

the text, as Doonan (1993) explains, in order to review rhythm, word order 

and tone, will undoubtedly require an existing skill set.  

In an attempt to offer a principled structure with which to interpret the 

pictures in picturebooks, the work of Moebius (1986) and Bang (1991) has 

been seminal. Moebius (1986) divided the process of reading pictures into 

five codes. Moebius’ (1986) first code looks at three aspects: position, size 

and diminishing returns. Position refers to the location of the main 

character, on the right or the left page of a double spread. The height of the 
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characters, which indicates power or status, and the frequency with which a 

character appears on the page, imply a level of control referred to as 

diminishing returns. The more often the character appears, the less control 

it has. Moebius’ (1986) second code looks at perspective, which includes 

elements such as the horizon in the picture and the general expression of 

depth. Whereas the absence of a horizon can indicate danger, characters 

in two-dimensional spaces offer less room for imagination than ones in 

three-dimensional spaces (Moebius, 1986). The third code refers to the 

framing of the illustration, which offers the reader either a ‘limited glimpse’ 

(Moebius, 1986, p. 50) if framed or a ’total experience’ (1986, p. 50) if 

unframed. Line and capillarity constitute the fourth code and reflect the 

force of the experience of the character. For example, according to 

Moebius (1986) thin and spare lines might indicate mobility, jagged lines 

arranged in sharp angles complement emotional upset, and capillary-like 

scrawls represent an abundance of energy, which might portray a nervous 

or industrious scene. The fifth code is the code of colour. Moebius (1986) 

believes that here a shift takes place from a focus on what a specific colour 

is generally associated with outside of the text to the statement a colour 

can make within the text.  

Bang’s (1991) work differs from Moebius (1986) as she focuses on  

the emotional meaning conveyed by the picture. She uses a fairy tale to 

demonstrate how different arrangements of shapes and colours can create 

emotionally visual statements. Bang (1991) draws on the work by 

perceptual psychologist Rudolf Arnheim (1904-2007) and establishes ten 

principles. She begins by asserting that flat and horizontal shapes create a 

sense of ‘stability and calm’ (1991, p. 44), whereas vertical shapes create a 

sense of excitement and activity by trying to reach other heights (Principles 

1 and 2). Her third principle deals with diagonals, and she uses the triangle 

to illustrate how its position influences the sense of stability and movement. 

She discusses how the picture can be divided into an upper and lower half, 

which express freedom and happiness or sadness and threat respectively 

(Principles 4 and 5). The next two principles deal with the page (Principle 

6), its edges and corners (Principle 7). Bang (1991) explains that the centre 

of the page commands the most attention and that the closeness of the 
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object to the corner or edge will determine the level of tension. The closer 

the object is to the edge or the corner, the higher the tension (Bang, 1991, 

p. 66). Principle 8 deals with the picture’s background. Bang (1991) 

deliberates on how a lighter background in the picture adds a feeling of 

safety as opposed to a dark background since this is associated with the 

difficulties of seeing in the dark. Principle 9 focuses on shape. Round 

shapes give a feeling of security as they enclose and protect, whereas 

pointy shapes are associated with items which can cut or hurt, such as 

knives (Bang, 1991). The final principle, Principle 10, refers to strength and 

how the feeling of strength increases with the size of the object (Bang, 

1991).  

At the end of this discussion on extracting meaning, the complexity 

of reading and understanding the relationship of text and image in a 

picturebooks becomes obvious. The various elements of the picturebook, 

their significance and the richness of both Moebius (1986) and Bang’s 

(1991) frameworks, highlight the need for a basic understanding of how 

picturebooks work in order to guide the learner. 

To conclude this section on what makes a picturebook a 

picturebook, I would like to discuss the value of the story. Stories can be 

factual, fictional or a mix of both. In discussing the contribution of 

picturebooks to children’s critical thinking, Roche (2015) explains how a 

picturebook which combines good illustrations with a good narrative is more 

than an ‘illustrated story’ (2015, p. 101). It is a story in which the text and 

the images complement each other and offer gaps for the reader to decide 

on a different narrative or understanding (Roche, 2015, p. 101). According 

to Paran and Watts (2003), who collated stories from around the world to 

illustrate their value in ELT, stories and storytelling are an ‘essential part of 

being human’ (2003, p. 4). They believe that there is a human need to tell 

stories in order to share thoughts and experiences (Paran and Watts, 

2003). Knagg (2014) explains how storytelling has been a mechanism 

since language was developed to ‘transfer knowledge of all sorts’ (2014, p. 

2) including skills, discoveries and developments (Haigh and Hardy, 2011). 

Paran and Watts (2003) add that there is also a need to hear stories and 

join different worlds. Joining different worlds, referred to as secondary 
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worlds by Auden (1968), helps make sense of the ‘primary’ world (Paran 

and Watts, 2003, p. 4).  

Roche (2015) simply states that ‘stories matter’ (2015, p. 147), and 

author Philip Pullman believes that picturebooks form the foundation of all 

‘subsequent language skills’ (Henley, 2013). The act of sharing a 

picturebook and discussing its story and illustrations offers a starting point 

to develop a positive attitude and basic understanding of language (Henley, 

2013). With specific reference to ELT and stories, Ellis and Brewster (1991) 

stress how the stories in picturebooks are motivating and contribute to 

‘positive attitudes towards the foreign language and language learning’ 

(1991, p. 1) and thus support a ‘desire to continue learning’ (1991, p. 1). 

Stories offer the reader the opportunity to get involved, to draw on their 

imagination and to make connections with their lives, which can help to 

make sense of ‘everyday life’ (Ellis and Brewster, 1991, p. 1). Whereas 

reading is usually a solitary experience, reading together in a storytelling 

setting offers a social experience where the audience can share their 

responses to the story they are hearing and/or seeing (Ellis and Brewster, 

1991). The shared experience of reading together can not only contribute to 

enjoyment in language and language learning but can also help to build 

confidence (Ellis and Brewster, 1991; Henley, 2013). 

The type of reading which creates this shared experience is referred 

to as read-aloud. In the literacy classroom, read-alouds support literacy 

development (phonological awareness, vocabulary and grammatical 

understanding) and enhance overall language development (Sipe, 2000). In 

the PELT classroom, read-alouds introduce children to continuous and 

coherent spoken language and thus support the development of children’s 

language skills, especially listening and comprehension (Cameron, 2001). 

During the process of listening, read-alouds create engagement, especially 

during interactive read-alouds which teach children and older listeners to 

interact with the story of words and pictures, with their peers and with the 

teacher (Barrentine, 1996). Engagement is considered key to learning as 

children do not learn from a demonstration alone (Barrentine 1996). 

However, the benefits of storytelling in English language learning go 

beyond the primary classroom: storytelling can also support language 
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development in adults. Mason (2014), for example, investigated vocabulary 

acquisition through storytelling amongst first-year Japanese university 

undergraduate students. Instead of presenting vocabulary in lists, it was 

presented in form of a 30-word fable. Through a series of pre- and post-

tests and comparison of students’ vocabulary retention, results showed a 

higher level of retention of vocabulary when words are learned by means of 

storytelling than by list-learning. Similarly, Sun (2020) investigated the 

effects of interactive picturebook read-alouds on EFL secondary school 

children in Taiwan. Results were positive, and Sun (2020) concluded that 

picturebook read-alouds created a motivating learning environment which 

resulted in an increase in positive attitude towards reading and in higher 

word inference. 

 

3.2.4 Essential skills for mediating picturebooks in ELT 

As mentioned in the introduction to this chapter, there is a long history of 

research into the benefits of picturebooks in the ELT classroom. 

Picturebooks are especially recognised as a suitable and versatile resource 

for PELT purposes. However, key for this study is the fact that the use of 

picturebooks for English language teaching and learning purposes 

stretches beyond the primary English classroom. The affordances of the 

picturebook with older learners may be less obvious as teachers might be 

tempted to assume that their students are too old for picturebooks 

(Beckman and Diamond, 1984; Vercelletto, 2018). However, this is not the 

case. The following sections present several think-pieces, personal 

observations and reflections, and empirical studies to illustrate the benefits 

of using picturebooks in the secondary literacy and ELT classroom before 

moving on to the role of the picturebook in the adult literacy and tertiary 

ELT classroom.  

 

3.2.5 Picturebooks in the secondary literacy and ELT classroom 

Beckman and Diamond (1984) and Polette (1989) discuss the main 

benefits for the secondary school English literacy and foreign language 

learner, stating that these lie in the level of vocabulary, the length and the 

text–image combination offered by the picturebook. In a seminal paper, 
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Beckman and Diamond (1984) draw on their joint experiences as a teacher 

(Beckman) and school librarian (Diamond) at a middle school in the US. 

Although based in the English (L1) literacy classroom, many of their 

conclusions and recommendations reappear in more recent ELT studies, 

which are presented throughout the chapter.  

Beckman and Diamond (1984) propose the inclusion of picturebooks 

at secondary level for the English literacy classroom, showing that 

picturebooks are a comprehensive resource which can help secondary 

teachers support the development of their students’ literacy and thinking 

skills. Although the vocabulary in picturebooks might not be challenging, 

they consider this point an advantage for learners as it can shift their focus 

and energy from text comprehension to creative skills (Beckman and 

Diamond, 1984). Beckman and Diamond (1984) emphasise how ‘careful 

listening’ to a picturebook can become the springboard for students to think 

creatively, find solutions and make suggestions which might connect to 

their own lives. These discussions can then lead to various writing 

activities, such as imitative writing, report writing and writing letters and 

scripts (Beckman and Diamond, 1984). Beckman and Diamond (1984) 

assert that since a picturebook has only 32 pages, students can experience 

the richness of the book from both a thinking and literacy point of view 

within one lesson hour. They stress that the language in authentic 

picturebooks is more varied and richer than that in simplified graded books. 

For these reasons, picturebooks do not replace teaching resources but 

enrich them, providing a communicative learning environment through 

book-related group learning activities (Beckman and Diamond, 1984).  

Another picturebook study from the secondary (L1) literacy 

classroom is by Polette (1989), who describes the use of alphabet or ABC 

picturebooks for vocabulary development. ABC picturebooks are 

picturebooks which present each letter of the alphabet with corresponding 

words, text and images. Polette (1989) deliberates on the futility of teachers 

telling students that an increased vocabulary is necessary for ‘clear and 

effective thinking’ (1989, p. 78) and will lead to a more fluent expression. In 

his view, three conditions need to be met to achieve successful vocabulary 

acquisition. First, the learning experience must be perceived as a 
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challenge. Then, students must feel a desire to incorporate newly acquired 

vocabulary into their existing vocabulary. Finally, new words must become 

a ‘vital part of their own language’ (1989, p. 78). According to Polette 

(1989), list-learning and associated tests do not meet these desired 

conditions, whereas ABC picturebooks do. In Pollete’s (1989) view, these 

books enable students to discuss and connect new words to their views 

and experiences, which unlike list-learning leads to students forming a 

bond between words, images and meaning. Consequently, students are 

motivated and more enthusiastic about vocabulary learning and the active 

application of new words (Polette, 1989). Polette (1989) claims that the 

simplicity of picturebooks offers the psychological safety necessary for 

lower-level students as when discussing experiences related to a word, 

there is no single correct answer. In addition, the higher-level student is 

also challenged to produce differing explanations and thus increase their 

vocabulary.  

A more recent study is by Vercelleto (2018) who reports on the 

experiences of a secondary school librarian (Zarnowski) and an English 

(L1) literacy teacher (DiZebba) using picturebooks. The librarian worked 

with a class of 16 to 17 year olds and the literacy teacher with a class of 13 

to 14 year olds. Both classes included English language learners and like 

the teacher-librarian team Beckman and Diamond (1984), Zarnowski and 

DiZebba were US-based (Vercelleto, 2018). When the librarian was 

allocated a class of 16 to 17 year olds for her weekly library class, she 

expected their choices to reflect the trend towards coding, robotics and 

practical projects. However, this class asked for read-alouds. The librarian 

began with short stories but noticed that the class needed visual support. 

She thus turned to picturebooks, which not only helped students to 

visualise the story but also offered a point of focus for the easily distracted 

teenage listeners. The literacy teacher believed that picturebooks can ‘level 

the playing field’ in the class (Vercelleto, 2018, p. 1), providing support for 

learners with lower levels of vocabulary due to lack of exposure to literacy 

texts or to being a user of English as a second language. The words and 

images in picturebooks allow these learners to draw on inference and 

interpretation to access meaning. She compares the read-aloud process to 
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a stage of decoding to support the listener who might be experiencing 

difficulties with vocabulary, fluency and aspects of prosody such as rhythm, 

stress and intonation (Vercelleto, 2018). The literacy teacher concluded 

that secondary school children will listen to picturebooks if they can see 

that the teacher is fully engaged in the read-aloud process and if they feel 

they can trust the teacher (Vercelleto, 2018). Duncan and Paran (2018) 

also highlight the aspect of the teacher enjoying and feeling passionate 

about literature and this conviction being a means of making a selected text 

appealing to secondary students. However, I would like to point out that 

when reflecting on the literature reviewed in this chapter, the aspect of 

trusting the teacher is mentioned only by Vercelleto (2018). Considering the 

positive outcome, the question arises of whether the relationship between 

teacher trust and the use of picturebooks as a teaching tool would merit 

further investigation.  

The next two studies are based in the secondary ELT classroom. 

Working with pre-service teachers on teaching placements, Hadaway and 

Mundy (1999) researched the use of informational or factual picturebooks 

to support both content and English language learning. In their view, the 

information in factual picturebooks is presented in small chunks and 

supported by visuals, which aids comprehension and ensures that lower-

level second language learners are not intimidated. Hadaway and Mundy 

(1999) created a factual picturebook-based syllabus for a class of 18 

intermediate (CEFR B-Level) students aged 14 to 19. The syllabus included 

collaborative group and individual reading activities focusing on engaging 

secondary students to speak, listen, read and write about the ‘conceptual 

content’ (Hadaway and Mundy, 1999, p. 466). In order to recycle 

vocabulary, they included a range of activities, such as tracking weather 

statistics and writing a journal about the weather. Drawing on their teaching 

observations and personal reflections, Hadaway and Mundy (1999) 

maintain that the short length and dual modality (text and images) of the 

picturebook is beneficial to language learning.  

Finally, a more recent study on the use of picturebooks in the 

secondary classroom is by Mourão (2013). Based in a secondary English 

language class in Portugal, this project aimed to develop English language 
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skills through discussions stimulated by appreciation and interpretation of 

the visuals in a picturebook (Mourão, 2013). Throughout three 90-minute 

lessons, students aged 16 to 18 completed a number of activities (Mourão, 

2013). To begin with, the class listened to a reading of the picturebook 

before discussing their thoughts. Then, in small groups, students were 

given the picturebook in order to both read the text and look at the 

illustrations, and to decide if the latter supported or changed how they had 

interpreted words that they had initially only heard. Drawing on data from 

the lesson transcripts, students’ reflections and writings, Mourão (2013) 

concludes that students can appreciate the visual and establish its impact 

when word and image are seen together. Throughout the lessons, students 

interacted and negotiated meaning with fellow students and their class 

teacher, and Mourão (2013) emphasises the possibility of using 

picturebooks as an EFL resource successfully also with the older, 

secondary-aged language learner. However, Mourão (2013) stresses that 

teachers need to be taught how to stimulate critical reading of both 

modalities. 

Generally, the above studies explain how picturebooks offer 

opportunities for creative language acquisition, usage and productive 

thinking skills with secondary-aged learners for both ELT and literacy 

purposes. In return, this ensures that students, including those at a more 

advanced level, are engaged and motivated to complete various tasks 

linked to language learning skills, vocabulary development or cross-

curricular subject knowledge. What is striking is that despite the apparent 

positive contribution picturebooks can make in the ELT secondary 

classroom, there is, in fact, little research available, especially little current 

research. Mourão (2013) believes that possible reasons might be the 

established role of the coursebook in secondary language education and 

the opinion that a picturebook might be more suitable for a younger 

audience. Interestingly, emerging research with picturebooks in the 

secondary ELT classroom focuses on the use of picturebooks for subject 

teaching, such as intercultural learning or citizenship, rather than ELT. This 

is seen in studies by Heggernes (2019) who draws on picturebooks to 

establish how conversations can support intercultural learning and Yeom 
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(2019) who uses picturebooks to enable a discussion on ‘aspects of global 

awareness’ (2019, p. 1). 

 

3.2.6 Picturebooks in the adult language and literacy classroom 

The use of picturebooks with adult English language and literacy learners is 

discussed in only a few yet noteworthy studies. Bloem and Padak (1996) 

explain their interest in picturebooks to stem from the development of the 

genre. They suggest that the picturebook has moved from ‘simple to 

complex’ and from ‘childish to sophisticated’ (Bloem and Padak, 1996, p. 

49) with regard to both narrative and chosen themes. Furthermore, they 

consider that picturebooks and related activities offer a holistic approach to 

learning by combining reading with listening, speaking and writing. In 

Bloem and Padak’s (1996) view, the use of authentic children’s literature 

(including picturebooks) shows that teachers are developing the pleasure of 

reading in order to create an impact beyond the duration of an adult literacy 

and language course. Considering that the themes in picturebooks have 

continued to evolve as mentioned at the start of this chapter, their views 

undoubtedly still hold true.  

Classroom studies on the benefits of using picturebooks for adult 

literacy and English language learners focus on the level of language, the 

diverse range of topics and the practicality of the picturebook. Appelt 

(1985), for example, reflects on her teaching experiences in the US and 

considers the simplicity of language and structure to be an advantage for 

the adult English language learner. She insists that the key to proficiency in 

a second language is achieved not only through ‘purposive direct 

instruction’ (1985, p. 69) but also by increasing opportunities for learners to 

participate through reading and hearing and actively producing spoken and 

written language. Picturebooks offer these opportunities. Because of the 

wide range of topics presented in picturebooks, adult learners will more 

readily engage, express their interests or share past experiences. For these 

reasons, Appelt (1985) argues for the inclusion of picturebooks in the adult 

literacy curriculum in the US.  

Based in the US and also reflecting on her teaching experience, 

Sharp (1991) likewise believes that picturebooks are not only suitable for 
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children but are also appropriate for an adult literacy learner. Sharp (1991) 

explains that picturebooks in adult language and literacy classes should be 

presented as teaching materials for concerned parents or adults who want 

to enrich a ‘child’s learning experiences’ (1991, p. 217) and suggests that 

the shortness of the picturebook makes it easy to recall and engage in 

storytelling. Sharp (1991) believes that, as a result, adult learners feel 

confident and have a sense of achievement, which in return reduces fear 

and increases motivation for learning and reading.  

Like Appelt (1985), Sharp (1991) includes references to adult 

learners’ past experiences, which often determine learning needs and 

which can be considered a starting point for future learning. For this reason, 

involving adult literacy students in the selection of picturebooks can 

stimulate their memories and support motivation as their choices will be 

linked to childhood favourites from home or school. Finally, according to 

Sharp (1991), adults learn best for personal reasons and with the view of 

immediate application. With this in mind, Sharp (1991) gives adult learners 

the opportunity to simulate reading to a child by taking turns in reading the 

book out loud to each other. Both Appelt (1985) and Sharp (1991) are 

adamant that picturebooks must, however, be presented as material aimed 

at enriching the learning experience of the adult learner, rather than a 

resource for teaching the deficient or ‘incompetent learner’ (Sharp, 1991, p. 

216).  

 

3.2.7 Picturebooks in the tertiary ELT classroom 

Since picturebooks have been used in secondary and adult classrooms, it 

is not surprising that some scholars have suggested working with them at 

university level. A number of studies have emerged since the mid-1990s, 

especially from the tertiary Asian ELT classroom. Research from Singapore 

(Ho, 2000), Japan (Lazar, 2015) and Taiwan (Sun, 2015, 2017; Lee, 2015) 

is significant as it offers insights into the level of motivation, engagement 

and progress of the university student learning EFL with picturebooks.  

Viswat and Rowe (1995) contemplate the use of children’s literature, 

including picturebooks, with EFL university students and reiterate a point 

made by Beckman and Diamond (1984): children’s picturebooks offer a 
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necessarily low level of language difficulty but a high level of interest to the 

learner. Although picturebooks will hold the learner’s interest, it is the 

simplicity of the language, clarified by illustrations, that allows learners to 

complete a book in a foreign language and enjoy the feeling of success, 

which consequently encourages further language learning (Viswat and 

Rowe, 1995). Moreover, unlike texts in EFL textbooks, picturebooks offer a 

concise story with a narrative (Viswat and Rowe, 1995). According to 

Viswat and Rowe (1995), the story contextualises language and thus 

facilitates comprehension and engagement. They reach a similar 

conclusion as Appelt (1985), arguing that a combination of the features of 

children’s literature and picturebooks (shortness, simplicity of language, 

richness of themes) and the associated tasks (reading, writing, interpreting, 

contextualising) offer ways of facilitating language learning. Since Viswat 

and Rowe (1995), a few more picturebook-based studies focusing on the 

EFL university context have emerged, especially from Asian EFL university 

classrooms.  

In Singapore, Ho (2000) investigated the use of children’s literature, 

including picturebooks, amongst first-year undergraduate Chinese-

speaking students. After teaching a semester-long compulsory Intensive 

English class (n=60), which focused on grammar and the development of 

reading, writing, speaking and listening skills, Ho (2000) realised that the 

intensive nature of the course led to a repetition of tasks and texts. She 

wondered if children’s literature could offer an alternative to academic texts 

in order to develop oral skills and stimulate language learning based on 

themes and narratives. Over a span of three years, from 1996 to 1999, Ho 

(2000) taught a one-semester class to three different groups of students 

(total n=60) with an average age of 19 years. She progressed from 

picturebooks to children’s short stories in order to practise reading and 

pronunciation skills, to explore literary devices and to develop literary 

competence by discussing plots and story lines. Her communicative 

teaching approach stood in contrast to the teacher-led approach Chinese-

speaking students were accustomed to (Ho, 2000). However, when given 

the opportunity to discuss a text, first-year students did so with confidence 

as they had understood and were able to express their thoughts, something 
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she had previously not been able to achieve when using academic texts 

(Ho, 2000). Ho (2000) concludes that picturebooks are suitable for the 

university classroom as they offer an intellectual and linguistic challenge 

while remaining enjoyable.  

Lazar (2015) discusses the use of picturebooks in the intermediate 

(CEFR B-Level) EFL university classroom to expose students to authentic 

language, to provide room for engagement, interpretation and prediction 

and thus to further advance discussion skills. Following a small pilot study 

at a Japanese university, which involved participating in classes based on 

three different picturebooks, students’ comments and feedback indicate 

that they appreciated the communicative and imaginative environment 

created by the picturebook-related activities (Lazar, 2015). Lazar (2015) 

claims that the use of picturebooks as a teaching tool in the EFL university 

classroom recognises that students are multimodal readers who will draw 

on both text and illustration.  

Sun (2015) and Lee (2015) tried to determine whether picturebooks 

could stimulate English language learning and instil a pleasure in reading 

amongst undergraduate EFL students in Taiwan. According to Sun (2015) 

and Lee (2015), Taiwanese students are reluctant readers and consider 

authentic texts for the adult reader too challenging. As a result, their 

reading experience is based only on textbooks and EFL course materials 

(Lee, 2015). Sun (2015) carried out her research amongst first-year 

intermediate (CEFR B-Level) undergraduate students (n=25). Over a period 

of five sessions, her students participated in a lesson cycle which 

introduced them to the picturebook’s theme and established existing 

knowledge; this was followed by a silent reading phase and group literacy 

activities. Students were able to join the picturebook and theme selection 

process, an approach also suggested by Sharp (1991). Sun (2015) used 

observation, questionnaires, interviews, students’ work and discussions to 

analyse four aspects of engagement with picturebook use: behavioural 

engagement, social engagement during individual reading, cognitive 

engagement during set activities, and engagement in inferential thinking. 

Sun (2015) claims that results based on cognitive engagement showed that 

a strong interest in language learning existed, and deep critical thinking 
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was prompted in order to construct meaning. Moreover, Sun (2015) 

mentions students’ dedication to move beyond the requirements of the task 

by negotiating meaning, expanding upon it during discussions and using 

prediction to create, for example, multiple alternate endings. The inclusion 

of predictive and reflective tasks was well received by students as it 

furthered their creative (imaginative) skills development (Sun, 2015), a point 

previously raised by Beckman and Diamond (1984). Sun (2015) concludes 

that her research confirmed the positive contribution of picturebooks and 

associated tasks to the language learning and pleasure of reading of 

university students, and thus argues for the integration of picturebooks in 

higher education EFL instruction. 

In a similar context, Lee’s (2015) participants were first-year 

intermediate (CEFR B-Level) Taiwanese undergraduate students (n=39). 

During a 13-week course, students engaged in reading and discussing 

picturebooks and completing pre- and post-reading picturebook-related 

activities. Data was collected by means of a survey, and the results showed 

that students responded positively towards the picturebook choices, the 

related collaborative tasks, the room provided for creativity and the 

usefulness of picturebooks within language learning (Lee, 2015). Lee 

(2015) asked students to self-assess their skills and proficiency. The results 

reflect an improvement in students’ level of confidence and motivation for 

reading, an increase in their range of vocabulary and a greater proficiency 

in speaking skills. Lee (2015) concluded that the reading of picturebooks 

supported not only language learning but also enjoyment. Furthermore, 

picturebooks allowed students to engage and add past experiences (Lee, 

2015), a point also made by Ho (2000). Consequently, students might 

interpret books and themes differently; according to Lee (2015), teachers 

should embrace this unpredictable diversity rather than consider it a 

challenge to shy away from. Finally, Lee (2015) advises that use of 

picturebooks should be linked with tasks that promote art and drama, class 

discussions, collaboration and critical reflection. 

The third study is a further study by Sun (2017). Drawing on 

research showing the benefits of reading in L1 and L2 and its impact on 

vocabulary development, Sun (2017) assessed the contribution of 
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picturebooks to the vocabulary development of three groups (total n=80) of 

undergraduate EFL students with low- to intermediate-level English (CEFR 

A and B Level). Sun (2017) created pre-and post-tests for three different 

approaches: picturebook reading only (PRO), picturebook reading plus 

vocabulary instruction (PRVI) and picturebook reading plus reading-based 

collaborative output activity (PRCOA). Sun’s (2017) results showed that the 

highest immediate vocabulary retention of the target words was found 

through PRVI (94 per cent). A delayed post-test, a month later, showed that 

vocabulary acquisition and retention through picturebooks is possible with 

any of the three approaches (Sun, 2017). However, the highest rate of 

retention (61 per cent) lay in the PRCOA approach (Sun, 2017). Sun (2015) 

claims that this result shows that instruction provided by the teacher (PRVI) 

is less supportive of vocabulary learning than creative, collaborative tasks 

which promote discussions, negotiation and construction of meaning, and 

production of language in a group learning environment. 

Although nearly 20 years lie between the work of Viswat and Rowe 

(1995) and Lee (2015), Lazar (2015) and Sun (2015,2017), similarities are 

apparent regarding the motivational contribution (student engagement) 

picturebooks make to language learning in the university EFL classroom. 

The retelling of stories, the sharing of past experiences and the resulting 

group discussions based on picturebooks that have been read support the 

development of speaking skills, confidence and motivation; these are skills 

that primary English teachers in the Netherlands must improve upon 

(Geurts and Hemker, 2012). The picturebook-based role play mentioned by 

Sharp (1991) would support student teachers’ needs to see an immediate, 

practical link between the teacher education classroom and the PELT 

classroom. The fact that the use of picturebooks can stimulate learners to 

engage and participate in a mixed-proficiency class and can result in 

progress across a range of skills is relevant for primary teacher education. 

It shows that picturebooks can successfully stimulate not only young 

English learners but also secondary learners, who are often only a year 

younger than first-year student teachers in the Netherlands.  
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3.2.8 Picturebooks in the pre-service primary teacher classroom 

The section will review several studies which have included picturebooks in 

primary pre- and in-service teaching education. The first study is by 

McNicholls (2006), who designed a children’s literature-based syllabus for 

third-year primary student teachers specialising in foreign language 

teaching at a Spanish university. The objective was to combine language 

and literature to further student teachers’ ELT skills and raise their B1 

proficiency level. McNicholls (2006) hoped to achieve a meaningful syllabus 

by presenting student teachers ‘with a broad package including an 

introduction to English children’s literature, its potential application in the 

context of English language teaching and its use as a vehicle for furthering 

teacher learners’ knowledge of English’ (2006, p. 73). The weekly lesson 

time for this semester-long course was three hours, during which student 

teachers were presented with a number of children’s literature genres, such 

as nursery rhymes, fairy tales, picturebooks, verses, short stories and 

novels (McNicholls, 2006). Course evaluations were positive and reflected 

an awareness of the use of children’s literature with young learners 

(McNicholls, 2006). Although no formal post-intervention language 

assessment took place, self-assessments indicated that student teachers 

felt the course had improved their listening and reading skills and had 

provided an incentive for improving their writing and speaking skills 

(McNicholls, 2006).  

The increased demand for skilled English primary teachers in 

Germany led Martin (2006) to develop an innovative English programme for 

a primary teacher education institute in Rhineland-Palatinate. The newly 

designed programme consisted of ten courses, each of which ran for the 

duration of one semester. Over a span of five years, this teacher education 

programme allocated 210 hours to the teaching of ELT skills, proficiency, 

applied linguistics, cultural studies and children’s literature. The course on 

children’s literature included poems, picturebooks, storytelling, comics and 

the history of children’s literature. The aim was to encourage student 

teachers to develop an interest in the use of children’s literature for primary 

English teaching purposes and an understanding of how to use children’s 

books, and to show them how to select suitable books and develop 
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accompanying materials (Martin, 2006). Student teachers’ written 

evaluations for this particular course were positive but expressed a desire 

for practicality and a clear link between ELT skills and their future 

classroom (Martin, 2006). Furthermore, they questioned the need to learn 

about authors and the history of children’s literature as they considered it 

unnecessary. Martin concedes that she was ‘not always able to convince 

teacher learners [student teachers] of the need for acquiring theoretical 

knowledge as a sound basis for future didactic decisions in the classroom’ 

(2006, p. 96).  

When Martin was confronted by student teachers requesting only 

practical book-related teaching ideas suitable for primary children, she 

challenged them by pointing out that lack of theory might reduce their 

autonomy and confidence and result in ‘monkey teachers who just copy 

what they have seen’ (2006, p. 96). Martin (2006) wonders whether low 

self-esteem amongst student teachers lies behind this need for a scaffold 

provided by ready-made teaching materials.  

Motivated by an interest in the use of storytelling in primary teacher 

education, Mattheoudakis, Dvorkova and Lang (2007) aimed to establish 

whether story-based content could be added to their existing syllabi for the 

teaching of foreign languages to young learners. This study took place in 

pre-service teacher education programmes across three countries: the 

Czech Republic, Hungary and Greece. Small groups of student teachers 

were asked to select a picturebook, design a 45-minute lesson for young 

learners and present it to their fellow student teachers. The lesson plan had 

to address a number of criteria, such as demonstrating storytelling 

techniques and establishing a link between theory and practice 

(Mattheoudakis et al., 2007). By means of lesson observations and student 

teachers’ critical self-reflections, Mattheoudakis et al. (2007) concluded that 

the outcomes varied significantly between the three countries and that the 

language learning experience and educational background of student 

teachers must be considered by teacher educators. Greek student 

teachers, for example, were only used to traditional teaching methods. 

Whereas Czech student teachers were able to offer numerous cross-

curricular links, this proved to be a challenge for the Hungarian and Greek 
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student teachers (Mattheoudakis et al., 2007). The Hungarian student 

teachers also faced difficulties adopting a slower reading pace and using 

clear and loud pronunciation, and they generally expressed concerns 

regarding their level of proficiency. Greek student teachers, however, who 

encountered issues while storytelling, were oblivious to the need to improve 

their linguistic skills. Finally, when it came to encouraging the engagement 

and participation of the young language learner, the Czech student 

teachers did not encourage any participation. On the other hand, Hungarian 

student teachers invited children to participate by repeating a rhyme, but 

unfortunately, their insufficient language skills resulted in a failed attempt 

(Mattheoudakis et al., 2007).  

Generally, Mattheoudakis et al. (2007) found that student teachers 

found performing in front of the adult student teacher audience a challenge. 

The participating student teachers also faced difficulties in preparing a 

story-based EFL lesson, and although the approach was considered 

rewarding, preparation was rated as very time consuming (Mattheoudakis 

et al., 2007). According to Mattheoudakis et al. (2007) the findings indicate 

a lack of teaching practice and experience with young language learners. 

Moreover, they believe that the non-use of picturebooks in the young EFL 

classroom is linked to student teachers not being aware of the value of 

picturebooks for young language learners (Mattheoudakis et al., 2007). The 

researchers conclude that student teachers would benefit from greater 

exposure to watching examples of teachers using story telling techniques to 

have a model and gain greater understanding of the task.  

Like Mattheoudakis et al. (2007), Larssen (2015) asked student 

teachers to prepare an observed primary EFL lesson, but she took another 

approach. Based on a Lesson Study Cycle, primary student teachers, 

supervised by mentors (experienced class teachers), planned, taught, 

analysed, revised and re-taught a picturebook-based lesson in a Grade 2 

EFL classroom in Norway. The mentors had never engaged in the use of 

picturebooks for language learning purposes and were generally less 

concerned about practical language teaching issues, such as timing of 

tasks (Larssen, 2015). After the first cycle of teaching, student teachers and 

mentors agreed that changes were required. Firstly, student teachers 
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needed to bring the book alive through intonation and gestures in order to 

support young language learners (Larssen, 2015). Secondly, the number of 

comprehension questions needed to be reduced to create a faster pace, 

which would aid the more advanced learners (Larssen, 2015). The second 

attempt was received more positively by both the mentors and the class. 

The children seemed to be more engaged due to the greater story flow 

achieved by fewer interruptions (comprehension questions), more gestures, 

stronger intonation and greater dramatisation (Larssen, 2015). Student 

teachers concluded that the effective use of picturebooks in the young EFL 

classroom was more ‘complicated’ than expected (Larssen, 2015, p. 102) 

and confirmed that conducting the class in the target language required 

practice to speak in a way which was conducive to language learning 

(Larssen, 2015).  

During discussions following the second teaching cycle, the mentors 

claimed that although they used picturebooks in L1 and possessed the 

necessary English language skills, they had not considered using 

picturebooks in L2 as they considered the language in authentic 

picturebooks too difficult (Larssen, 2015). However, the experiment, which 

had allowed them to observe a picturebook-based EFL lesson and 

experience the children’s positive feedback, had changed their minds 

(Larssen, 2015). In these mentor meetings, student teachers questioned 

the need to focus on a language learning objective, such as vocabulary 

learning, and argued that the lesson could be simply for motivational 

purposes to further reading for enjoyment (Larssen, 2015). Eventually, both 

mentors agreed that instilling an enjoyment of reading could also be 

considered a lesson objective (Larssen, 2015).  

A more recent example is provided by Narančić Kovač (2016). She 

gives an overview of a primary teacher education programme at the 

University of Zagreb, which includes a strong focus on picturebooks 

throughout the five years of study. She emphasises that student teachers 

must be able to select picturebooks which support young learners’ 

language learning and should also be able to apply necessary related 

teaching techniques in the classroom. She argues that teacher education 

has three main responsibilities to fulfil in order to support the student 
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teacher in teaching young English language learners by means of 

picturebooks. Firstly, student teachers must gain knowledge about the 

picturebook genre; secondly, they must be able to evaluate and select 

suitable picturebooks for teaching purposes; and thirdly, they must learn 

how to use a picturebook successfully for ELT purposes. During the first 

two years, student teachers on the programme are exposed to large 

numbers of picturebooks from only the reader’s point of view. Narančić 

Kovač (2016) suggests that this approach increases the student teachers’ 

confidence and allows them to draw on personal learning experiences 

when learning how to teach with picturebooks in the young EFL classroom. 

Confidence is key to educating teachers who will be creative and 

demonstrate effective language teaching techniques; however, newly 

qualified teachers often lack confidence, are not inventive and thus keep to 

set teaching tasks (Narančić Kovač, 2016). Ultimately, she considers a 

future of foreign language teaching without picturebooks inconceivable and 

stresses the importance of achieving a balance between theory and 

practice during teacher education to ensure sufficient competencies 

(Narančić Kovač, 2016). 

 

3.2.9 Picturebooks in the in-service primary teacher classroom 

In this section, I would like to present five studies which illustrate efforts and 

reasons to include picturebooks in ELT in-service education. These studies 

add a different angle as the participants are qualified teachers and thus add 

to the comprehensiveness of this literature review. The first two in-service 

studies (Hall, Yamazaki, Takahashi and Ishigame, 2012; Kochiyama, 2016) 

took place in Japan and investigate the inclusion of picturebooks as a 

response to the government’s mandatory introduction of ‘English activities’ 

at upper elementary school (Grades 5 and 6) in 2011. In the third study, 

teacher educator Vojtkova (2006) reflects on results from her in-service 

courses with picturebooks, which took place in the Czech Republic. The 

fourth study presents an overview of The Story Reading Project, a US-

based ELT short course for Korean primary teachers run by Tibbitts and 

Pashby (2014). The final study discusses the results of an in-service course 
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run by Ellis and Read (2015) for the British Council in Paris, which included 

picturebooks.  

In 2008, the Japanese government announced that by 2011, primary 

teachers needed to include weekly English-based activities for children in 

the upper elementary levels (Hall et al., 2012; Kochiyama, 2016). This 

announcement was met with ‘uneasiness’ (Hall et al. 2012, p. 204) by many 

primary teachers, and solutions such as the inclusion of picturebooks were 

proposed. Hall et al. (2014) describe a collaborative project between 

primary teachers from Fuzoko Elementary School and a small project team 

formed of English language teacher educators from Iwate University and 

members of the university’s picturebook project, called Working with Picture 

Books (WPB). The collaborative project was divided into a number of 

stages and took place during the two-year transition period before 2011. 

The school had an English curriculum, which centred on offering children 

activities they would enjoy in order to foster a positive attitude towards 

speaking English. However, the focus of their lessons, which was ‘learn a 

phrase, practise the phrase, play a game using the phrase’ (Hall et al., 

2012, p. 206), was considered too limited by the school and thus led to their 

interest in picturebooks. In the first stage, the university’s project team 

focused on creating teaching materials. They selected four picturebooks 

suitable for different primary levels, simplified the language and edited 

when necessary to create more dialogue. The illustrations were then 

enlarged to A3 to ensure that children in classes with up to 40 children 

could see them. Finally, the new text was added to the back of each 

illustration. In addition, the team produced audio recordings of each book to 

help teachers practise reading aloud. The next stage consisted of running 

two workshops for the teachers, which focused on lesson planning and 

reading aloud. The practice stage took place in 2009, and teachers 

together with assistant language teachers completed their picturebook-

based EFL lessons. According to Hall et al. (2012) teachers followed the 

recommended pre-, while- and post-storytelling format and added familiar 

games. The university team gathered feedback from the children (n=289) to 

discover what had helped them understand the story. Results showed that 

55 per cent of the children mentioned the pictures, 46 per cent claimed they 
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heard words they knew, 44 per cent referred to the teacher’s expressions 

and 35 per cent mentioned the teacher’s intonation. Although 37 per cent of 

children admitted they did not completely understand the English, they 

were able to follow the general idea of the story. Their responses reflect the 

efforts made by the teachers to aid comprehension without translating into 

Japanese. Hall et al. (2012) also asked if they understood the story and if 

they found it interesting (n=288). In response, 49 per cent said they 

understood it well compared to 12 per cent who said they did not 

understand it well or at all (2 per cent). When asked whether they found the 

story interesting, 63 per cent of the children said they did, compared to 13 

per cent who did not find it interesting. The results confirmed Hall et al.’s 

(2012) content focus on visual literacy and read-aloud techniques.  

After the practice stage, the project moved into the diffusion stage, 

and teachers began to include picturebook-based EFL activities 

independently. Unfortunately, teachers expressed concerns regarding the 

heavy workload when preparing a picturebook-based PELT lesson. To 

support teachers, Hall et al. (2012) offered them ready-made materials. 

This raises the question of whether teachers can acquire ELT skills to work 

efficiently and autonomously with picturebooks in two sessions. Besides the 

possible issue of copyright violation, this approach was labour- and 

knowledge-intensive and might simply have been overwhelming.  

The second study from Japan also deals with proposing 

picturebooks as a solution for the mandatory English activities. Kochiyama 

(2016) gave a pilot lesson to a group of 18 teachers who, within their remit, 

teach children in upper elementary (Grades 5 and 6) and lower secondary. 

During this lesson, Kochiyama (2016) explained the benefits of teaching 

English with picturebooks and shared a number of read-aloud tasks. After 

the 90-minute lesson, Kochiyama (2016) asked participants to complete a 

short questionnaire (six questions) in order to gauge their perception of 

teaching English by means of picturebooks. I would like to highlight a 

number of these questions and responses as they offer insights into pre-

existing knowledge of teaching English with picturebooks. They also offer 

an indication of what kind of content an in-service course for these teachers 

would require. The results showed that 16 teachers agreed that they would 
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be interested in teaching English with picturebooks, and only two were 

unsure. Generally, teachers (n=14) believed that picturebooks were 

suitable for English lessons. When asked what benefits they could see, 

most teachers referred to the development of listening skills, reading skills 

and vocabulary. Only six teachers mentioned speaking skills. The benefit 

most often mentioned by teachers was learner motivation. In this 

questionnaire, Kochiyama (2016) also tried to gain insight into how 

teachers would select a picturebook for their lessons. Teachers 

predominantly made their choice based on vocabulary and length of the 

story. Interestingly, the plot was more important than the illustrations. 

Considering that illustrations are often drawn on to stimulate discussion in 

the PELT classroom, this choice might explain the lower scores for 

speaking skills development. Moreover, only four teachers mentioned that 

the visual side of a picturebook could support language learning, which 

indicates a gap in the teachers’ ability to draw on visual literacy to support 

language learning. Finally, one point that stands out is that only six 

teachers would take children’s preferences into account. This top-down 

approach contrasts with the approach promoted by Sharp (1991), Appelt 

(1985) and Sun (2015) who believe it to be motivational to involve learners 

in the book-selection process (see 3.3).  

The third study is by teacher educator Vojtkova (2006), who 

designed and ran both pre- and in-service sessions for Teachers of English 

to Young Learners (TEYL) in the Czeck Republic. Her sessions centred on 

developing the ‘whole personality of a child’ (Vojtkova, 2006, p. 109) and 

were based on the idea that the stories in picturebooks supported this 

objective. Vojtkova (2006) noticed that although in-service primary teachers 

enjoyed participating in her programme based on the use of stories and 

picturebooks, they did not continue to use them effectively in their own 

English language teaching. To discover possible reasons for this, Vojtkova 

(2006) administered a questionnaire amongst teachers participating in her 

in-service classes; 52 secondary teachers and 22 primary teachers 

completed the questionnaire. Results showed that teachers enjoyed the 

motivational aspect of using stories and were aware of their value when 

teaching listening and reading skills to young English language learners. 
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However, the results also revealed the dependence of teachers on ready-

made materials to support picturebook-based lessons. Teachers explained 

that one of the reasons for not drawing on picturebooks for language 

learning purposes was a lack of supporting materials (Vojtkova, 2006). 

Once again, as with Hall et al. (2012), materials become an issue.  

Vojtkova (2006) claims that primary teachers need a pre-service 

English teacher education programme which teaches them how to select 

stories suitable for language learning purposes and to design suitable 

tasks. In addition, they need support from the school management and 

flexibility within the curriculum to support a story-based approach. Vojtkova 

(2006) claims this is essential as a more holistic approach is required when 

using picturebooks in language teaching. Teachers must make cross-

curricular links and further cultural awareness alongside reading and 

storytelling (Vojtkova, 2006). Vojtkova (2006) therefore argues that training 

in teaching young learners through stories must be included in pre-service 

teacher education.  

The fourth study looks at a US-based four-week training programme 

for in-service primary teachers teaching in South Korea, called The Story 

Reading Project. The groups of teachers ranged from 20–45 teachers, and 

prior to arriving in the US, they completed six months of studying English 

language and ELT skills at a Korean university. The purpose of The Story 

Reading Project was to raise the ELT skills, language proficiency and 

confidence level of the Korean primary teachers (Tibbitts and Pashby, 

2014). Tibbitts and Pashby (2014) visualised the needs of non-native in-

service primary English language teachers participating in a four-week 

course as a means to develop their ELT skills, English language skills and 

confidence. Figure 3.1 shows that all three elements are intertwined, thus 

confirming the interconnectedness of these skills as previously discussed in 

2.2.5.  
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Figure 3.1: Needs of Primary English Language Teachers in Short-Term 

Programmes (Tibbitts and Pashby 2014, p. 220) 

 
 

Tibbitts and Pashby (2014) chose picturebooks as their core 

teaching materials, considering the picturebook to be a flexible tool which 

could be adapted to a wide range of teaching contexts. Moreover, with its 

authentic use of language, it created ‘a variety of actions, reactions, and 

interactions’ (Tibbitts and Pashby, 2014, p. 224), which in turn encouraged 

language use, engagement, creativity and a feeling of empowerment. Their 

training programme was underpinned by a framework of four key 

components: project-based learning (PBL), communicative language 

teaching (CLT), independent language learning through ‘reflection, practice 

and repetition’ (2014, p. 221) and the building of a community of teachers 

by creating a learning environment of interaction and feedback amongst 

practitioners. Tibbitts and Pashby (2014) describe these core elements of 

their course as ‘layers’ (2014, p. 222) which collaborate rather than as a 

progression from one step to another. Participants participated in lectures, 

workshops and off-site classroom visits. The workshops combined the 

objectives of improving participants’ ELT skills and language proficiency by 

letting participants experience the picturebook content as both a learner 

and a teacher (Tibbitts and Pashby, 2014). During the course, Tibbitts and 

Pashby (2014) used sets of reflective questions to offer participants 
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guidance when learning skills such as reading aloud or developing 

materials and paid close attention to modelling effective feedback to 

encourage participants to follow suit. 

In the last week of the course, every participant performed a read-

aloud of their chosen picturebook, developed an outcome for a target 

learner, shared created additional materials and submitted a CLT-based 

lesson plan. According to Tibbitts and Pashby (2014), the participants’ 

feedback on The Story Reading Project programme was positive. The 

Korean primary teachers perceived an improvement of, for example, their 

vocabulary, intonation or pronunciation skills. They enjoyed the freedom 

they were given and reported that although the work had been challenging, 

they had felt scaffolded throughout. Tibbitts and Pashby (2014) confirm 

feedback by participants relating to an increase in confidence. They agree 

that they observed a growth in confidence during discussion and 

presentations. Generally, Tibbitts and Pashby (2014) consider that the 

attractiveness of this project for participants lies in the fact that it addresses 

both their intrinsic and extrinsic motivation and that it supports the 

development of material they can immediately apply in their classroom.  

The fifth and final study I would like to consider here is based at the 

British Council in Paris, where Ellis and Read (2015) ran a one-week taught 

course for in-service primary teachers from 1994 to 2014. Over the years, 

Ellis and Read (2015) assessed the needs of the participating primary 

teachers; the findings revealed that teachers were unsure how to develop 

oral and aural skills, they had little knowledge of how children learn a 

foreign language, and they lacked confidence to teach English. Teachers 

expressed familiarity with coursebooks and showed an interest in learning 

about different ELT resources. The aim of this course was, therefore, to 

inspire and explore new teaching ideas in primary English language 

teaching and at the same time to develop skills and confidence (Ellis and 

Read, 2015).  

Ellis and Read (2015) based their course on the story-based 

methodology by Ellis and Brewster (1991, 2014) and developed a set of 

accompanying principles to underpin the course. They drew on a range of 

teaching materials, such as songs, rhymes and picturebooks. The session 
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on picturebooks taught teachers how to select, plan and teach a 

picturebook-based EFL session. Ellis and Read (2015) identified four 

salient features of the course which contributed to its success: relevance of 

the course content; a balance of theory, practice and reflection; 

opportunities for formal and informal learning; and a course delivery which 

reflects a suitable classroom practice. 

Ellis and Brewster’s story-based methodology (1991, 2014) has 

been seminal in offering a structure to picturebook-based EFL lessons and 

has contributed to the syllabus design for the 13-week intervention course 

which lies at the heart of this PhD. This methodology consists of a three-

stage cyclical framework, which was originally adapted from the 

High/Scope framework. The High/Scope approach and framework was 

developed by psychologist David Weikart (1931-2003) in the early 1960s in 

response to the low success rates of high school students studying in the 

poorest neighbourhoods of Ypsilanti in Michigan (USA) (Hohmann and 

Weikart, 1995; Hohmann, Epstein and Weikart, 2008). The approach is 

built on the belief that academic success can be achieved by adequate 

preparation and presence of educational opportunities in the early stages of 

education.  

The High/Scope approach is anchored in constructivism (Hohmann 

and Weikart, 1995), described as a theory of learning where new 

knowledge is created through a synergy of existing knowledge and beliefs 

and past encountered ideas and knowledge (Richardson, 2003). The 

High/Scope approach was thus built on key constructivist and socio- 

constructivist learning theories by Jean Piaget (1896–1980), John Dewey 

(1859–1952) and Lev Vygotsky (1896–1934), which promote learning 

through the interaction of experiences and ideas (Piaget, 1923), learning by 

inclusion of realistic and practical classroom activities (Dewey, 1956) and 

learning through socio-cultural interactions (Vygotsky, 1978).  

The High/Scope framework consists of four key elements which are 

interaction between adult and child, learning environment, daily routine, 

which includes the Plan-Do-Review cycle, and assessment to support 

active, participatory learning (Hohmann and Weikart, 1995; Hohmann et al., 

2008). The key components of the framework such as adult-child 
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interaction, learning environment and daily routine contribute to active, 

participatory learning which Hohmann and Weikart (1995) define as 

children learning concepts, forming and creating their ideas though their 

own initiative to, for example, move, search, listen or feel within a social 

context. The framework is underpinned by the belief that active learning, 

the idea that children need to immediately experience in order to learn and 

form their own ideas, is key to developing a child to his or her full potential 

(Hohmann et al., 2008). In line with Vygotsky (1978) the High/Scope 

framework promotes the idea that learning is a form of social interaction 

between children and adults (Hohmann et al., 2008). It aims to create a 

flexible and challenging way of learning, which encourages children to 

develop interests and offers learning experiences that children can build on, 

relate to and apply in the future (Hohmann et al., 2008). The emphasis 

remains, influenced by Dewey (1956), on active engagement in realistic 

experiences and materials and a drive to achieve empowerment of the child 

through engagement, of the parent though involvement and the teacher 

through a supportive curriculum (Schweinhart and Weikart, 1993).  

I would now like to return to Ellis and Brewster (1991, 2014) and 

their model which comprises three components of preparing and teaching a 

story-based EFL lesson: Plan, Do and Review (see Figure 3.2). Each of 

these components refers to one of the three stages of a story-based 

lesson: pre-reading (Stage 1: Plan); while-reading (Stage 2: Do); and post-

reading (Stage 3: Review). The three stages in turn are framed by moments 

of reflection and experimentation. The model draws on the pre-, while- and 

post- cycle, also referred to as the before-, during- and after-cycle, which is 

frequently used for reading in ELT (Richards and Lockhart, 1996). 

According to Richards and Lockhart (1996), the origin of this cycle can be 

found in work by Barr, Clegg and Wallace (1981) on advanced reading 

skills.  

The underlying purpose of this framework is to educate primary 

English teachers to apply a structure to their picturebook-based EFL 

lessons, which will offer young language learners a well-defined sequence 

of outcomes for each of the three reading stages. It can be used to plan a 

series of picturebook-based lessons or a one-off lesson. 
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Figure 3.2: Framework for a Story-Based Methodology (Ellis and Brewster, 

2014, p. 22) 

 
The Plan-Do-Review framework is supported by a number of guiding 

principles, established to ensure that the designed course addresses 

certain challenges, such as the diverse backgrounds and the needs of 

primary English teachers (Ellis and Read, 2015). Firstly, the guiding 

principles include the importance of discovering the teacher’s beliefs and 

knowledge; this establishes a shared starting point for new learning and 

serves to engage and empower the teacher within the new learning 

community by recognising their existing knowledge and understanding 

(Ellis and Read, 2015). Secondly, there is a focus on creating a cycle of 

input, practice and reflection to ensure that teachers can understand, 

analyse and evaluate various classroom techniques and develop critical 

awareness to help monitor and improve upon their own performances (Ellis 

and Read, 2015). Thirdly, there is the key aspect of keeping the learning 

experience and input manageable and realistic by focusing on developing 

the three elements (plan, do and review) of the model (Ellis and Read, 

2015).  

Several similarities can be found between these guiding principles 

and five key concepts of constructivist pedagogy listed by Richardson 

(2003), which contribute to methods, activities and approaches grounded in 

the constructivist theory of learning. These include a focus on and respect 

for the student’s background; the development of dialogue to create and 

share understanding; the intentional or unintentional addition of knowledge 
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by exploration of personal references; opportunities to engage students in 

establishing, challenging and adding to prior understanding; and belief in 

the need for development of self-reflection on students’ knowledge and 

learning. Ellis and Read (2015) stress the importance of establishing 

students’ beliefs and understanding, of focusing on learning together to 

share and create understanding and of providing opportunities to engage 

and reflect. By adopting this holistic approach, which takes student 

teachers’ beliefs, experience and emotions into account, the teacher 

educator is giving a greater importance and a participating role to the 

student teacher (Beck and Kosnik, 2006). Consequently, student teachers 

are offered opportunities to reflect, progress and express their ideas and 

beliefs, aspects that a number of studies (Lundberg, 2007; BIG Kreis, 2015; 

Kourieos, 2013, 2014) have advocated in order to improve student 

teachers’ teaching skills. Ultimately, the choice of the Plan-Do-Review 

model also supports the High/Scope aim of empowerment (Schweinhart 

and Weikart, 1993).  

To summarise, Ellis (2006) argues that developing primary English 

teachers must be guided and scaffolded to ensure that story-based EFL 

lessons for young learners are effective rather than a ‘haphazard collection 

of unrelated activities with no systematic, conceptual, cognitive or linguistic 

development’ (2006, p. 98). The review of the key features of the 

picturebook and the various studies, including picturebooks in the 

secondary and tertiary literacy and ELT classrooms, has illustrated the 

benefits and opportunities the picturebook can offer. The story-based 

methodology, together with its guidelines, can support the design of a 

practical course which will give pre-service student teachers a structured 

foundation to develop picturebook-based EFL classes while interacting and 

exchanging beliefs and experiences. In order to ensure that the content of 

such a practical course remains anchored in the literature, a review of the 

essential skills for PELT with picturebooks is necessary.  

 

 Essential skills for PELT with picturebooks 

The question of the course content leads to the question of the required 

skill set for teaching young language learners by means of picturebooks. 
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This section, therefore, reviews the literature in order to establish which 

skills are considered essential for teachers mediating picturebooks in ELT 

successfully.  

 

3.3.1 Selecting picturebooks 

During Larssen’s (2015) Lesson Study Cycle, student teachers commented 

on the importance of selecting a suitable picturebook which was 

appropriate for the students’ age and language level. Hughes (2010) 

specifies that teachers must be able to identify picturebooks that are 

suitable for a particular class, from both a linguistic and a cognitive level. 

They must also ensure that book choices meet cultural and age-related 

needs and interests and thus support language acquisition of the learner 

regardless of age or ability (Hughes, 2010). Moreover, teachers must be 

able to detect suitable language chunks and the repetition of expressions 

and structures within the story, which will allow children to join in the 

storytelling process and thus support language learning through repetition 

(Hughes, 2006; Linse, 2007). The selected picturebooks should also 

provide room for cross-curricular purposes (Hughes, 2006) or CLIL 

purposes, something which is frequently stressed by teacher educators 

(Ellis and Brewster, 2014; Ghosn, 2002).  

Over the years, attempts have been made to offer frameworks for 

selecting picturebooks for ELT purposes. These frameworks aim to offer a 

starting point to enable primary teachers and student teachers to feel 

confident and knowledgeable when selecting picturebooks for PELT 

purposes. For example, the seminal work by Ellis and Brewster (1991) 

includes a detailed framework to support the selection process based on 

three objectives of language teaching: linguistic, psychological and cultural. 

The objectives covered nine criteria, including level, pronunciation, content 

and participation, and each objective spanned across multiple criteria (Ellis 

and Brewster, 1991). By 2014, the model had evolved. Two additional 

objectives had been added, cognitive and social, and these included new 

criteria such as global issues, values and educational potential (Ellis and 

Brewster, 2014).  
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Tibbitts and Pashby (2014) describe how they pre-selected 

picturebooks for primary teachers participating in The Story Reading 

Project to choose from to develop a picturebook-based EFL lesson. Their 

approach is straightforward and practical and appears to be guided by 

instinct and experience. They explain that they chose picturebooks which 

they considered visually engaging, culturally enriching and suitable for 

elementary students. Furthermore, they looked for vocabulary represented 

in illustrations and vocabulary that was of interest for ‘frequency or idiomatic 

reasons and is suitable for pronunciation practice’ (Tibbitts and Pashby, 

2014, p. 224). Generally, Tibbitts and Pashby (2014) explain that they 

considered the length of a picturebook and avoided picturebooks which 

were too long, included nonsensical words, rhymed or were complex in 

grammar.  

Recently, Eisenmann and Summer (2020) have proposed three 

criteria to guide the process of book selection (all genres) for ELT 

purposes. Their framework is divided into authentic features (dealing with 

content, language and multimodality); descriptive features (reading context, 

length and format); and pedagogical features (tasks and activities). While 

the criteria might be debatable (for example, multimodality as an authentic 

feature is a vague concept), the following points are of interest. Eisenmann 

and Summer (2020) draw attention to the fact that selecting literary texts 

based on their popularity or the availability of ready-made teaching 

resources is not a suitable approach as popularity does not equal quality. 

They consider that the learners, their age, level and interests must stand 

central as reading should contribute to the ‘learners’ development of 

communicative and intercultural competences’ (Eisenmann and Summer, 

2020, p. 65).  

One other approach to selecting picturebooks is presented by 

Larragueta and Ceballos-Viro (2018), who focused on discovering which 

picturebooks would be suitable for vocabulary acquisition. Larragueta and 

Ceballos-Viro (2018) collected their data in a class of 22 pre-primary and 

primary English language learners aged 3 and 4, who attended a bilingual 

school in Madrid, Spain. Based on their results, they propose selection 

criteria which take into account the complexity of text and illustrations. Their 
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criteria include selecting picturebooks with up to three visible elements per 

page, which are clearly distinguishable from the background, and with text 

which consists of up to seven words per sentence. Larragueta and 

Ceballos-Viro (2018) believe that the shortness of words and the overall 

length of a picturebook might also influence vocabulary acquisition and thus 

they recommend further research.  

 

3.3.2 Reading words and images 

The combination of verbal and visual literacy in the use of picturebooks 

supports the idea of a holistic (all-skills) approach to language learning, a 

point previously raised by Bloem and Padak (1996) and echoed by Hughes 

(2006). Primary English teachers need to recognise how illustrations can be 

used to help simplify or explain selected language or grammatical 

structures (Enever, 2006b). Auditory language learning, especially, can 

prove difficult and so the illustrations in the context of a story add meaning 

and support comprehension and language learning (Klippel, 2004). Both, 

Klippel (2004) and Birketveit (2015) recognise the value of visual literacy 

and stress the importance of teaching the reading of images to young 

language learners in order to support the interpretation of text.  

To do so, however, teachers must be able to read images, recognise 

the possibilities a postmodern picturebook can offer, be knowledgeable in 

order to scaffold discussions, create challenging and empowering writing 

tasks and give importance to teaching ‘reading for pleasure’ (Serafini, 2009; 

Pantaleo, 2014). As Nodelman (1988) in his work on words and pictures in 

picturebook believes, children need to be educated on the underlying 

structures of how stories are told in word, in pictures and in word and 

pictures together. In his view, this involves developing a curious mind-set 

which is conscious of visuals having multiple meanings and teaching 

children about symbols, codes and relationships between pictures and 

words.  

Frameworks by Moebius (1986) and Bang (1991) as presented in 

3.2.3 can offer support. However, Serafini (2009) argues that teachers can 

only support children in creating meaning from the images once they have 
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learned how to do so themselves. The implications of this possibly obvious 

point are nevertheless important for any teacher education course.  

 

3.3.3 Developing materials  

Vojtkova (2006) states that primary teachers need a pre-service teacher 

education which teaches them how to design tasks and materials in order 

to successfully teach English by means of picturebooks to young learners. 

Likewise, Martin (2006) believes it is key to create an understanding 

amongst primary English (student) teachers of why materials development 

is a necessary skill to acquire. However, the literature focuses more on the 

possible teaching ideas, activities and tasks that can be developed when 

creating picturebook-based EFL lessons than on identifying specific skills 

when developing or adapting picturebook-based materials.  

Block (1991) suggests three reasons to encourage teachers to 

develop their own materials, which could offer a good starting point. The 

first reason is ‘contextualisation’; this means the teacher can develop 

materials with ‘real’ (Block, 1991, p. 213) examples which connect to the 

child’s life, interests and environment in order to facilitate the use of certain 

language structures. The second reason is ‘timeliness’; this refers to the 

need to create materials which are current and up-to-date in order to create 

a meaningful language learning experience (Block, 1991). The third reason 

is the ‘personal touch’ that teachers offer students when designing their 

own materials. It shows that they have tried to be creative and move 

beyond the coursebook in order to engage and stimulate language 

learning. According to Block (1991), students often appreciate these 

additional efforts made by the teacher.  

Ellis and Brewster (2014) include detailed story notes, with materials, 

for 12 picturebooks to ensure teachers can teach a successful story-based 

EFL lesson. These notes and materials scaffold the teacher and fulfil the 

role of teaching by example, with the objective that the more proficient and 

confident teachers becomes, the more autonomous they can be in 

developing suitable materials (Ellis and Brewster, 2014). Learning by 

example can help the student teacher to gain confidence in adapting 

materials.  
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I would like to add two final points which support a focus on 

materials development in teacher education. First, Tomlinson (2013) 

explains that the inclusion of materials development offers the opportunity 

to make theory relevant and develop practical skills. Next, Graves and 

Garton (2019) explain that teachers’ use and approaches to materials is 

influenced by their beliefs, education and experiences; teachers may not 

always realise this. As such, teachers need to be challenged to understand 

in order to ‘change their practice to align with principles of effective 

language learning’ (2019, p. 424).  

 

3.3.4 Teaching approach  

Ideally, teaching materials should promote a CLT environment which is 

conducive to teaching young learners (Ur, 2012). The use of the 

picturebook in a CLT environment with collaborative tasks signals a move 

away from the traditional frontal, teacher-led teaching approach. Tibbitts 

and Pashby (2014) explain that whereas CLT might be recognised in the 

literature, primary teachers might not be familiar with it. As a result, they 

must be given the opportunity to experience CLT in order to include it in 

their teaching style. Young language learners will require support to 

achieve set tasks. Consequently, student teachers will need to learn how to 

scaffold the young learner in a way which supports language learning but 

which also provides room for children to discover the language and make 

mistakes (Klippel, 2004). Moreover, Mourão (2014) and Hughes (2010) 

stress the importance of teaching teachers to provide children with time for 

thinking so that children can interpret the story with its words and 

illustrations, exchange ideas and tell the story in the way they have 

understood it.  

This move towards a non–teacher-centred approach also raises the 

importance of primary English teachers recognising the varied and 

changing roles they might take on in the interactive classroom. They might 

be taking on the role of a guide, facilitator and observer (Borg et al., 2014); 

or they may assume the role of a mediator, particularly when interpreting 

and discussing text and images (Sheu, 2008). Ultimately, though, according 

to Klippel (2006), the success of using picturebooks in the young EFL 
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classroom depends on the teacher’s desire and skills to offer learners an 

experience of listening, comprehension and discussion.  

 

3.3.5 Speaking, reading, writing and listening skills 

When determining the skills teachers need to successfully use picturebooks 

with young language learners, teacher educators and researchers make a 

number of specific references to language proficiency. For example, Klippel 

(2004) and Hughes (2010) express the urgency for teachers to develop 

strong oral skills to ensure that they correctly model intonation and 

pronunciation and that they keep children engaged during the picturebook-

storytelling process, often referred to as the read-aloud. Oral skills also 

include clarity, pace and rhythm of speech. In Larssen (2015), student 

teachers referred to the difficulty of reading aloud with suitable intonation to 

bring the book alive. These skills, combined with gestures, contribute to 

engaging young learners and supporting comprehension and language 

learning. Speaking skills, however, go beyond reading aloud and modelling 

vocabulary.  

Serafini (2005) comments on the ability of young readers to interpret 

images, saying that children are better than adults at spotting details; this 

will influence the scope of discussion. In her US study, the class teacher 

read the same picturebook in four consecutive classes to children aged 8 to 

12. During these lessons, the focus lay on class and group discussions to 

explore children’s responses and to interpret both the narrative and the 

illustrations (Serafini, 2005). Drawing on classroom transcripts and 

children’s response journals, Serafini (2005) comments that readers 

became ‘sophisticated’ (2005, p. 58) and made connections to personal 

experiences and surroundings. 

Consequently, primary teachers must be able to guide students in 

broad discussions (Serafini, 2005) and, as such, must be confident 

speakers with rich vocabularies. This will especially apply if text is not 

included, as is the case in wordless picturebooks. In this case, teachers 

must be able help children read the image and express unpredictable 

thoughts because there is no text to guide the reader: the storytelling in 

wordless picturebooks is passed on to the reader (Baddeley and 
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Eddershaw, 1994). Bland (2014) explains that since the illustrations and 

text in picturebooks have moved beyond a symmetrical or synchronous 

meaning, primary English teachers must be able to guide children in 

discussions of a greater scope. Moreover, the hidden messages between 

image and text in the expanding or counterpointing picturebook provide 

further opportunities for discussing and comparing implicit meanings 

(Burwitz-Melzer, 2014), once more emphasising the need for a rich range of 

vocabulary. 

The peritext, the illustrations and the story can also encourage 

young language learners to develop their writing and reading skills; this 

creates the need for primary English teachers to possess a degree of 

proficiency in these skills. Drawing on data from their EU study named  

Pedagogical Principles Underlying the Teaching of Language to Young 

Learners, Edelenbos, Johnstone and Kubanek (2006) advise teachers to 

introduce reading and writing at an early stage rather than focusing purely 

on developing young learners’ listening and speaking skills. They mention 

the use of stories and their value in developing children’s narrative 

discourse (Edelenbos et al., 2006). Kolb (2014), too, stresses the 

importance of primary English teachers recognising the importance of the 

written word. Kolb (2014) feels that in Germany, the primary teacher usually 

reads and dramatises the story before continuing with a post-reading 

activity, thus leaving little time for children to explore the written text and 

visuals by themselves. To discover the extent to which children were able 

to comprehend picturebooks on their own, Kolb (2014) conducted a small-

scale extensive reading project amongst children aged 9 and 10 (n=23) in 

Germany who had been learning English for 3.5 years. Kolb (2014) reports 

that children enjoyed reading picturebooks and were both surprised and 

proud that they could do so. Her results showed that children’s confidence 

increased and that they enjoyed story-writing activities as opposed to 

copying from the board. Kolb (2014) believes that primary English teachers’ 

focus on oral skills or only on reading might stem from their uncertainty 

regarding the role of written text in primary English classrooms. During her 

study, teachers expressed concerns about the potential for confusion in the 

child learner if exposure to written text is provided. Kolb (2014) claims that 
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reading and writing both support language development, and that a 

picturebook is not only about the act of reading aloud; it also involves the 

development of reading strategies, such as matching image and text, 

guessing from context and predicting in order to support language learning.  

Unsurprisingly, the literature makes few references to specific 

listening skills that teachers need to develop. However, Ellis and Brewster 

(2014) discuss the benefits of listening to stories for the young language 

learner and include tips on how listening skills can be developed. They 

refer to repetition though reading ‘over and over again’ (2014, p. 7), 

creating awareness of rhythm, intonation and pronunciation and 

encouraging children to listen for general and specific meaning by giving, 

for example, visual and audio clues (Ellis and Brewster, 2014). 

 

 Research question 

The question driving the literature review was the suitability of the 

picturebook as a teaching tool in initial primary English teacher education in 

the Netherlands in order to support the development of ELT skills and 

English proficiency. In this chapter, I have positioned the picturebook in the 

primary, secondary and adult ELT classroom, and I have shown its 

contribution to language learning. The various picturebook-based and 

inspired pre- and in-service teacher education courses have highlighted the 

various affordances of the picturebook for primary English teacher 

education from both a language proficiency and a teaching skills 

perspective. The picturebook-based studies, courses and programmes 

have shown that positive developments can be achieved within a limited 

timeframe, which is an important factor in teacher education in the 

Netherlands (see 2.3.3). However, all of these studies took place in 

different countries, different teacher education courses or different primary 

teaching contexts. In order to explore the affordances of the picturebook for 

Dutch pre-service teacher education, this PhD research focuses on the 

following research question:  

What contribution can a picturebook-based course make to primary 

pre-service English language teacher education in the Netherlands?  
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 Conclusion 

This literature review has revealed several issues related to the education 

of primary English language teachers and the use of picturebooks in the 

ELT classroom. Three aspects stemming from this literature review play a 

key role in this PhD study. First, there is the suitability of the picturebook as 

a teaching tool. The findings from the use of picturebooks with secondary 

and (young) adult literacy and English language learners show that the 

short length of the picturebooks and low-level vocabulary, the diversity of 

themes, the context of the story, the retelling of stories and the sharing of 

past experiences can support the development of language skills, of 

confidence, of pleasure in reading and of motivation for language learning. 

The picturebook can also fulfil the two needs of the primary student teacher 

in that young adults learn better for personal reasons and for immediate 

application (Hall and Cook, 2015; Sharp, 1991; Sun, 2015). Moreover, the 

literature has identified a suitable methodology and the necessary skill set 

to teach ELT with picturebooks. Finally, there are the numerous studies 

signalling the need to change primary English teacher education towards 

developing student teachers’ ELT skills and language proficiency within a 

socio-constructivist, communicative learning environment with a clear link to 

practice (employment needs).  
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Chapter 4: Methodology 
 

4.1 Introduction 

This chapter presents the research methodology which was developed to 

establish the affordances of the picturebook as a teaching tool in initial 

primary teacher education in the Netherlands. At the heart of this PhD 

research lies an intervention which forms the foundation for this multiple 

case study design and the data collection activities which took place before, 

during and after the intervention. I therefore begin this chapter by giving an 

overview of the intervention and its participants. Next, I discuss my choice 

of multiple case study design and explain the different research phases and 

research methods. The principal research method for this PhD is the draw-

and-write technique. Although the 2018 special issue of the Applied 

Linguistics Review on visual methods in applied language studies highlights 

the fact that drawing as a research technique in ELT is slowly gaining in 

importance, this research method currently remains an infrequent choice. 

For this reason, I have included a review of the relevant draw-and-write 

literature. This chapter concludes with an account of the coding process 

used, before mentioning the ethical considerations of this study.  

 

4.2 The intervention 

In order to answer the research question as stated in Chapter 3, I 

developed an intervention for student teachers at Avans University of 

Applied Sciences. As previously mentioned in Chapter 2, Avans is home to 

one of the 23 teacher education centres in the Netherlands. This can be 

considered a medium-sized centre with around 500 student teachers 

studying across a four-year study programme. The academic year runs 

from August to July, and the programme includes core subjects, such as 

teaching pedagogy and the knowledge bases for Maths and Dutch 

language. It also includes subjects such as Drama, Music, English, 

Geography, Sports and Handwriting and offers additional required courses 

on personal identity and speech therapy. In addition, students can choose a 

from a number of elective courses in Year 2 and complete a minor course 

in Year 3. The fourth year focuses on graduation and completing a 
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research-based thesis at a placement school. Throughout the four years of 

study, student teachers at Avans alternate between following lessons at 

university and teaching at their placement schools. 

The students who participated in this intervention were second-year 

student teachers. The intervention spanned ten months, from August 2017 

to May 2018, which meant it had to be developed ahead of the 2017/2018 

academic year. I drew on the ELT skills and language proficiency profile of 

the primary (student) teacher as described in the literature and also my past 

experiences of teaching first and second year student teachers at Avans 

Pabo. 

Essentially, the intervention was a picturebook-based course which 

consisted of 13 units. Eleven units were 90-minute sessions, which I taught 

face-to-face in English. Two units consisted of observing student teachers 

teach a picturebook-based PELT lesson at their primary placement 

schools. The content of the intervention is anchored in the literature and 

was guided by several points made in Chapter 3. For example, Martin 

(2006) and Kourieos (2013) stress the importance of achieving a balance 

between theory and practice to facilitate the link between learning and 

actual practice in a creative and innovative way. Hall and Cook (2015) 

describe how young adults like to learn English. Another point was made by 

Tibbitts and Pashby (2014), whose short programme emphasised not only 

the benefits of using picturebooks as a teaching tool to support English 

proficiency, teaching skills and confidence but also the benefits for 

participants of learning and performing in a CLT environment. Inspired by 

the principles developed by Ellis and Read (2015) and the five key 

concepts of constructivist pedagogy outlined by Richardson (2003), I thus 

established six course characteristics and values to guide the course 

development and lesson planning:  

1. The lesson themes had to be based on necessary skills identified in the 

literature for teaching ELT with picturebooks (see 3.3).  

2. A balance of theory and practice had to be achieved (e.g. Martin, 2006; 

Tibbitts and Pashby, 2014; Hall and Cook, 2015).  

3. Every lesson had to be taught in English using one or more 

picturebooks as a teaching tool. 
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4. The classroom had to model an interactive, student-centred ELT 

classroom. The focus was on educating primary English language 

teachers, not on treating them as English language learners (e.g. 

Kourieos, 2014; Tibbitts and Pashby, 2014). 

5. Lessons had to include moments of sharing and reflection and 

opportunities for student teachers to recall and express past 

experiences and beliefs (e.g. Tibbitts and Pashby, 2014; Ellis and Read, 

2015; BIG Kreis, 2015). 

6. The course and its lessons had to be perceived by student teachers as 

creative and appealing. Student teachers had to be given a sense of 

enjoyment and freedom of choice in order to contribute to building their 

confidence and enthusiasm for primary English language teaching (e.g. 

Beckman and Diamond, 1984; Sun, 2015; Tibbitts and Pashby, 2014). 

The first three characteristics ensured that this picturebook-based 

intervention exemplified content which was anchored in the literature, thus 

facilitating the link between theory and practice. The fourth and fifth 

characteristics justified teaching by example and thus creating a 

communicative, collaborative, and interactive classroom (CLT). Whether 

the course would be perceived as enjoyable and result in positive 

comments regarding confidence and enthusiasm would ultimately depend 

on my teaching skills, the trust I could establish, the materials and choices, 

my interest in the student teachers and their needs.  

The topics and themes for each of the taught 11 90-minute sessions 

were based on the literature review in 3.3, which discussed a range of skills 

to teach PELT successfully with picturebooks. With only 11 teaching 

sessions available, I decided to prioritise the development of a basic tool 

set to accomplish two short lesson observations of a picturebook-based 

PELT lesson. I used key-action verbs such as ‘discuss’, ‘explore’, ‘practise’, 

‘reflect’ and ‘share’ to ensure each lesson would incorporate collaborative 

learning opportunities and lean on the Plan-Do-Review cycle from the 

story-based methodology (Ellis and Brewster, 1991, 2014). Every session 

included a new collection of around 20 picturebooks, which student 

teachers could choose from to complete various lesson tasks. This moment 

of choosing a picturebook would allow time to discuss choices, discuss 
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personal selection criteria, identify teaching opportunities and review ready-

made materials. This moment also aimed to contribute to student teachers’ 

motivation and enthusiasm for PELT and for picturebooks. Of the 11 

sessions, I pre-planned all but one and thus intentionally left the ninth 

session blank. This session followed the focal cases’ first lesson 

observation, so I wanted to make sure I could make content additions to 

suit the needs of the student teachers before moving on. Throughout the 

course, student teachers would be taught in a way that mirrored the 

communicative English classroom suitable for teaching young learners (BIG 

Kreis, 2015; Ur, 2012). Student teachers would sit and work consistently in 

small groups or pairs.  

The final structure and content of the picturebook-based intervention 

can be seen in Table 4.1. I began by teaching two sessions designed to 

familiarise student teachers with picturebooks (Narančić Kovač, 2016). I 

exposed student teachers to around one hundred classic, cotemporary, 

fictional, informative and wordless picturebooks. These two sessions 

included a short introduction to reading images and selecting picturebooks. 

In Lesson 3, I introduced student teachers to Ellis and Brewster’s Plan-Do-

Review story-based methodology (2014) and its three lesson stages: pre-

reading, while-reading and post-reading. The following four sessions 

focused on specific ELT skills and aimed to offer moments of observation, 

practice and reflection.  

By Session 9, student teachers had planned and taught their first 

observed picturebook-based PELT lesson in a younger primary-level 

classroom. Based on feedback from the focal cases, I sensed that there 

were concerns about the second observation in a higher primary-level 

classroom with children aged 9 to 12. From interviews (see Chapter 5) and 

exchanging ideas in class, it became apparent that student teachers’ 

experiences with picturebooks did not go beyond using Dutch picturebooks 

with children predominately aged 4 to 7. Hence, I used Session 9 to focus 

on PELT lessons which engage and suit the older primary child, aged 9 to 

12. I presented a collection of 13 suitable picturebooks, which student 

teachers could explore and choose from for their second lesson 
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observation. Two picturebooks in particular caught their attention, which 

they felt were suitable for their classes.  

The remaining three sessions (10,11 and 12) aimed to create 

autonomy by encouraging student teachers to select, adapt and develop 

their own materials. The final taught session briefly touched upon CLIL (see 

Chapter 2), reviewed various strategies for teaching vocabulary and 

consolidated the course.  

Table 4.1 shows how every lesson included a range of picturebooks; 

key ELT teacher training materials (Ur, 2012); key PELT teacher training 

materials (Ellis and Brewster, 2014); and materials on teaching young 

language learners how to learn (Ellis and Ibrahim, 2015). At the end of 

each session, all the teaching materials were uploaded and shared on the 

university’s virtual learning environment (Blackboard). As the sessions and 

all the course materials were in English, I emailed all student teachers a 

short post-session summary to ensure they felt scaffolded.  

 

Table 4.1: Intervention Course Overview 

Session 1: Familiarisation (Part 1) - Reading images and selecting 
picturebooks 

Materials Aims 

Collections of fiction, 
informational and wordless 
picturebooks  

• Establish likes and dislikes in 
picturebooks, and share personal 
experiences with picturebooks 

• Review choices and discuss possible 
criteria for selecting a picturebook  

• Practise reading images 

Session 2: Familiarisation (Part 2) - Styles and types, and selecting 
picturebooks  

Materials Aims 

Collections of fiction, 
informational and 
wordless picturebooks 

• Review different styles of illustrations and 
text–image relations 

• Reflect on experiences of teaching and 
learning with Dutch picturebooks  
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• Discuss possible criteria for selecting a 
picturebook 

• Brainstorm possible EFL teaching 
opportunities (book of choice) 

Session 3: Planning a picturebook-based PELT lesson 
Key picturebook: Meg and Mog (Nicoll and Pieńkowski, 1972) 

Materials Aims 

• Handout: Pedagogical 
Principles (Ellis and 
Ibrahim, 2015, p. 21–25) 

• Handout: Story-based 
Lesson Cycle ‘Plan-Do-
Review’ (Ellis and 
Brewster, 2014, p. 22–23) 

• Handout: Sample Lesson 
Plan for Meg and Mog 
(Ellis and Ibrahim, 2015, p. 
164–165) 

• Discuss what influences language learning 
(personal experiences) 

• Discuss the 3 stages of a picturebook-
based PELT lesson  

• Evaluate the Plan-Do-Review sample 
lesson plan  

• Practise creating a simplified 3-stage 
lesson plan for a picturebook-based PELT 
lesson (book of choice) 

 
 

Session 4: Reading picturebooks aloud: gestures, intonation and 
props 
Key picturebook: Shh! We Have a Plan (Haughton, 2014) 

Materials Aims 

• Book-trailer soundtrack 
and props (soft toy bird, 
net, hats) 

• Handout: Evaluate My 
Storytelling Skills (Ellis 
and Ibrahim, 2015, p. 140)  

• Participate in a 3-stage picturebook-based 
PELT lesson 

• Establish the importance of gestures, 
intonation, pronunciation, pace  

• Practise reading aloud and choral reading 
• Practise preparing a short lesson plan 

(book of choice) 

Session 5: Teaching pronunciation and intonation with picturebooks 
Key picturebooks: Quick, Quack, Quentin (Gray and Field, 2016); Orange 
Pear Apple Bear (Gravett, 2006) 

Materials Aims 

• Video: Introduction to 
Teaching Pronunciation 

• Establish pronunciation difficulties specific 
to Dutch speakers  
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Workshop (Underhill, 
2011) 

• Handout: Dutch Speakers 
(Swan and Smith, 2007, p. 
1–10) 

• Video read-alouds of 
Please, Mr. Panda by 
Steve Antony and I Want 
My Hat Back by Jon 
Klassen 

• Discuss ways of practising pronunciation 
when working with picturebooks 

• Practise movements to support the 
learning of pronunciation 

Session 6: Picturebooks and ready-made ELT grammar teaching 
activities 
Key picturebook: My Cat Likes to Hide in Boxes (Sutton and Dodd, 1973) 

Materials Aims 

• Video: My Cat Likes to 
Hide in Boxes by 
Locuravamp  

• Tell it Again (Ellis and 
Brewster, 2014) 

• Teaching notes for My Cat 
Likes to Hide in Boxes 
(Ellis and Brewster, 2014, 
p. 71–77) 

• Revision of mediation though music and 
gestures  

• Identify possible key grammar points in a 
picturebook text 

• Discuss the concept of teaching grammar 
in chunks 

• Review and experience ready-made 
grammar activities (e.g. running dictation, 
matching sentence halves, picture 
dictation)  

• Reflect on activities and discuss possible 
advantages and disadvantages 

• Reflect on personal experiences learning 
grammar 

Session 7: Picturebooks and PELT reading and writing activities 
Key picturebook: The Day the Crayons Quit (Daywalt and Jeffers, 2014) 

Materials Aims 

• Activity Worksheet for The 
Day the Crayons Quit 
(own design) 

• Slides with examples of 
writing and craft activities 
for books already 
discussed in the course 

• Establish importance of reading and 
writing activities in ELT 

• Reflect on known reading and writing 
activities 

• Create reading and writing activities 
(picturebook of choice) 
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such as Shh! We Have a 
Plan.  

Session 8: Teaching observations in the younger ELT primary 
classroom 

Session 9: Picturebooks, PELT and the older primary child 
Key picturebooks: Little Mouse’s Big Book of Fears (Gravett, 2008); 
Collection of 13 picturebooks suitable for older primary children 

Materials Aims 

• Handout: Are You Scared 
of Any of These? Printable 
download 
(www.emilygravett.com) 

• Handout: ‘Find someone 
who’ template (own 
design) 

• Collection of picturebooks 
suitable for older primary 
learners 

• Share and consolidate experiences of a 
teaching a picturebook-based PELT 
lesson 

• Review the stages of a picturebook-based 
lesson and discuss possible changes for 
the older child  

• Review and discuss purpose and place of 
sample activities for Little Mouse’s Big 
Book of Fear (Gravett, 2008) 

• Discuss personal criteria for picturebooks 
suitable for teaching older children 
 
 
 
 
 
 

Session 10: Picturebooks, PELT and teaching grammar 
Key picturebook: Dave’s Cave (Frann-Preston, 2016) 

Materials Aims 

• Handout: Teaching 
Grammar (Ur, 2012, p. 
76–81) 

• Read a text in a picturebook and practise 
identifying possible grammar teaching 
points  

• Practise preparing a selected grammar 
point in 4 steps (picturebook of choice) 

Session 11: Materials development for picturebook-based PELT 
lessons 

Materials Aims 
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• Selection of picturebooks 
• Handout: Some Thoughts 

on DIY Materials Design 
(Block, 1991) 

• Adapting Course Materials 
(Ur, 2012, p. 203–210) 

 

• Discuss aspects of materials development 
(purpose, likes and dislikes) 

• Consider changing role of a primary 
English teacher during a lesson (child-
centred vs teacher-centred) and influence 
on materials 

• Discuss materials and mixed ability 
learners 

• Reflect on common problems of PELT 
teachers  

• Brainstorm ideas for materials 
(picturebook of choice) 

Session 12: CLIL, tips for teaching vocabulary and consolidation 

Materials Aims 

• Presenting, Consolidating 
and Extending Lexical 
Knowledge (Ur, 2012, p. 
65–72)  

• Discuss meaning, purpose and 
implications of CLIL when teaching EFL 
with picturebooks  

• Review final tips for teaching vocabulary  
• Consolidate and share experiences  
• Discuss importance of reflection, 

observing and sharing 

Session 13: Teaching observations in the older primary ELT 
classroom 

 

Throughout the sessions, student teachers were encouraged to 

participate in English. However, I offered student teachers the option to 

contribute in Dutch which offered student teachers a feeling of safety (Hall 

and Cook, 2012). This decision to allow own-language represents a move 

away from the notion that the ELT classroom needs to be a monolingual 

environment (Hall and Cook, 2012; Hall and Cook, 2013). According to Hall 

and Cook (2013) this shift is triggered by the change in teaching 

approaches from grammar translation (written translation tasks) to CLIL and 

the CLT. I therefore acknowledge and accommodate the wish that student 

teachers might want to draw on own language to socialise and develop a 

rapport, explain grammar and vocabulary, assess, organise or reprimand 
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learners (Macaro, 1997; Hall and Cook 2013) in their ELT classrooms when 

exposing primary-aged children their first encounters with English.  

In the context of this study, using picturebooks in primary teacher 

education in the Netherlands, the cultural backgrounds and educational 

traditions of the student teachers should be considered when discussing 

the use of own language (Hall and Cook, 2013). According to Wolthuis, 

Tammenga-Hellmantel, Bloemert and Paran (2019) the use of L1 when 

working with foreign language literature in secondary education is 

recommended. Moreover, Dutch exam regulations stipulated own-language 

use to support students when discussing their reading-based experiences 

(Wolthuis et al., 2019). Another point to consider is that student teachers’ 

experience with picturebook centres on a L1 resource used predominately 

for reading to children in grades 1 and 2, aged 4-6 (see Chapter 5). 

According to Hall and Cook (2013) the use of own language in the ELT 

classroom is ‘wide-spread’ (2013, p. 6) and an ‘established part of ELT 

classroom practice’ (2013, p. 6). Furthermore, own-language use illustrates 

the importance of the learner’s own language and embraces the reality that 

language learners are part of a bilingual and multilingual environment (Hall 

and Cook, 2012). Despite the notion pre-service teachers might have that 

the use of target language is desired as immersing the learner in the target 

language is the ‘most effective way to learn a language’, it is not realistic 

(Turnbull and Arnett, 2002). I hoped that especially for low-level CEFR 

student teachers, the representation of a non-mono-lingual PELT 

classroom would offer confidence.  

 

4.3 The participants  

As previously mentioned, the course was designed for second-year student 

teachers. At the end of term 2016/2017, 100 second-year students were 

randomly divided into four classes (2A, 2B, 2C, 2D) by the scheduling 

department for Avans Pabo. Every year, classes 2A and 2B begin their 

term with a seven-week teaching placement in the lower primary levels 

(Grades 1–4) before moving on to a five-week teaching placement in the 

higher primary levels (Grades 5–8). Classes 2C and 2D complete the 

placement process in reverse order. In July 2017, the department 
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administration decided that the intervention class would either be 2A or 2B 

as these had a higher number of lessons allocated at the start of the 

academic year and consequently, more input could be provided before 

student teachers were observed during their teaching placement.  

Class 2A consisted of 21 students aged 19 to 21. Student teachers 

were predominately female with only three males. The student enrolment 

data showed that 14 student teachers had completed Havo (GCSE) 

secondary education, and seven held the lower Mbo (BTEC National) 

qualification (Pabo, personal communication, February 2, 2019). Class 2B 

consisted of 20 student teachers in total. Like 2A, student teachers were 

aged 19 to 21 and were predominately female with five male student 

teachers. The inflow data was similar, showing that 12 student teachers 

had a Havo (GCSE), seven had an Mbo (BTEC National), and one had a 

VWO (A-Level) qualification (Pabo, personal communication, February 2, 

2019). Eventually, for internal scheduling reasons, Class 2A was selected 

to participate in this PhD research. 

At this point, I need to mention that I had opted for a multiple case 

study design for this PhD which will be explained in detail in 4.4. This 

means I needed to select a number of focal cases. The selection of the 

focal cases in Class 2A was based on purposive sampling of a preliminary 

data analysis. This preliminary analysis (see 4.11 for details) was guided by 

the aspect of relevance, which is considered suitable for case studies 

(Dörnyei, 2007; Duff, 2014). In this case, relevance referred to ensuring 

diversity of CEFR levels, educational background and ELT ideas. 

According to Duff (2012), the preferred number of focal cases for a multiple 

case study design is eight or fewer. Based on Duff’s (2014) claim that 

attrition can result in six cases being reduced to three or four, twelve focal 

cases were selected. This ensured that the research would most likely 

result in data from at least six student teachers (focal cases). The final focal 

case sample consisted of eight student teachers with Havo and four with 

Mbo (BTEC National) qualifications. Five focal cases had an English level 

of below CEFR B1, three had a level of CEFR B1+, and four had a CEFR 

B2 level. As anticipated, attrition occurred, and eventually seven complete 
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data sets were available, which corresponded to the suitable number of 

focal cases as advised by Duff (2012, p. 108).  

After presenting the intervention and its participants, I will now focus 

on the multiple case study design, the research methods and the collection 

of the data throughout the various research phases.  

 

4.4 Multiple case study design 

The development of the intervention course and the possibility of an entire 

class as participants led to the choice of a multiple case study design. A 

‘case study’ can be defined in a number of ways. Yin (2003), for example, 

categorises case studies according to their purpose, such as exploratory, 

descriptive or explanatory, and explains that they offer researchers the 

possibility to conduct research in a realistic and particular context. Stake 

(1995), on the other hand, identifies three types of case study: intrinsic, 

instrumental and collective. According to Mills, Durepos and Wiebe (2009), 

what differentiates the intrinsic and instrumental case studies is the 

purpose of the study. In intrinsic case studies, the nature of the study is 

exploratory, and the focus lies on the case. In instrumental case studies, 

the case is of lesser importance, and the focus lies on ‘understanding a 

particular phenomenon’ (Mills, Durepos and Wiebe, 2009, p. 474). In 

instrumental case studies, the purpose of the study tends to be 

predetermined as it is based on existing methods and theories, whereas in 

intrinsic case studies the researcher is guided by her or his interests (Mills 

et al., 2009). Unlike the intrinsic and instrumental case study, the collective 

case study (also referred to as multiple or comparative case study), is not a 

single case study but involves several cases to gain insights into a specific 

issue (Stake, 1995). Essentially, in collective case study, ‘multiple 

instrumental case studies’ (Mills et al., 2009, p. 474) are explored. 

However, Stake (1995) acknowledges that research interests might result in 

case studies being both intrinsic and instrumental.  

There are several noteworthy features of case study design, in this 

case, collective case study design. For example, it offers researchers the 

possibility to draw on diverse research methods and gather both qualitative 

and quantitative data (Dörnyei, 2007). In return, the use of multiple 
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research methods enhances the credibility of the data (Baxter and Jack, 

2008) as it allows for triangulation of data from different sources. Case 

studies offer the possibility to develop thick description, which entails the 

development of rich commentaries ‘that outline the details of the contexts of 

people’s actions and practices’ which, in return, aid understanding (Gibson 

and Brown, 2009, p. 8). In the case of multiple case studies, the researcher 

has the option to develop individual profiles of the focal cases (Duff, 2008). 

In order to create thick descriptions, researchers need to collect substantial 

amounts of primary data from multiple sources, which in return, means 

researchers can draw on triangulation of data and add ‘triangulated 

perspectives’ (Duff, 2008, p. 43). Duff (2008) states that the volume can be 

challenging. Despite stating the obvious, she continues to explain that 

researchers must be methodical and ensure that a holistic analysis and 

presentation of the findings is concise yet in-depth and offer room to 

expand on themes that appear (Duff, 2008). It is the choice of the 

researcher to present the findings by theme, or case by case. As both 

approaches are valid, Duff (2012) recommends making a sample of both 

chapter structures to see which one is more suitable.  

Collective case study design is relevant for this study as it offers the 

possibility to investigate several focal cases (case studies) in-depth in order 

to provide insights and understanding into a particular ‘linguistic, social and 

educational context’ rather than test a hypothesis (Duff, 2014, p. 233). It 

thus offers the opportunity to explore the contribution a picturebook-based 

course could make in primary teacher education in the Netherlands. 

Collecting data from multiple participants, more than one or two student 

teachers in this case, provided the opportunity to discover similarities and 

differences across various cases, which in return, offers greater insights 

(Duff, 2012).  

Aspects of validity, reliability and generalisability are frequently 

discussed, even questioned, in relation to case studies and are linked to 

philosophical underpinnings. According to Duff (2008), the positivist and 

interpretive collide regarding validity and reliability. Gall, Gall and Borg 

(2003) express this conflict from an interpretivist point of view. They 

question how a researcher can conclude the findings are valid and reliable 
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if the researcher plays a central role within the research process and the 

cases are individuals, as assumed in constructivism (Gall et al., 2003). 

Interpretivists thus propose an interpretive validity, which should be based 

on the credibility of claims (Gall et al., 2003). This stands in contrast to 

positivist quantitative case study research, which asserts an objectively 

recognised reality to justify validity (Gall et al., 2003). In order to help 

evaluate the credibility of a case study, Gall, Gall and Borg (2005) 

developed a set of 11 points comprising three main criteria: sensitivity to 

the reader’s needs (e.g. strong chain of evidence, truthfulness of 

representation); the use of sound research methods (e.g. triangulation, 

coding checks); and thoroughness of data collection and analysis (e.g. 

contextual completeness, representativeness check). To enhance the 

credibility of claims, this set of criteria guided the choice of research 

methods, data analysis and presentation of results for this PhD.  

 

4.5 Research methods 

The research design divided the data collection into three phases: pre-

intervention, intervention, and post-intervention. This sequence of pre-, 

during and post-lesson cycle underpins Ellis and Brewster’s story-based 

methodology (1991, 2014). It lent itself to the research design as the pre- 

and post-intervention research activities offered task preparation (pre-) and 

task reflection (post-). The intervention itself focused on the task of learning 

to teach a picturebook PELT lesson and practice.  

Table 4.2 provides a structural overview of the research design. It 

shows the three research phases and the selected research methods. 

Phase 1 (pre-intervention) is duplicated in Phase 3 (post-intervention). In 

those two phases, all student teachers in Class 2A completed an online 

English language proficiency test and two draw-and-write tasks. Focal 

cases completed additional post-drawing follow-up interviews. During 

Phase 2, the intervention phase, all student teachers participated in the 11 

lessons of the newly developed picturebook-based ELT course. In addition, 

focal cases completed two observed picturebook-based PELT lessons and 

post-lesson reflective interviews.  
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Table 4.2: Overview of Research Design 

 Data Collection: August 2017–May 2018 
 

 Class 2A Focal cases only 

Phase 1: 
Pre-

Intervention 

• Online English 
proficiency test 

• Draw-and-write 
activities 

• Post-drawing follow-up 
interviews 

Phase 2: 
Intervention 

• 11 taught sessions • Lesson observations in the 
lower primary levels with 
post-lesson reflective 
interview 

• Lesson observations in the 
higher primary levels with 
post-lesson reflective 
interview 

Phase 3: 
Post-

Intervention 

• Online English 
proficiency test 

• Draw-and-write 
activities 

• Post-drawing follow-up 
interviews 

 

I will now discuss the chosen research methods according to 

research phase and in chronological order. This means I will begin with the 

pre-intervention online proficiency testing before moving on to the draw-

and-write tasks and the post-drawing follow-up interviews with focal cases. I 

will then move on to the intervention phase and discuss the focal cases’ 

lesson observations and their post-lesson reflective interviews. I will 

conclude by mentioning the log-book which was completed during the data 

collection process.  

 

4.5.1 English language proficiency testing (pre- and post-intervention) 

In 4.3 the description of the participants included references to their CEFR 

levels. I chose an online instrument, the Pearson Progress Test (Pearson, 

2015), to assess student teachers’ pre- and post-intervention proficiency. 

When finalising the research design at the start of 2017, this test was the 

only reputable general English online test which provided an analysis of all 

four skills (reading, writing, speaking and listening) within 60 minutes, and 

which included a grammar and vocabulary assessment. The one-hour 
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Pearson Progress Test presents results for each of the four skills, not only 

in terms of CEFR bands but also in Global Scale of English (GSE) points, 

which offers a precise interpretation of a CEFR band. This was especially of 

interest when reviewing the post-intervention test results. I opted for online 

proficiency testing above all for practical and organisational reasons. At the 

start of the 2017/2018 academic year, only five hours could be allocated for 

Class 2A to complete the planned pre-intervention data collection activities. 

The Pearson Progress Test required 30 minutes to set up (provision of 

instructions and log-in) and 60 minutes to complete; this allowed enough 

time to complete the draw-and-write tasks.  

The Pearson Progress Test is an adaptive test, which means that 

the questions adjust in difficulty to the abilities of the test-taker. However, it 

does require test organisers to pre-select a CEFR level. Pearson offers four 

CEFR choices, and I selected CEFR B2 as this is the desired level for 

primary English teachers in the Netherlands (Geurts and Hemker, 2012; 

Jenniskens et al., 2017). The choice of B2 meant that the test results 

indicate CEFR B1, B1+, B2 and B2+ scores. The GSE scores that fall on 

either side of the spectrum, i.e. below CEFR B1 or above CEFR B2+, are 

represented with a red or green box, respectively.  

To show that the intervention class, 2A, was representative of an 

‘average’ second-year class from an English proficiency (CEFR) point of 

view, 2B was asked to complete the same pre-intervention online language 

proficiency test as class 2A. The online proficiency test results from August 

2017 (pre-intervention) show a similar distribution of CEFR levels across 2A 

and 2B. In both classes, at least half of the student teachers scored below 

CEFR B1. This means they scored not only below the minimum level 

expected when enrolling in primary teacher education in the Netherlands 

(see Chapter 2) but also below the expected minimum level when 

progressing to Year 2 at Pabo Avans.  
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Table 4.3: Pre-Intervention Pearson Progress Online Test Results 

 2A (n=21) 2B (n=20) 

<B1  

(=A-Level) 

11 10 

B1 1 1 

B1+ 5 3 

B2 4 3 

B2+ - 3 

>B2+  

(=C-Level) 

- - 

 

4.5.2 The draw-and-write technique (pre- and post-intervention) 

The draw-and-write technique is a paper-and-pen–based research method 

which requires participants to perform a task by drawing and then writing 

about it. Until recently, studies in ELT using visual research methods to 

collect data, such as the draw-and-write technique (e.g. Borg et al., 2014; 

Kalaja, Alanen and Dufa, 2008; Kalaja, 2015), are few and far between. 

However, the special issue of the Applied Linguistics Review (2018) on 

visual methods in applied language studies does suggest that drawing as a 

research technique in ELT is slowly gaining importance. The following 

sections will offer an overview of this technique and highlight possible 

challenges for researchers opting for this research method.  

The outline of the draw-and-write technique was developed by 

Williams, Wetton and Moon (1989) during a large-scale investigation of UK 

primary health education in the early 1980s. Williams et al. (1989) included 

a closed-end questionnaire, which was perceived as ‘impractical’ for 

children aged 4 to 8 (McWhirter, 2014, p. 251). In order to offer children a 

more child-centred data collection method to express their views, Wetton et 

al. (1989) developed the draw-and-write technique. If a child did not want to 

write or did not feel confident enough to write, then a scribe was used 

(McWhirter, 2014). The aim was not to create a ‘fun’ research method 

(Punch, 2002) but to develop one which would emulate classroom activities 

to ensure children felt at ease (McWhirter, 2014). Initially, the focus lay on 
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analysing the writing rather than the drawings, which resulted in the 

acquisition of both qualitative and quantitative data (McWhirter, 2014).  

Mitchell et al. (2011) consider this technique to be a flexible and 

participant-centred research method which, according to Mair and Kierans 

(2007), involves few topic restrictions for the researcher. As a result, draw-

and-write tasks can easily be expanded upon and adapted to suit different 

research needs (Mair and Kierans, 2007). The draw-and-write technique 

can support research into feelings, values, and attitudes (Weber and 

Mitchell, 1996). Furthermore, drawings can offer impressions of past 

thoughts, or suppressed or forgotten memories, as they can articulate what 

lies beyond words or is unacknowledged (Weber and Mitchell, 1996). With 

specific reference to pre-service teacher education, Borg et al. (2014) 

believe that this research technique can support the student teacher’s 

reflection on their own beliefs (Borg et al., 2014). Borg et al.’s (2014) 

research, carried out at the teacher education institution at the Universitat 

de Barcelona in Spain, investigated whether fourth-year student teachers’ 

ideas about what constitutes an effective EFL class could be influenced by 

a course on ELT methodology; it is one of the few examples of teacher 

education programmes trying to establish the impact of their content.  

The draw-and-write technique is frequently used with children, 

especially in the field of education and healthcare (e.g. Angell, 2009; 

Angell, Alexander and Hunt, 2011; Caraher, Baker and Burns, 2004). 

Guillemin (2004) believes this prevalence is linked to the view that drawing 

supports those who cannot express their ‘beliefs and emotions’ (2004, p. 

274) fluently in spoken or written word. However, this might not only be the 

case for children. A review of the relevant literature reveals emerging 

studies from the field of applied linguistics with teenage secondary students 

and adult student teachers (e.g. Mair and Kierans, 2007; Kalaja, 2015; Borg 

et al., 2014; Laurentiis Brandão, 2018; James and Laurentiis Brandão, 

2019). Meir and Kierans (2007) emphasise that the format for the draw-

and-write technique remains the same for both child and (young) adult 

participants.  

 



 122 

4.6 Draw-and-write literature review 

4.6.1 Overview 

The draw-and-write technique comprises two key elements: drawing and 

writing. A review of the literature reveals diversity in the way in which these 

two elements are interpreted by researchers when conducting research and 

later when analysing their findings. The ‘draw’ aspect consistently refers to 

drawing on usually blank paper with a pen, crayon or pencil. However, the 

‘write’ element can refer to adding labels or words to the drawing (Angell, 

2009; Angell et al., 2011; Caraher, Baker and Burns, 2004); writing 

separate commentaries (Lima and Serra de Lemos, 2014; Gabhainn and 

Kelleher, 2002); adding task related commentaries, interpretations or 

thoughts (Borg et al. 2014); or replying to a specific written question 

(Caraher et al., 2004; Ahn and West, 2018).  

On their own, however, drawings and commentaries provide only 

limited insight, which is why researchers often include a spoken element, 

such as an interview or a casual chat. The way a drawing has been drawn 

and what has been drawn reflect a context that only the participant might 

be familiar with (Weber and Mitchell, 1996). Hence, the addition of a 

‘spoken element’ such as an interview to this research technique can help 

to convey any embedded meaning (Mitchell et al., 2011). An example of 

this is Figure 4.1, taken from a study by Mitchell et al. (2011), which shows 

the image of a football player, drawn by a 16-year-old boy, who was asked 

to draw something that would help him ‘be strong and cope well’ with life 

(Mitchell et al., 2011, p. 24). Looking at the picture, one might think that the 

participant interpreted strength as physical fitness i.e., strong and sporty. 

However, the participant explained that he wanted to play football so he 

could become rich; playing for the national team would mean he would 

have enough money to leave his life on the streets behind (Mitchell et al., 

2011). 
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Figure 4.1: Drawing of a South African Football Player (Mitchell et al., 

2011, p. 24) 

 
 

However, it should be noted that the act of explaining in words is not 

unproblematic either (Backett-Milburn and McKie, 1999) as participants 

might say what the researcher wants to hear, interview questions might be 

leading, or some participants might simply be shy or less articulate than 

others. 

At present, the ‘tell’ component is not an integral or compulsory part 

of the draw-and-write technique; as such, it might be omitted in some 

studies. However, when included, once again, varying formats can be 

observed. Researchers opt for casual chats (Angell, 2009), interviews (Borg 

et al., 2014; Kendrick and McKay, 2004) or interviews only with participants 

who did not complete the writing component (Caraher et al., 2004). At times 

researchers faced uncertainty as they did not include a ‘tell’ component and 

hence looked for alternatives. For example, Phillips, Ogden and Copland 

(2015), who were looking to gain insight into the experience of chronic pain, 

applied the critical visual methodology by Rose (2007) and used 

commentaries to support the interpretation of drawings. Whenever 



 124 

commentaries had not been provided, they used guided self-questioning 

(for themselves) to complete their qualitative analysis (Phillips et al., 2015). 

For this very reason, Angell and Angell (2013) insist that the composition of 

the draw-and-write technique needs to be reviewed to ensure that the 

‘telling’ component is not optional but integral, thus expanding it to the 

‘draw, write and tell’ technique.  

According to Mitchell et al. (2011), there might not be a set or correct 

way to interpret or analyse drawings. Considering this, they support an 

approach which analyses the drawings and commentaries in order to 

identify themes and patterns; they suggest looking not only at what is there, 

but rather at what is not there. The initial analysis is then framed and 

completed with the interpretations offered during the follow-up interview 

(Mitchell et al., 2011). Brooks (2009) exemplifies this approach by showing 

how drawings can illustrate possible ‘misunderstandings or gaps’ (2009, p. 

322). In her study, she gives the example of a child who drew a potato 

growing from a tree. Brooks (2009) focuses on exposing ‘what is not there’, 

which is knowledge of how potatoes grow and are harvested. Kenney 

(2009) on the other hand, argues that the analysis of drawings should 

follow a set format which comprises two steps: identification of visual 

symbols which represent the units of analysis, followed by categorisation to 

code these symbols. Symbols can be assigned to categories by first 

establishing a list of all the symbols, dividing these into suitable categories 

and subsequently counting them to establish their frequency. It is also 

possible to create metaphors which summarise the symbol (Kenney, 2009). 

Principally, Backett-Milburn and McKie (1999) question the 

quantification of draw-and-writing data. They believe this approach stems 

from the researcher considering the drawings merely a stepping stone to 

trigger written commentaries, thus wanting to maintain the original focus on 

the coding only of the written component, yet in a quantitative manner. 

Backett-Milburn and McKie (1999) explain how the original study by 

Williams et al. (1989) only used the drawings for visual purposes (Backett-

Milburn and McKie, 1999, p. 393). Backett-Milburn and McKie (1999) 

suggest that a quantitative data analysis reflects a lack of skills on the part 

of the researcher.  
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4.6.2 Analysing the draw-and-write technique 

As mentioned, originally the draw-and-write technique focused 

predominantly on the analysis of just one element, the written one 

(McWhirter, 2014). However, researchers have diversified. The following 

review highlights the various ways the draw-and-write technique is being 

interpreted and conducted. It shows that researchers make choices 

regarding which data strand (draw, write or tell) to analyse and how to 

analyse the data. The following sections will illustrate how some studies 

might obtain qualitative and quantitative data by holistically combining 

strands of data (draw, write or tell), whereas others might focus on simply 

analysing one data strand. Furthermore, during the actual coding process, 

researchers might draw on both grounded theory and pre-determined 

categories. This review highlights the decision-making challenges for the 

researcher to ensure the trustworthiness of the data. 

To begin with, I would like to examine four studies which seek a 

holistic approach by including and analysing three components, draw, write 

and tell, in three different ways. Angell (2009), for example, focused on 

establishing children’s perceptions of breastfeeding in the UK and included 

a compulsory telling activity in order to offer a holistic qualitative analysis of 

all three strands of data (draw, write, tell). The drawings were coded 

manually using categories emerging from the drawings and from the written 

texts (Angell, 2009). The ‘tell’ component took the form of informal chats at 

the back of the classroom, and children’s spoken comments were taken 

into account while coding (Angell, 2009).  

Moving on, Pitkänen-Huhta and Rothoni (2018) analysed Greek and 

Finnish teenagers’ perceptions of multilingual language and literacy 

practices. The researchers designed a two-level coding approach, 

supported by follow-up interviews and texts inserted in the drawings 

(collages) (Pitkänen-Huhta and Rothoni, 2018). The first level analysed 

drawings as artefacts together with the commentaries and interviews 

(Pitkänen-Huhta and Rothoni, 2018). The second level of coding involved 

discourse analysis to identify meanings in the greater context (Pitkänen-

Huhta and Rothoni, 2018).  
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Another study seeking a holistic data analysis is by Laurentiis 

Brandão (2018) who investigated the identity construction of one pre-

service EFL teacher in Brazil while teaching in a state school. Student 

teachers created drawings which were contextualised by spoken and 

written narratives. Laurentiis Brandão (2018) then drew on two 

methodologies to achieve a holistic analysis of these narratives: critical 

visual approach (Rose, 2012) and narrative enquiry (Connelly and 

Clandinin, 2006). By asking questions referring to production, image and 

audience (Rose, 2012) and temporality, sociality and place (Connelly and 

Clandinin, 2006), Laurentiis Brandão (2018) aimed to create a narrative 

which showed how the student teacher evolved. Finally, another approach 

to a holistic analysis is by Kendrick and McKay (2004), who organised their 

research based in a Canadian primary classroom into a number of steps. 

The researchers first carried out class discussions about reading and 

writing, then they introduced the drawing and writing task to establish 

children’s construction of literacy and completed their data collection with 

follow-up interviews. They drew on the interview transcripts and the written 

commentaries to find answers to questions such as who, why, when, where 

and what children had drawn (Kendrick and McKay, 2004). The analysis of 

the drawings made use of numerous pre-determined categories, such as 

social writing practices and social identities, which led to the establishment 

of a number of themes, such as literacy in home and family contexts.  

Studies which focus on two strands of data stemming from the draw-

and-write technique are similarly diverse both from an organisational and 

analytical point of view. Kalaja’s (2015) draw-and-write study investigated 

the beliefs of MA students in Finland, soon to be EFL or foreign language 

teachers. Student teachers were set the task of drawing what they believed 

their future language class would involve and of giving a short written 

commentary of what they believed was ‘going on’ in their class (Kalaja, 

2015, p. 32). The analysis centred on exploring visual narratives and was 

based on pre-determined themes, such as environments and student–

teacher interaction (Kalaja, 2015). Another study analysing two elements is 

by Ahn and West (2018), who focused on analysing children’s depictions of 

a ‘good’ English language teacher. Their study stands out as the 
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researchers took a very controlled approach. Rather than providing blank 

paper, as commonly done, the researchers provided a drawing template 

and added six specific questions and instructions, such as ‘What does your 

teacher look like?’, ‘What is your teacher’s personality?’ and ‘Write a short 

story about a time the teacher is good’ (Ahn and West, 2018, p. 248). Their 

quantitative analysis drew on predetermined codes for the drawings and 

made use of positive and negative descriptors to code the written 

component (Ahn and West, 2018).  

Finally, some researchers remain focused on analysing only one 

strand of data of the draw-and-write technique. The choice appears to fall 

on the written component, which aligns with the original analysis approach 

of the draw-and-write technique (McWhirter, 2014). For example, in a study 

of the impact of health education in primary schools in Ireland, Gabhainn 

and Kelleher (2002) sent out draw-and-write task packs to primary school 

teachers, who then asked their learners to carry out the activities. Since in 

this context it would not have been feasible to implement the ‘tell’ 

component, Gabhainn and Kelleher (2002) chose to code only the written 

commentaries. Similarly, while investigating children’s conceptions of health 

and illness in Portugal, Lima and Serra de Lemos (2014) did not analyse 

the drawings but instead focused on a quantitative analysis of the 

commentaries by applying a deductive coding system.  

When reflecting on the studies included in this review, two points 

stand out. First, whereas all the researchers mention the data strands they 

analysed and possible frameworks and approaches they drew on to 

support their data analysis, a degree of vagueness of how these were 

implemented prevails, making replicability a challenge. Second, despite the 

range of studies from different sectors such as health care and education, 

no explicit references to participants’ drawings skills, attitude towards 

drawing, drawing styles and use of colour are made. It appears that both 

points need to be addressed in order to evaluate the credibility, consistency 

and trustworthiness of the drawn data.  

I would like to add to the second point by elaborating on points made 

by Guillemin (2004), Backett-Milburn and McKie (1999) and Punch (2002). 

Guillemin (2004) believes that the drawing element of the draw-and-write 
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technique supports participants who are not sufficiently fluent in the spoken 

or written word to express their ‘beliefs and emotions’ (2004, p. 274). 

However, the question arises whether participants possess such drawing 

skills. The expression of emotions in drawing mentioned by Guillemin 

(2004) is referred to as expressive drawing, which reflects ‘psychological 

moods or basic emotions’ (Picard and Gauthier, 2012, p. 1). From a 

developmental point of view, Picard and Gauthier (2012) consider children 

to possess these skills at the age of five, and the only changes that occur 

with age are choices of expressive techniques. This means that children 

aged five to ten express emotions literally (i.e. smiley faces). However, 

adolescents by the age of 15, especially girls, will be expressing emotions 

literally and metaphorically (i.e. abstract cues such as size or colour) 

(Picard and Gauthier, 2012). These points are relevant as after the age of 

15, the development of these skills reaches a plateau (Picard and Gauthier, 

2012).  

Backett-Milburn and McKie (1999) believe that participants in the 

draw-and write technique might draw what lies within their abilities and thus 

omit difficult ideas. Hurlock and Thomson (1934) believe that confidence in 

the ability to draw is influenced by perception and claim that with an 

increase of refined perception through age, confidence in drawing abilities 

decreases. Bonoti and Metallidou (2010) build on Hurlock and Thomson 

(1934) to explain how perception is formed, especially from the age of 8 

onwards, when children experience a phase of visual realism and seek 

realistic depiction in their drawings, which takes into account perspective 

and proportions. A child’s focus on realism stems from drawing tasks which 

require them to copy images and to produce drawings which will receive 

positive feedback from adults if realistic (Rose, Jolley and Burkitt, 2006). 

With age, children become more demanding and then feel that their 

drawings do represent the world in a realistic way (Bonoti and Metallidou, 

2010, p. 334). These heightened perceptions lead to children and 

adolescents lacking confidence in their drawing abilities (Hurlock and 

Thomson, 1934). Willats (1995) explains that children change their 

drawings to improve how they look. This might also hold true for older 

participants. According to Bonoti and Metallidou (2010), as the 
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development of drawing skills is not a key focus in the secondary school 

curriculum, older children especially will not achieve the realistic depiction 

they desire. Arnheim (2004) believes that not achieving the desired effect 

leads older children to move from drawing to language as a mean of self-

expression. This, of course, raises the question whether draw-and-write 

participants do, in fact, omit difficult ideas which lie beyond their abilities, as 

claimed by Backett-Milburn and McKie (1999), or whether they simply 

choose to express them in writing instead.  

Bonoti and Metallidou (2010) refer to the difficulties regarding the 

arrangement of objects within a drawn scene and the necessary awareness 

of ‘perspective, proportion and distance’ (2010, p. 334). This point is of 

interest as it might lead researchers to misinterpret a participant’s drawing 

abilities. For example, if a participant draws a desk as a simple square, this 

may be a reflection of less-developed drawing skills. However, Nicholls and 

Kennedy (1992) researched the drawing of cubes amongst children and 

adults and concluded that there were two defined approaches. One 

approach refers to the drawing of cubes which resemble a simple square. 

The other approach depicts a cube which resembles a square with 

obliques. They conclude that adults apply a vantage-point geometry which 

influences how a cube is drawn and might, therefore, be less a matter of 

skills (Nicholls and Kennedy, 1992). For researchers working with the draw-

and-write technique, the awareness of vantage-point geometry could offer 

additional insights into the physical position of objects and people if, for 

example, they have been mentioned in written commentary but not drawn.  

Finally, Bonoti and Metallidou (2010) researched the perception of 

task difficulty. Their research amongst children aged 4 to 12 shows that 

children, regardless of their age, did not consider the given drawing task to 

be difficult (Bonoti and Metallidou, 2010). Their feelings of difficulty 

increased in relation to the complexity of the task based on, for example, 

the organisation and planning of the given space (Bonoti and Metallidou, 

2010). These points on task difficulty and perception are of interest. 

Researchers might question the difficulty of a task based on drawn 

elements, or written or spoken comments. However, it might be a matter of 

participants’ personal dissatisfaction and their perceived lack of drawing 
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skills rather than the actual task. Less-developed drawing skills and an 

awareness of not being good at drawing might indeed lead participants to 

create drawings which express what they can draw rather than ideas that 

might be relevant yet abstract and thus more difficult to visualise (Backett-

Milburn and McKie, 1999). However, these can be expressed in writing, 

and possibly in speaking, if the ‘tell’ component is added.  

When organising draw-and-write tasks, participants are commonly 

offered a choice of drawing utensils, such as pencils and coloured pens. In 

their study on self-portraits of EFL learners, Kalaja, Alanen and Dufva 

(2008) comment that although coloured crayons were available, most 

drawings were black and white, or blue and white. Hence, the final point I 

would like to discuss is whether any meaning or function can be attached to 

participants’ choice of colour or use of colour. Kress and van Leeuwen 

(2002) highlight various communicative functions of colour while discussing 

whether colour is a communicational resource in its own right, like 

language, image and music. They mention, for example, how colour can 

represent unique identities (flags, companies); signal ranking or safety 

codes; comprise iconic value in maps; or symbolise ideas, such as white for 

innocence and red for revolution (Kress and van Leeuwen, 2002). In 

addition, certain colours can achieve ‘interpersonal meaning’ (Kress and 

van Leeuwen, 2002, p. 348) and can thus impress, warn, relax or energise. 

However, colour not only represents meaning; it also instigates action: 

people are impressed, relaxed or energised. Kress and van Leeuwen 

(2002) also discuss the varying meanings individuals attach to the same 

colour and attribute these differences to a personal association. For 

example, the association with colours such as yellow or green could be 

specific to a country, culture, situation or experience (Kress and van 

Leeuwen, 2002). Whereas the unique identities and iconic uses of colour 

are identifiable in a drawing, colour association and related symbolism are 

less obvious as they appear to be more a participant’s preference. 

Insight into this issue is provided by Picard and Lebaz (2010), who 

analysed freehand tree drawings by 80 children and adults. Picard and 

Lebaz asked their participants to draw three trees, a tree, a happy tree and 

a sad tree, in order to establish the symbolic use of colour. Results showed 
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that all three trees made use of darker colours, which in Western cultures 

are associated with negative emotions but in this case ensure a realistic 

representation (Picard and Lebaz, 2010). However, the ‘happy’ tree had 

additional colourful ‘contextual features’, such as fruit and birds (Picard and 

Lebaz, 2010, p. 187). Picard and Lebaz (2010) conclude that the symbolic 

use of colour to express emotions when drawing a tree might be a 

misconception. Another study which analyses children’s drawings and the 

aspect of colour is by Crawford, Gross, Patterson and Hayne (2012). The 

researchers conclude from their study that children are biased towards their 

favourite colours regardless and thus fail to establish a ‘consistent 

relationship between colour choice and the emotional content’ (2012, p. 

210) in the children’s drawings. As a result, researchers are advised not to 

add meaning to the use of participants’ colour choices.  

The last aspect I would like to discuss refers to a point made by 

Punch (2002). Punch (2002) warns that researchers should not assume 

that participants will enjoy drawing. Especially when working with older 

children, drawing abilities need to be taken into account as these children 

might feel more self-aware and reserved (Punch, 2004). According to Rose 

et al. (2006), schoolteachers embrace drawing activities for teaching 

purposes while recognising drawing as a tool for self-expression and a 

means for children’s relaxation and enjoyment. However, taking Punch’s 

(2002) views into consideration, researchers should not assume that this 

holds true when schoolteachers themselves are participants in a draw-and-

write activity. This is an interesting point, especially for researchers 

conducting studies with student teachers. 

Both Backett-Milburn and McKie (1999) and McWhirter (2014) claim 

that existing criticism of the draw-and-write technique has focused on 

positivist notions of defining validity and reliability. In other words, the 

positivist paradigm will consider validity of findings to reflect a ‘true’ 

(Backett-Milburn and McKie, 1999, p. 394) or ‘truthful’ (McWhirter, 2014, p. 

256) representation of the participant’s views. Reliability will refer to how 

well the results remain unchanged with time and whether similar results 

could have been achieved in a different manner (McWhirter, 2014). 

Researchers have also questioned whether the relationship between the 
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child and the teacher might influence children’s drawing skills (Backett-

Milburn and McKie, 1999). However, the meaning of validity and reliability 

in qualitative research considers concepts such as credibility, consistency 

and trustworthiness (Guba and Lincoln, 1985), which stress the processes 

of analysing the data. Backett-Milburn and McKie (1999) argue that 

researchers should adopt an interpretivist paradigm and thus consider the 

qualitative findings from the draw-and-write technique a reflection of various 

ideas and approach rather than ‘representing any absolute truths’ (1999, p. 

394).  

Despite existing criticism, Weber and Mitchell (1996) make a point 

which is relevant for this PhD as it drove my choice of the draw-and-write 

technique. Weber and Mitchell (1996) believe that the draw-and-write 

technique as a research method can contribute to educating pre-service 

teachers. Borg et al. (2014) and Guillemin (2004) echo Weber and Mitchell 

(1996) and stress the technique’s suitability as a means to discover primary 

student teachers’ thoughts, ideas, beliefs and perceptions of a situation in a 

given place and time. However, the focus must lie on working with student 

teachers’ prior knowledge and experiences as opposed to seeing what has 

been drawn and then concentrating on ‘unlearning’ (Weber and Mitchell, 

1996, p. 312). In other words, teacher educators and researchers can 

benefit from using the draw-and-write technique to identify knowledge gaps, 

as illustrated by Brooks (2009) in her study on how potatoes grow, and then 

pay attention to offering learning opportunities which will enable the student 

teacher to develop and mature. Ultimately, it becomes clear that Mitchell et 

al. (2011) are correct in assuming that there is no single correct way to 

interpret or analyse drawings from the draw-and-write technique. However, 

a set of best practices might ensure greater consistency and transparency 

regarding the use of the draw-and-write technique as a research method.  

I would like to highlight the relevance of this review of the draw-and-

write technique literature and for this PhD. Firstly, it offered a degree of 

confidence regarding aspects related to drawing such as drawing skills, 

colour and attitudes to drawings. It offered support when simply looking at 

focal cases’ drawings. Secondly, the review of the draw-and-write literature 

revealed a gap in clear procedures for the data analysis stage. The diverse 
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studies that I reviewed helped me make principled decisions on the data 

strands (drawings, written commentaries, interviews) I wanted to analyse 

and the type of data I was looking for (quantitative or qualitative). The 

literature review also offered guidance when deciding on the approach I 

wanted to take to the data analysis. Thirdly, once these decisions had been 

made, the gap in the literature regarding a replicable framework meant I 

had to develop my own.  

 

4.6.3 The pre-and post-intervention draw-and-write activities  

Having discussed the relevant draw-and-write literature, I would like to 

return to the intervention and present the draw-and-write activities which 

took place pre- and post-intervention. I designed two tasks to support the 

research question. The tasks asked student teachers to first draw whatever 

reflected their ideas for the following: 

• Task A: A successful primary English as a Foreign Language lesson. 

• Task B: A successful primary English as a Foreign Language lesson 

using English picturebooks as a teaching tool. 

Once the drawing had been completed, student teachers wrote a short 

commentary in English or Dutch to accompany each task. This written 

commentary could be an explanation of what they had drawn and or ideas 

that had influenced their drawing. Figure 4.2 is an example of a student 

teacher’s completed drawing (left) and commentary (right) for Task A. 
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Figure 4.2: Frieda’s Post-Intervention Task A Drawing and Commentary 

 
 

The draw-and-write activities took place pre- and post-intervention. 

Each student teacher in Class 2A received an A4 handout for task A and B, 

blank A4 paper and a large choice of drawing materials (pencils, coloured 

crayons and pens). Each time, I handed out Task A and B consecutively to 

avoid student teachers feeling overwhelmed and to avoid ideas being 

haphazardly arranged across the two tasks. Post-intervention, the tasks 

remained the same, which student teachers quickly realised and double-

checked with me. Any continuation or repetition of ideas from Task A to 

Task B was a conscious choice by the participant. The allocated time was 

90 minutes to complete both tasks. 

The use of the word ‘successful’ in the task instructions is inspired by 

Borg et al. (2014), who asked student teachers to complete a drawing or a 

visual narrative of a successful primary ELT lesson and then offer a written 

explanation of the drawing. I contemplated the choice of ‘effective’ instead 

of 'successful'. However, I felt it implied effective teaching, a concept which 

is ‘difficult to define’ according to Farrell (2018, p. 258). In my view, 

'effective' implies seeking pre-determined lesson outcomes which would 

influence the interpretation of the data. The term ‘successful’ offered a 
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more personal interpretation of a lesson and so I followed Borg et al.’s 

(2014) word choice.  

 

4.7 Post-drawing interviews (pre- and post-intervention) 

Post-drawing follow-up interviews took place two or three days after the 

draw-and-write task had been completed (pre- and post-intervention). 

These semi-structured interviews were completed only by the selected focal 

cases; their drawings provided a starting point to stimulate reflections and 

experiences (James and Laurentiis Brandão, 2019) and acted as a means 

of engagement during the interview process (Crawford et al., 2012). The 

interview process was guided by an interview guide consisting of several  

open-ended questions (Appendix 1), which encouraged focal cases to 

interpret their drawings. The questions I eventually asked student teachers 

were to describe and explain the drawing and the space that they had 

created and the characters and their roles. I asked their thoughts about 

how language learning took place in their lesson, what stood out for them 

when looking at their drawings and what they thought I could not see. At 

the end, my question focused on the format of the task to establish 

attitudes towards drawing, perception of personal drawing skills and use of 

colour. Pre-intervention, I also asked some questions to establish their 

English language learning background (primary and secondary level) and 

teaching experience. Post-intervention, I replaced this question and asked 

focal cases to compare their drawings (pre-and-post) and discuss any 

personal developments they recognised. The interviews took place in small 

tutoring rooms at Avans. Focal cases could reply in Dutch or English, and 

all interviews were recorded. These interviews lasted around 25 minutes.  

 

4.8 Lesson observations (intervention phase) 

I would now like to turn to the lesson observations that the focal cases 

completed at their respective placement schools during the intervention 

phase. Each focal case was asked to complete a picturebook-based PELT 

lesson in Session 9 with younger primary learners (Grade 1–2) and in 

Session 13 with older primary learners (Grade 6–8). To prepare for the 

observed lessons, focal cases had to select a suitable picturebook and 
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develop a picturebook-based EFL lesson plan (Appendix 2). For each of 

the two observations, student teachers were asked to submit their lesson 

plan and any additional materials before the observation. Each observed 

lesson lasted around 20 minutes in the lower levels and 30 minutes in the 

higher levels. 

The purpose of the lesson observations was not to evaluate the focal 

case or their planned lesson. None of the research questions focused on 

assessing student teachers’ ELT skills. Rather, the observations were a tool 

to create a shared experience which the focal case could later discuss 

during the post-lesson reflective interview. Hence, I chose to follow an 

unstructured approach during the lesson observations. According to 

Dörnyei (2007), this unstructured approach is suitable for qualitative 

research where the researcher first needs to discover what is happening 

before deciding on its importance. The unstructured approach would, 

therefore, allow me to witness a picturebook-based PELT lesson as a 

whole, before sharing and discussing the experience. I would also like to 

point out that the PELT teaching context varied from primary school to 

primary school and from class to class. As a result, there was indeed an 

element of uncertainty. For many focal cases, the first observed lesson in 

the lower primary levels was their first ever lesson teaching English, and it 

was also the children’s first ever English lesson. A structured observation 

protocol might have focused on aspects which were not be achievable for 

every focal case.  

Although the observations were facilitated by an ongoing agreement 

between the Avans teacher education department and approximately 160 

predominately local primary schools, which stipulates research 

opportunities, it was not possible to make any audio or video recordings. I 

therefore opted to make fieldnotes, which I could draw on immediately to 

support the post-lesson reflective interview and later, if needed, to support 

the data analysis (see 4.13 for a discussion of the research ethics). The 

writing of the fieldnotes was guided by two questions: ‘What is happening?’ 

and ‘What do I think is happening?’. These two questions supported the 

unstructured observation approach of observing the lesson as a whole, and 

also helped to create a factual account by differentiating between 
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description and analysis of what was happening. In keeping notes in this 

way, I attempted to pre-empt this possible issue (description versus 

analysis), which is also described by Gibson and Brown (2009) as a 

‘dilemma’ (2009, p. 105) when making fieldnotes.  

 

4.9 Post-lesson reflective interviews  

After each of the two lesson observations, I conducted reflective interviews 

with the focal case. These interviews took place immediately at the 

placement school after the observed lesson and lasted around 15 to 20 

minutes. The interviews were recorded, and the focal cases were able to 

reply in Dutch or in English. The purpose of these interviews was to offer 

focal cases a moment to reflect on their lesson and to provide an 

opportunity for them to share their experiences and emotions. The post-

lesson reflective interviews were semi-structured and guided by a short 

interview guide. The interview guide (Appendix 1) consisted of a few broad 

open-ended questions, which functioned as a trigger. I began by asking 

how they felt after the lesson, what impressions they had of their lesson, 

what stood out for them and what they would do differently if they could 

teach the lesson again. Whenever possible, I tried to establish a link 

between their past and present by asking what personal experiences had 

shaped their lesson. After the second lesson observation, I also asked focal 

cases to compare and comment on their observed lessons.  

 

4.10 Research journal 

After presenting the various research methods for this PhD, the online 

testing, the draw-and-write technique with follow-up interviews and the 

lesson observations with reflective interviews, I now briefly mention my 

research journal, or log-book. Throughout the entire data collection process 

(August 2017 to May 2018), I compiled a research journal. I logged all 

events regarding the research activities and their logistics, reported and 

reflected on every taught lesson, added comments and feedback from 

student teachers and noted any arising issues concerning the data 

collection or student teachers’ participation. I also added copies of the 

emails I sent to Class 2A after every taught lesson and to focal cases after 
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each observed lesson. The purpose of this journal was twofold: firstly, it 

served as a place to document events which had taken place (Richards, 

2005) in both word and image (photos), and secondly, it helped me to 

remember the research activities I engaged in. Duff (2018) recommends 

the use of a research diary for keeping an account of research activities 

and reflection but stresses that being systematic requires discipline. For this 

reason, I chose to complete an online journal, which sent a daily reminder. 

During the data collection phase, I had to assume various roles: 

researcher, test administrator, course content developer, class teacher, 

mentor, observer. Due to the interconnection of these roles and research 

activities, I sometimes had to assume a number of roles simultaneously. 

The research journal helped me to remain conscious of my actions and 

decisions throughout the data collection phase (August 2017 to May 2018). 

It soon helped me to remember and stimulated reflection (Duff, 2018). It 

also supported the process of reflexivity, ‘the process of becoming self-

aware’ (Begoray and Banister, 2012 p. 789), which reinforced my efforts as 

a researcher to be self-critical, to assess the extent to which personal 

assumptions impact on the research process, to not settle for guessing but 

to identify meaning (Begoray and Banister, 2012).  

 

4.11 Data analysis stage 1: pre-intervention 

The first stage of the data analysis was the preliminary analysis, which took 

place pre-intervention. The purpose of the preliminary analysis was to 

select the 12 focal cases for this multiple case study from Class 2A. 

The preliminary analysis began once student teachers in Class 2A  

had completed the online proficiency test and the two draw-and-write tasks 

(A and B). With limited available time, I opted for a practical approach in 

order to complete the purposive sampling swiftly. I began preparing the 

data by downloading the test results from the online proficiency test as an 

Excel report. This report presented student teachers’ reading, listening, 

writing and speaking skills in terms of CEFR and GSE scores and their 

individual overall CEFR and GSE scores. I added a column to include 

student teachers’ secondary school qualifications.  
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In order to facilitate the reading and comparison of student teacher’s 

drawings and accompanying commentaries, I minimised every one of the 

42 drawings (two for each of the 21 students) and their accompanying 

commentaries to create one A4 showing the two components. Next, I 

began viewing these 42 documents, one by one. I first viewed the drawing, 

then the commentary and jotted down first impressions. This approach is 

suggested by Saldaña (2016) for the analysis of photographs. Likewise, 

Borg et al. (2014) also began their analysis by looking at a sample of 

drawings and identifying salient features. My comments were generally 

short but varied depending on how much had been drawn. Once I had 

annotated all drawings, I disqualified five student teachers based on their 

submissions. These students had misinterpreted the task and so their 

drawings and commentaries either referred to teaching in general or to the 

personal advantage of ELT, such as travelling and teaching abroad. The 

disqualified work confirmed what Kalaja et al. (2013) discovered after 

analysing their drawings: regardless of how ‘clear and uniform’ (2013, p. 9) 

instructions might seem in the mind of the researcher, participants interpret 

them in multiple ways.  

I arranged the remaining 32 drawings according to CEFR level and 

reviewed them once more before selecting the final 12 focal cases. My 

second supervisor assisted in this process. The final selection represented 

a range of visualised ideas, CEFR levels and secondary education 

backgrounds. Next, I contacted the focal cases and arranged the post-

drawing interviews. Table 4.4 provides an overview of the 12 selected focal 

cases, their Pearson Progress CEFR results and their secondary 

backgrounds. I would like to stress that the names in the table are the focal 

cases’ pseudonyms. Given the high number of student teachers with CEFR 

results below B1, it was not possible to achieve a more even distribution of 

CEFR levels.  
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Table 4.4: Overview of Focal Cases  

1 2 3 4 5 6 7 

Daisy Grace Molly Frieda Jenny Maddie Nikki 

B2 B2 B1+ <B1 <B1 <B1 <B1 

Havo Havo Havo Havo Mavo Havo Havo 

 

8 9 10 11 12 

Nancy Rosa Ruby Wendy Nelly 

<B1 B2 B2 B1+ B1+ 

Havo Mavo Mavo Mavo Havo 

 

I have included all focal cases in Table 4.4 although Data Sets 8 to 

12 were incomplete and were thus not considered during the actual data 

analysis. The reasons for this attrition are different in each case. Following 

their first lesson observation, focal cases Rosa (9)and Ruby (10), who were 

best friends, decided to relinquish their role as they considered it too time 

consuming. Both continued to participate but did not complete any more 

additional activities. Focal cases Wendy, Nancy and Nelly maintained their 

role throughout. However, for personal or heath reasons they were only 

able to complete one or none of the lesson observations and post-lesson 

interviews. Consequently, seven complete data sets were available; this 

does, however, align with Duff’s (2014) recommended number for multiple 

cases studies. 

I would like to point out that within the complete data sets, post-

intervention, there are two intentional variations by focal cases Frieda and 

Jenny. Frieda submitted Task A and B drawings but only one commentary. 

After completing the Task A drawing and commentary and her Task B 

drawing, she decided that her commentary from Task A also applied to 

Task B. Hence, she completed two drawings but only one written 

commentary. Jenny submitted one drawing for Task A and B but two 

commentaries. In other words, after drawing Task A and completing the 

written commentary, Jenny decided that her Task B drawing would look the 

same and therefore focused only on the writing the Task B commentary. As 

these students made these decisions consciously and nevertheless 
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addressed both tasks (A and B), I considered that their more holistic 

approach to completing the task should be included.  

 

4.12 Data analysis stage 2: post-intervention 

The second stage was the actual data analysis, which took place post-

intervention, after all the data had been collected. This section will describe 

the process in detail and in chronological order.  

 

4.12.1 Data preparation 

Duff (2012) explains that for multiple case study research with numerous 

participants, qualitative data analysis software offers possibilities to connect 

different data strands. I opted to use NVivo after a trial confirmed its 

suitability to analyse drawings. Nvivo is suitable for inductive coding and 

allowed me to create a set of categories which could be applied to the 

written commentaries and interview transcripts. I scanned and uploaded all 

drawings with commentaries and interview transcripts into Nvivo. Once all 

the data had been uploaded (pre-, intervention, post-intervention), I 

arranged it by research phase, data strand and focal case.  

Every interview, to a greater or lesser extent, included contributions 

in Dutch by the focal cases, which meant that I was not able to transcribe 

the interviews myself. Although my proficiency allows me to read and 

comprehend Dutch, my spelling is yet to reach the necessary level to 

transcribe an interview in Dutch. Hence, all interviews were transcribed by a 

Dutch transcription service which works predominantly in the field of 

education and offers a multilingual transcription service with confidentiality 

agreements (Appendix 5 and Appendix 6). It also allows researchers to 

select specific transcribers in order to ensure consistency of transcription. 

After checking the first five interview transcripts, I made use of this option 

and selected two transcribers. The interviews were transcribed verbatim 

and included false starts and repetition. I checked every transcript.  

Table 4.5 illustrates the data which required analysis. The first data 

set comprised the focal cases’ proficiency test results, pre-intervention 

drawings, written commentaries and post-drawing interviews. The second 

data set consisted of the focal cases’ reflective interviews, which followed 
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the observed picturebook-based EFL lessons during the intervention. The 

third data set included the focal cases’ proficiency test results, post-

intervention drawings, written commentaries and post-drawing interviews. 

Altogether, as noted above, I had complete data sets from seven focal 

cases. All but the proficiency test results required coding. 

 

Table 4.5: Data Sets 

Data set Phase 1:  
Pre-intervention 

Data set Phase 2:  
Intervention 

Data set Phase 3:  
Post-intervention 

Proficiency Test   Proficiency Test 

Task A and B drawings 
with written 
commentaries  

Two post-lesson 
reflective interviews 

Task A and B drawings 
with written 
commentaries 

Post-drawing interview  Post-drawing interview 

 

4.12.2 Coding process: underlying frameworks and considerations 

The diverse approaches taken by draw-and-write researchers during the 

data analysis phase, as described in the draw-and-write literature review, 

meant that I needed to decide which data strands I wanted to analyse 

(drawings, commentaries, interviews); what type of data I was looking for 

(quantitative, qualitative); and how I wanted to approach the analysis 

process (deductive or inductive). Influenced by the holistic approach taken 

by Angell (2009), I opted for grounded theory and a qualitative analysis 

based on holistic coding of multiple data strands, akin to grounded theory. 

The choice of an approach aligned to grounded theory was made after 

reviewing the draw-and-write research by Kalaja (2015) and Borg et al. 

(2014) which offered several possible coding categories and themes to 

establish what is happening in an EFL classroom (Kalaja, 2015) and in a 

successful EFL lesson (Borg et al., 2014). These categories focused on 

aspects such as environment and interaction (Kalaja, 2015), physical and 

social environment and ELT methodology (Borg et al., 2014). However, 

there were some key differences between the studies by Borg et al. (2014) 

and Kalaja (2015) and mine, specifically, the participants and the data 
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strands. Firstly, unlike the student teachers in the study by Borg et al. 

(2014) or the MA-level future EFL teachers in the study by Kalaja (2015), 

the participating student teachers at Avans possessed little to no primary 

English teaching insights and experience. I wondered thus to what extent 

categories and themes established by Borg et al. (2014) and Kalaja (2015) 

would be suitable. Moreover, I questioned whether I might become single-

minded, focusing only on these existing categories and themes, thus 

missing new insights. Next, unlike Kalaja (2015), I was aiming for holistic 

coding of three strands of data (drawings, commentaries and interviews) as 

advocated by Angell (2009). For these reasons, I opted for an approach 

aligned to grounded theory as opposed to drawing on these pre-determined 

categories.  

Dörnyei (2007) explains how grounded theory, developed by Glaser 

and Strauss (1967), is not a theory but a research method which applies to 

the entire research process. It needs to follow a specific coding approach 

and result in original theories. Dörnyei (2007) believes Glaser and Strauss 

(1967) were not referring to ‘grand theories’ (2007, p. 259) and stresses 

that key for the discussion is that researchers offer more than a description 

or categorisation of a certain phenomenon and show a ‘basic 

understanding of the principles, relationships, causes and/or motives 

underlying it’ (2007, p. 260). Likewise, Gibson and Brown (2009) point out 

that the term ‘grounded theory’ can also be applied in a ‘looser sense’ 

(2009, p. 26) to show that any concepts are generated from the research 

and not pre-imposed from previous research. Moreover, Hadley (2019) 

comments that Glaser and Strauss did not specify whether grounded theory 

applied to the methodology (research process) or to the end product. 

Regardless, as Hadley (2019) points out, grounded theory remains 

exploratory and does not intend to validate existing theories.  

Grounded theory can be outlined by a number of processes, which 

include, for example, coding, memo writing, sampling and triangulation, in 

order to develop categories and establish ‘theoretical relations’ (Gibson and 

Brown, 2009, p. 27). The process of coding in grounded theory comprises 

open coding (a first-level analysis of what is going on), theoretical coding 

(making connections and integrating coding categories) and selective 
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coding (focusing on core categories) (Dörnyei, 2007). This led me to draw 

on two iterative frameworks to guide the coding process of the drawings, 

written commentaries and interviews. The first was Saldaña’s (2016) two-

coding cycle approach, which offered a structure to code, categorise, 

group, recode, recategorise and regroup by coding in two cycles. The 

second was Seidel’s (1998) model of ‘notice things, collect things, think 

about things’, which stresses that the data analysis process is a complete 

cycle of repetition which can be compared to an ‘infinite spiral’ (1998, p. 2). 

Seidel (1998) explains how the process of thinking and noticing leads to 

collecting, which in return leads to new ways of thinking and noticing, and 

to further collecting. In return, this can lead to the data analysis process 

becoming recursive, thus triggering once more new thoughts and 

collections (Seidel, 1998). As I was working with multiple data strands and 

triangulation, Seidel’s (1998) model encouraged constant awareness and 

reflection on my part.  

 

4.12.3 Part A: coding the drawings, written commentaries and 

interview transcripts  

The coding process that I developed for the drawings, written 

commentaries and post-drawing interviews (Phase 1 and 3) comprised four 

steps: familiarisation (Step 1), first coding cycle (Step 2), second coding 

cycle (Step 3) and development of themes (Step 4). As mentioned, I drew 

on the iterative frameworks by Seidel (1998) and Saldaña (2016), 

considered key features to evaluate the trustworthiness of a case study 

(Gall, Gall and Borg, 2005) and incorporated processes which outline 

coding in grounded theory (Dörnyei, 2007; Gibson and Brown, 2009).  

Throughout the data analysis, my focus remained on achieving an 

inductive, qualitative and holistic analysis of multiple data strands 

(drawings, written commentaries, post-drawing interviews), which was 

suitable for a multiple case study design and which would support the 

research question of exploring the contribution a picturebook-based course 

could make to pre-service primary English language teacher education in 

the Netherlands. While preparing the data analysis process, I was 

reminded of points by Mitchell et al. (2011) mentioned in the literature 
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review of the draw-and-write technique (see 4.6), especially the point of 

looking not only at what is there but rather at what is not there. The initial 

analysis is then framed and completed with the interpretations offered 

during the follow-up interview as suggested by Mitchell et al. (2011).  

Before describing my coding process in detail, I would like to reflect 

on the role of coding units such as themes, categories and codes. These 

thoughts originated while I was familiarising myself with the data (Step 1) 

and contributed to forming the coding process. While reviewing the data 

from the focal cases, the drawing became my starting point, as it did during 

the preliminary analysis. With time, I began to evaluate the contribution of 

larger coding units (such as categories) and smaller units (such as codes). I 

realised that smaller, descriptive and interpretative coding units might carry 

certain risks. I was concerned that my findings could become more 

quantitative than qualitative, which might make my findings not meaningful 

enough to answer the research question. Furthermore, I wondered whether 

smaller coding units might become a hindrance in seeing and describing 

what had not been drawn, which meant I might miss findings (Mitchell et al., 

2011).  

A final consideration stemmed from reviewing a few codes I had 

identified during this familiarisation. I recognised that these codes would 

contribute to a thick description per focal case but essentially were only 

meaningful on a personal, focal-case level. It would thus require a cross-

analysis of all seven focal cases to discover patterns, similarities or 

differences. In order to complete a cross-analysis, I would require a 

concrete structure of themes and categories, which I could apply to every 

focal case. Hence, I decided to prioritise the creation of larger coding units, 

(sub-) categories, and the formation of themes to help identify patterns 

(Michell et al., 2011). At the same time, however, I continued to take notes 

(by hand) of codes for each focal case. These codes were frequently of 

adjectival nature such as ‘random’ to describe a focal case’s use of colour, 

‘ambiguous’ to describe a drawn teaching space or ‘realistic’ to describe a 

focal case’s drawing style. These codes supported the presentation of 

findings per focal case.  
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4.12.4 The four-step coding process 

Step 1: Familiarisation. I began by simply looking at the first 

impressions which I had jotted on the drawings during the preliminary 

analysis. Based on these initial comments, I drew up a list of five 

categories: setting, emotions, characters, materials, and drawing elements. 

I then continued viewing the drawings guided by questions which I adapted 

from Saldaña (2016, p. 22):  

• What is the student teacher drawing?  

• What is she trying to achieve?  

• What means or strategies does she use?  

• What does the drawing talk about or characterise?  

• What do I see going on?  

• What do I learn?  

• What is the greater significance?  

My list of categories and sub-categories grew, and once I had viewed all 

the draw-and-write data and the post-drawing transcripts (pre-and post-

intervention), I shifted from working on paper to the use of Nvivo.  

 

Step 2: First coding cycle. When working in Nvivo, the coding is 

completed by creating ‘nodes’. Essentially, each node can be described as 

a container to collect references, which are gathered while analysing the 

data. This system offered me the flexibility to collect references across the 

data strands for the same node. Nodes can have different hierarchies and 

can be later rearranged to develop themes. The screenshot in Figure 4.3 

shows my initial list of ‘nodes’ on the left, the uploaded image with its hand-

written commentary in the centre, and the references which I identified for 

each node across the data strands. Every reference that I added to the 

selected part on the drawing included its origin (e.g. written commentary, 

interview). In my case, these nodes and child-nodes can be compared to 

categories and sub-categories, which is the term I will use henceforth.  
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Figure 4.3: Screenshot from NVivo 

 
 

For every category and sub-category, I selected the relevant part in 

the drawing and then added the following references: my description 

(based on the visual), evidence from the written commentary and evidence 

from the interview transcript. The last one offered an interpretation or 

explanation of the description. By doing so, I was required to identify a part 

of the drawing for every established (sub-)category and describe and add 

explanatory comments from the written commentaries and interviews. Even 

if the focal case had paid little or no attention to a certain (sub-)category, I 

had to document it. Ultimately, this process ensured that the data analysis 

remained qualitative.  

Once all (sub-)categories had been completed and, if necessary, 

new ones added, I stored these references in the node and moved on to 

the next drawing and completed the same process. While analysing the 

interview transcripts, I made short memos in Nvivo for each focal case, 

which is a common approach when working with grounded theory (Strauss 

and Corbin, 1990). The final chart (Table 4.6) consisted of five categories 

and 13 sub-categories.  
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Table 4.6: Coding Categories: Final  

Category Sub-category Definition and examples  
 
 
 
 
 
 
 
Picturebook 

Type of 
picturebook 

The kind of picturebook student 
teachers have depicted, e.g. 
vocabulary picturebooks 

Quantity The number of picturebooks shown in 
the drawing, e.g. one for the teacher 
or more for children to use 

Purpose and 
focus 

The use and purpose of the 
picturebook, e.g. use of visuals for 
vocabulary learning 

PB PELT  Examples of PELT with picturebooks, 
e.g. materials or activities 

Page status How the picturebook itself has been 
drawn, e.g. forward -facing, open or 
closed?  

Page content What can be seen on the drawn 
picturebook, e.g. fruit, words  

Interactivity  Children/teacher interacting and 
collaborating during the lesson 

General 

Use of colour Decisions made regarding the use of 
colour and colour choices  

Style Drawing style, e.g. stickmen 
Role/position 
of characters 

Role and position of the teacher and 
children, e.g. central, together, distant  

Page facts Basic drawing elements, e.g. number 
of characters, page division, page 
layout 

In-drawing 
text 

Any text or numbers added into the 
drawing 

Icons/symbols Common signs associated with 
meaning, e.g. flag, hearts  

Created space The learning and teaching space that 
has been created, e.g. classroom 

Emotions  Emotions/atmosphere expressed in 
the drawings, e.g. smiling faces, 
hearts, colourful bunting 

EFL teaching 
and learning 

 Examples that link to PELT, e.g. 
materials or activities 

 

Step 3: Second coding cycle. During this cycle I reviewed, re-

grouped and re-named categories and sub-categories and tried to establish 

what certain groups of categories represented. This process aimed to 
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condense and focus the categories and ultimately facilitate the 

development of themes to support the overarching question of the 

contribution picturebooks could make to the development of student 

teachers’ ELT skills and English proficiency. I completed this process 

manually, and Table 4.7 shows the list of grouped categories. I identified 

two foci: Drawing Elements and PELT-Related Elements.  

 

Table 4.7: Foci of Grouped Categories  

Drawing Elements PELT-Related Elements 
• Colour 
• Page division 
• Position of characters 
• Drawing style 
• In-drawing text  
• Common signs 

• Created space 
• Approaches and methods 
• Picturebooks  
• Materials  
• Roles (teacher/children) 
• Lesson focus  
• Interactivity 
• Atmosphere  

 

Step 4: Identifying themes. Table 4.7 provided the stepping stone 

to the identification of themes. Two themes emerged from the categories 

grouped under PELT: plans and ambitions. Plans represented a guide to 

what focal cases included in a successful (picturebook-based) PELT 

lesson. Ambitions reflected what they wanted to achieve during a 

successful (picturebook-based) PELT lesson. It quickly became apparent 

that these themes were interwoven, and as a result, they consist of the 

same set of categories.  

I also reflected on the categories which represented the various 

drawing elements. Based on the discussion of, for example, the use of 

colour and drawing styles in the literature review of the draw-and-write 

technique (4.6), I decided that these categories afforded the following: 

firstly, they would contribute to a discussion of focal cases’ response to the 

draw-and-write technique and thus the trustworthiness of the data; and 

secondly, they would support the detailed description of a drawing. While I 

considered that these affordances could contribute to the exploration of 

picturebooks in primary teacher education in the Netherlands, I felt they 

were not directly linked to understanding the phenomenon of the 
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picturebook-based course. Consequently, I include these details in the 

findings chapter but without creating a theme. Table 4.8 provides an 

overview of the final two themes.  

 

Table 4.8: Themes from the Draw-and-Write Data and Post-Drawing 

Interviews  

Theme Categories Data Strands Research 
Phase 

ELT Plans 

• Created space 
• Roles 

(teacher/children) 
• Approaches  
• Materials  
• Lesson focus  
• Interactivity 
• Atmosphere 

• Drawings 
• Written 

commentaries 
• Post-drawing 

interviews 

• Phase 1 
(pre-
intervention) 

• Phase 3 
(post-
intervention 

ELT 
Ambitions 

• Created space 
• Roles 

(teacher/children) 
• Approaches  
• Materials  
• Lesson focus  
• Interactivity 
• Atmosphere 

• Drawings 
• Written 

commentaries 
• Post-drawing 

interviews 

• Phase 1 
(pre-
intervention) 

• Phase 3 
(post-
intervention 

 

4.12.5 Part B: Coding the post-lesson reflective interviews 

This next part of my actual data analysis focused on the data collected 

during the intervention (Phase 2). I began looking at the post-lesson 

interview transcripts for the two observed lessons and followed the same 

cyclical coding process of creating categories and sub-categories, 

reviewing and re-grouping and making notes of codes. At times, I realised 

that focal cases had repeated a certain point during their post-intervention, 

post-drawing interview, so I added that reference. When working with the 

transcripts, I continued to add memos; these were short and consisted of 

key points or key characteristics which stood out or reflected a pattern of 

doing things or thinking. Once again, this process was guided by questions 

adapted from Saldaña (2016, p. 22), which were as follows:  

• What is going on?  
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• What do I learn?  

• What is the greater significance? 

Initially, six categories and 11 sub-categories emerged, which were 

regrouped and reduced. Eventually two categories and eight sub-

categories remained, which can be seen in Table 4.9.  

 

Table 4.9: Categories in Post-Lesson Interviews 

Category  Sub-category  Definition 

Feelings 

Perceived Feelings experienced by the focal 
case  
 

Observed  Feelings of children witnessed during 
the lesson 

ELT 

Content  The planned lesson content and 
picturebook choice for the observed 
lesson 

Engagement  The engagement of the children in 
the lesson 

Materials All materials used in the lesson  
Planning  Any considerations focal cases took 

into consideration, e.g. energetic 
class  

Supporting 
learners 

How were e.g. mixed abilities, 
confidence issues supported? 

Learning English  How did language learning take 
place? 

 

I considered what these (sub-)categories represented and concluded there 

was a focus on key aspects in ELT and emotions. This led to the following 

two themes (Table 4.10): ELT Vision and Emotional Experiences in ELT. 

Interestingly, the Emotional Experiences contribute to forming the ELT 

Vision. While this time the themes do not share categories, they remain 

interwoven.  
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Table 4.10: Themes and Categories in Post-Lesson Interviews 

Theme Categories Data Strands Research 
Phase 

ELT Vision 

• Content  
• Interactivity 
• Materials  
• Planning  
• Supporting 

learners 
• Learning 

English 

• Post-lesson 
reflective 
interviews 

• Phase 2 
(intervention) 

 

Emotional 
Experiences 
in ELT 

• Personal 
perceived 
feelings  

• Observed 
feelings 

• Post-lesson 
reflective 
interviews 

• Phase 2 
(intervention) 

 

 

Table 4.11 provides an overview of the four themes which were established 

after analysing the pre- intervention and post-intervention data as they were 

considered relevant to exploring the research question. The tables define 

each theme and indicate the data strands and research phase. One 

noteworthy point is the connection between the themes of ELT Vision and 

ELT Ambitions. The ELT Vision theme offers a higher-level or more general 

view of key features for a successful PELT lesson. Interestingly, focal 

cases’ ELT Visions, which were expressed in the post-lesson reflective 

interviews, could be linked back to the drawings and interpretations of a 

successful (picturebook-based) PELT lesson. 
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Table 4.11: Overview of Themes, Data Strands and Research Phases 
Themes Categories Definition Data Strand(s) Research Phase 

1: ELT Plans 

• Created space 

• Roles (teacher/child) 

• Approaches  

• Materials  

• Lesson focus  

• Interactivity 

• Atmosphere 

• Focal cases’ plans for their 

successful PELT and picturebook-

based PELT lesson 

• Drawings, written 

commentaries, post-

drawing interviews 

• Pre- and post-

intervention 

2: ELT Ambitions 

• Created space 

• Roles (teacher/child) 

• Approaches  

• Materials  

• Lesson focus  

• Interactivity 

• Atmosphere 

• Focal cases’ aims for their 

successful PELT and picturebook-

based PELT lesson 

• Drawings, written 

commentaries, post-

drawing interviews 

• Pre- and post-

intervention 

3: ELT Vision 

• Content  

• Interactivity 

• Materials  

• Planning  

• Supporting learners 

• Learning English 

• Focal cases’ views on key 

features for a successful PELT 

lesson 

• Post-lesson reflective 

interviews 

• Intervention 

4: Emotional 
Experiences in 
ELT  

• Personal perceived 

feelings 

• Observed feelings 

• Focal cases’ emotions as 

experienced or observed (child) 

while teaching their two 

picturebook-based PELT lessons 

• Post-lesson reflective 

interviews 

• Intervention  
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4.13 Ethics 
Various precautions were taken before and throughout this intervention in 

order to ensure that from a research ethics point of view, this study did not 

cause any mental of physical harm, which according to Dörnyei (2007), is 

the ‘primary principle of research ethics’ (2007 p. 67). Gibson and Brown 

(2009) consider avoiding harm to be one of the four key issues which need 

to be considered, together with ensuring informed consent, confidentiality, 

integrity and professionalism. Dörnyei (2007) defines the latter as the 

responsibility of researchers to, for example, refrain from fabricating, 

falsifying or withholding data or results.  

My efforts to anticipate possible ethical dilemmas began when I 

completed the ethics application form as part of my upgrade documentation 

in July 2017 (Appendix 7). Gibson and Brown (2009) stress that completing 

such a formal ethics review for the research institution is a prerequisite for 

conducting research. Although I received ethical clearance and could 

proceed to organising and carrying out research, further efforts had to be 

made to put the stated guidelines into practice. These were as follows. 

First, at the start of the intervention (academic year 2017/2018), 

Pabo’s Head of English and I focused on obtaining informed consent. We 

organised an information session for all student teachers in Class 2A. 

During this session, we gave an overview of the upcoming intervention 

course and the research activities, and we presented students with written 

consent forms in Dutch; these included an opt-out option (Appendix 3). 

Student teachers were asked to complete the consent forms in their own 

time to avoid in-class peer-pressure to participate. If a student teacher had 

chosen to opt-out, that student would have been moved to the parallel 

class, 2B. Once the pre-intervention online testing and draw-and-write 

activities had taken place, I contacted the selected focal cases. I received a 

verbal agreement to participate and thus arranged the post-drawing 

interviews. At the start of these interviews, I presented the consent form 

specifically for focal cases, which once again included the opt-out option 

(Appendix 8). This meant that at any given time during the three research 

phases, focal cases could decide to withdraw from the study.  



 155 

Second, the lesson observations took place at the focal cases’ 

placement schools. Although research access was granted based on the 

contract between Pabo and their partner placement schools, I sent a written 

information letter and a consent form to the primary school directors and 

the class teachers (Appendix 9). Although children were present during the 

observed lesson and participated, they were not the focus of the lesson and 

thus not participants as such. No photos were taken, and no video and 

audio recordings were made during any of the observations. Any photos 

that are in my possession and that have been included in this thesis were 

forwarded to me by focal cases. These photos were part of their English e-

portfolios and they gave permission for me to use them.  

Third, a number of measures were put in place to ensure the privacy 

and confidentiality of the focal cases. All drawings and written 

commentaries remained confidential and were immediately anonymised. All 

interview recordings which were submitted to a Dutch transcription service 

included non-disclosure agreements (Appendix 5). At the start and the end 

of the course, student teachers completed an online proficiency test. On 

both occasions, student teachers received a handout explaining how to log 

in and how to change their log-in details, for privacy reasons.  

Fourth, as I was working with a high volume of data using various 

systems, I had to ensure secure data storage and management. Paper-

based data was photocopied, scanned and filed in both physical and 

electronic folders. Interviews were recorded using my mobile phone, and 

these were then downloaded and filed. Digital data was stored on a 

personal laptop with an encrypted hard disk, which is backed-up daily.  

Finally, while Dörnyei (2007) believes that researchers must protect 

participants from harm, as already mentioned, he also believes that 

researchers should aim for ‘an equitable cost-benefit balance’ (2007, p. 67). 

In other words, there should also be a benefit for the research participant, 

which could range from feedback to a thank you gift. For this reason, all 

student teachers and focal cases received a collection of picturebooks at 

the end of the intervention course, and all class teachers who 

accommodated the lesson observations also received a picturebook with 

teaching resources (Appendix 4). 



 156 

4.14 Conclusion 
This chapter has discussed the various choices that were made to design 

this multiple case study and structure the data analysis. It has provided 

insights into the process of creating an analysis process based on an 

approach informed by grounded theory and the use of iterate frameworks to 

support holistic, qualitative coding and the trustworthiness of this research. 

The review of the draw-and-write literature supported the need to create 

such a process. This chapter has explained the research tasks the 

participating student teachers and focal cases completed in order to 

explore the contribution of a picturebook-based course in initial pre-service 

teacher education in the Netherlands. The findings from the proficiency 

test, of the draw-and-write tasks with post-drawing interviews and post-

lesson interviews will be presented in the following chapter.  
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Chapter 5: Findings 
 

 Introduction 
This chapter presents the findings from the data collected pre-, post- and 

during the intervention. Duff (2012) explains how a case study must fulfil 

the reader’s need to understand contexts and the meaningfulness of the 

research. For this reason, I have arranged the findings by individual focal 

case. The individual focal case accounts combine data from different 

sources and research phases in order to characterise the focal case and 

thus offer a comprehensive picture of each focal case. I present the 

findings within each focal case’s personal context of learning and teaching 

English and so this chapter includes one account for each of the seven 

focal cases: Daisy, Grace, Molly, Frieda, Jenny, Maddie and Nikki. Each 

account follows a set five point structure: 

1. I introduce the focal case by providing some background information 

such as their CEFR level, secondary education and previous PELT 

experience. 

2. I present the focal case’s drawings accompanied by a short description, 

which is based on various drawing elements such as layout, drawing 

style and colour. 

3. I discuss their associations and emotions (Theme 4) with learning and 

teaching English.  

4. I present the findings for the themes ELT Plans, ELT Ambitions and ELT 

Vision. 

5. I conclude each focal case account with a summary. 

As previously mentioned, the themes are interwoven, especially as 

Theme 1 and 2 share coding categories. Likewise, ELT Vision (Theme 3) 

builds on ELT Ambitions (Theme 2) and is influenced by Emotional 

Experiences in ELT (Theme 4). I will thus present the themes holistically 

and, whenever suitable, use categories as headers to guide the reader.  

Every account includes evidence from the commentaries and 

interviews. Quotes from the written commentaries or interview transcripts 

have been included verbatim. Any comments, spoken or written, which I 

had to translate into English are enclosed by arrows (<< >>) to indicate that 
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the original comment was in Dutch. I am using a character referencing code 

to indicate when and by whom the quote was made. The first two 

characters refer to the first two letters of the focal case’s name. The next 

characters indicate the source: ‘DRW-INT’ (post-drawing interview), ‘LSN-

INT’ (post-lesson interview), and ‘WRT-COM’ (written commentary). The 

final character is a number which reflects the research phase: 1 (pre-

intervention), 2 (intervention) and 3 (post-intervention).  

 

 Daisy: They were so enthusiastic, it made me feel better.  
Daisy was a quiet and confident student teacher who joined Pabo Avans 

with a Havo (GCSE) secondary qualification. Her Pearson Proficiency 

CEFR Level was B2 (pre-and post-intervention), and she completed all 

interviews in English, only adding Dutch when lost for specific words. Her 

written commentaries, however, were in Dutch. At the start of the 

intervention, Daisy had no previous PELT experience.  

 

5.2.1 Daisy’s drawings 
Daisy created four drawings (Figures 5.1 and 5.2), each accompanied by a 

written commentary. What stands out initially is the consistency in her 

drawing style and her choices regarding colour. All her drawings were 

completed in black pen, and colour was scarcely used. Daisy considered 

that her colour choices did not offer any additional meaning. In her pre-

intervention interview, she remarked that she considered colours 

unnecessary as she ‘didn’t think that [colour] would give some extra, or – 

it’s still the same idea behind […]’ (DA.DRW-INT.1). 
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Figure 5.1: Daisy's Pre-Intervention Tasks 

Pre-Intervention Task A Pre-Intervention Task B 

  

 

Like her choice of black pen, her drawing style is also consistent. It is 

recognisable throughout all four drawings and depicts children as forward-

facing stick figures, often with wavy lines next to their faces. She was the 

only focal case who drew a desk with legs, which adds a three-dimensional 

view and thus perspective, an aspect which will be discussed in Chapter 6.  

 
Figure 5.2: Daisy's Post-Intervention Tasks 

 

Whereas the format of the four drawings is the same, the page 

division differs. Pre-intervention, the desks (Task A Pre) and the children 

(Task B Pre) are a central focal point in the middle of the page, and the 

teaching and learning space, with its activities and furniture, appears to 

envelop the children. In the post-intervention drawings, the focus remains 

Post-Intervention Task A Post-Intervention Task B 
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on the children but also on the picturebook (Task A Post) and its theatrical 

interpretation (Task B Post).  

 

5.2.2 Daisy’s associations and emotional experiences (Theme 4) with 
learning and teaching English  
Daisy’s English language learning experience had begun at primary school 

in Grade 6 (when she was around 9 years old) and had continued 

throughout secondary education. When asked about her personal English 

language learning experiences, she commented that at secondary level, 

learning English had focused on reading and grammar and on being able to 

fulfil the requirements: ‘[…] you need to know this and learn this and make 

sure you know it’ (DA.DRW-INT.1). On reflection, she claimed this 

experience did not offer creativity when planning her own primary English 

lessons. She explained that now she was expected ‘to make the lessons 

fun’ (DA.DRW.INT.1), but that had not been the case when she was at 

secondary school.  

I observed Daisy teach two picturebook-based EFL lessons. One 

lesson was with children aged 4 to 6 (Grades 1 and 2) and the other with 

children aged 8 (Grade 5). In both age groups, her lessons were the 

children’s first-ever English lesson. In the younger class, she used a 

picturebook by Gravett (2016) called Where’s Bear?, in which Bear and his 

friend Hare play hide-and-seek. She involved the children in counting from 

1 to 10 with her during the reading aloud, focused on some key vocabulary 

and played a game of hide-and-seek with children at the end, hiding items 

which also appeared in the book. With the older children, she used Here we 

Are: Notes for Living on Planet Earth by Jeffers (2017). In this lesson, she 

started by discussing the title and asking children to predict the meaning 

and then read the first page of the book. She then asked children in groups 

to make a mindmap (5.3) to establish any vocabulary they might have 

picked up outside of school and to familiarise themselves with using a 

Dutch–English dictionary.  
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Figure 5.3: Mindmaps 

   
 

Daisy then continued reading aloud the first few double spreads but 

then gave groups of children a double spread, dictionaries and craft-

materials so they could prepare a short presentation. The double spreads 

in this book function independently, so she gave children the possibility to 

choose.  

Despite being one of the two focal cases with the highest CEFR 

English proficiency level, Daisy admitted in both interviews she had not 

always felt very comfortable. In her lesson with children aged 4 to 6, she 

worried because it was their first English lesson, and she was not sure how 

they would respond: ‘I didn't know how the children would react or if they 

would like it. But when I was doing already the first page and they were so 

enthusiastic, it made me feel better’ (DA.LSN-INT.2). With the older primary 

learners, she worried for different reasons. The class was larger and 

energetic and did not always listen very well. Once again, her worries 

remained unfounded: ‘But I was really surprised about their enthusiasm’ 

(DA.LSN-INT.2), which in return sparked her own enthusiasm: ‘Now, I think: 

Can I do it again?’ (DA.DRW-INT.3). 

 

5.2.3 Daisy’s ELT plans and ELT ambitions  
The created space. Daisy visualised four teaching and learning 

spaces in her drawings, and these offer insights into her ELT plans. Only in 

one drawing can the space be clearly identified as a classroom at first sight 

(Task A Pre), but her interviews revealed that all four spaces are, in actual 

fact, classrooms. In her post-intervention Task A drawing she also added 

the word ‘classroom’. Her explanations show that it is not the space but 
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rather the activities that are key to her ELT plans. In Task A (Pre), Daisy 

explained that despite the traditional set-up, the children would work in 

groups or in pairs. She made reference to learning English outside of the 

classroom by commenting: 

[…] that you create in the back of the class, or maybe in the hallway 

or anywhere in the school a special place with English stuff so where 

they learn more about English maybe with some activities they can 

do on their own. (DA.DRW-INT.1) 

The space in her other drawings is less identifiable as she does not 

include items commonly found in a classroom, such as desks or a board. 

For example, her Task A (Post) could be a child’s bedroom. Daisy 

explained that in Task B (Pre) children are sitting in a circle together before 

exploring a wordless picturebook together in small groups. Her Task B 

(Post) drawing shows a theatre stage, which she explained shows the 

inclusion of drama as she practised during the intervention course in the 

classroom at Avans (DA.DRW-INT.3). 

 

The roles of the teacher and the children. When it comes to 

establishing the role of the teacher and the role of the children and their 

positions in the learning space, Daisy’s drawings are visually vague. 

Interestingly, none of her drawings depict a teacher, and one of her 

drawings includes neither teacher nor children (Task A Pre). However, 

Daisy clarified that in this lesson, children are moving in the classroom to 

identify English vocabulary that they see in their class and can relate to 

(DA.WRT-COM.1). The teacher is offering guidance and support: 

[…] looking if everything is going okay and if the words are correct 

and I think just helping the children when needed. If they don’t know 

what a word means. (DA.DRW-INT.1)  

Her Task A (Post) depicts two children in the centre of the page, 

talking to each other, and Daisy discussed the importance of sharing 

language and working together. She explained that the teacher would only 

be starting off the lesson before moving into a role of monitoring and 

guiding the children who are speaking and working with the picturebook. 
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Daisy insisted that the role of the teacher is child-centred and ever-

changing. She was now quite specific, discussing how the scene in Task B 

(Post) builds on from Task A (Post), and it would be the post-reading 

phase. This task would be for the entire class, and thus the role of the 

teacher would progress from an organisational role to supporting children 

adding their own content: 

[…] I think here [Task A Post] you have a bigger role by reading the 

book together and then giving parts to the children, and then at the 

last part they get their own input, and how they are going to play it 

and who is going to be which role. (DA.DRW-INT.3) 

When discussing the role of the teacher in her Task A (Post) and 

Task B (Post) drawings, she mentioned how children move from sitting 

together in a circle around the teacher to working together in groups and 

explained how she would achieve this shift from leading the group to 

children working independently:  

First you hold the group together and read it together with the whole 

group, and then you put them into groups and let them do their own 

work. Yes, letting go, but you could also let them read the book in 

pairs or in groups […] maybe after a few years, but for the beginning I 

think it’s better to read it together. (DA.DRW-INT.3)  

 
Atmosphere. The way Daisy saw the role of the teacher gave an 

indication of the atmosphere she sought to create. She used terms such as 

‘guide’ and ‘support’, ‘working together’ and ‘learning to become 

independent’. In drawings Task B (Pre), Task A (Post) and Task B (Post), 

children are in pairs or small groups and have smiling faces. Her aim was 

indeed to have happy children during her English lesson, but she admitted 

that this was unlikely:  

[…] everyone is happy but not everyone is [happy] every day in 

every lesson. I think they're all the same and – yes, all the children 

are the same on the drawing but that's not how it really works. 

(DA.DRW-INT.1) 
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Daisy reflected several times on the emotions of the children. During 

her pre-intervention interview she stressed that not all children speak 

English at the same level and, for this reason, lessons which differentiate 

are necessary. She explained that one child might find it very difficult to 

speak in English, but another child might be able to speak quite fluently. In 

Daisy’s view, this means that as a teacher you need to be sensitive towards 

children’s needs and abilities and <<… adapt your lessons to the different 

children, their different levels and basically differentiate>> (DA.DRW-INT.1).  

 
Interactivity. Daisy’s drawings indicate interactivity during her 

lessons, which can be seen in the comments she makes. She achieved this 

by drawing children standing next to each other (Task B Pre) and 

sometimes holding hands (Task B Post). Children are speaking to each 

other (wavy lines) and making connections. The depicted children support 

her ambition to provide a successful lesson centred on interaction, 

independent learning and practice in a collaborative classroom in order to 

achieve the engagement. She achieved interaction also through physical 

movement (TPR) during the theatre performance (Task B Post) and by 

taking a step back as a teacher in order to monitor and encourage group 

work and the sharing of ideas.  

Daisy’s actions as a teacher aligned with her way of seeing the 

change of her role as a teacher throughout a picturebook-based EFL 

lesson. She explained that the support gained from working together offers 

children a feeling of security when English is a new subject. This way, a 

child who might not speak up in front of the class will join in. Daisy claimed 

that children’s feeling of security is closely connected to children feeling 

confident and will contribute to learning as children will ‘[…] feel safer, and I 

think they have a lot of things they don’t know for sure, and they can ask 

each other, and they can learn from each other’ (DA.DRW-INT.3).  

 
Approach. Daisy focused on developing a structured PELT lesson. 

She commented that at the beginning, when children do not possess a lot 

of English, reading together is crucial to ensure the gist of the story has 

been understood. However, she felt it is important to create a structure 
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which allows children to find help when they do not understand. This way, a 

teacher is already making first steps to create autonomous language 

learning:  

I think they need structure, like if we see a sentence, we don’t know 

what it means, where do we go, where do we look at? Or what could 

the picture mean? Or helping them in reading, preparing them for 

when they need to read alone. Which steps do I take so that they 

can model it? (DA.DRW-INT.1)  

Furthermore, she stressed the importance of sharing the English 

language amongst children so they could learn from each other. She 

visualised this exchange and sharing of language by drawing children with 

wavy lines next to their heads, which she explained indicated spoken 

words. 

Pre-intervention, Daisy’s lesson centred on learning vocabulary: the 

individual words were attached to items in the classroom, and the lesson 

focus was on visualising learning vocabulary (Task A Pre). The scattered 

words represent an activity of children walking around the classroom and 

matching word cards with the items in the class, checking, repeating and 

practising (DA.WRT-COM.1). Daisy mentioned in her written commentary 

that connecting the word with the item gave meaning and also allows 

learners to visualise the word, which would support young language 

learners. She further explained in her commentary and interview how this 

lesson idea had come from a maths lesson, where she had followed this 

process to help children visualise weights and measurements. However, 

she wondered when actual language learning takes place. She concluded 

that only one exposure to a word would not suffice, but leaving the 

vocabulary cards out to provide opportunity for repetition would contribute 

to a successful lesson.  

Whereas Task A (Pre) already shows some basic interactive 

teaching ideas drawing on a lesson plan from a previous maths lesson, 

Task A (Post) goes into more ELT detail. Here, the in-text title ‘Activities in 

the classroom’ already indicates that a range of activities is being 

visualised. She explained in her interview and written commentary that the 

computer represents the inclusion of IT to see images and watch videos 
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since audio and visual materials help children to remember English more 

easily. Although the picturebook is not the focus of Task A (Post), she 

included it and discussed how it can once again be a stepping stone to 

reading, discussing it and later acting it out as drawn in Task B (Post) 

(DA.DRW-INT.3). Daisy confirmed in her interview and in her commentary 

that her plan was to offer a range of activities to engage children and thus 

avoid boredom. She considered that, in this way, children learn in a playful 

way without realising that they are learning:  

If they see it in different parts [ways] they will find it more interesting, 

like you can also read in English or you can sing in English, it’s also 

[all] English. I think they won’t really see it as learning and like, I 

need to know this, the grammar and I need to do this. But they are 

more like playing with the language. (DA.DRW-INT.3) 

She explained that you can work with English in different ways, 

using different tools to offer children a greater scope ‘perhaps with a 

computer, music, talking in English. So, you hear the English words in a lot 

of different contexts’ (DA.DRW-INT.3).  

 
Teaching materials and lesson focus. When looking at the use of 

materials and, in particular, the picturebook as a teaching tool (Task B), 

Daisy’s pre-and post-intervention drawings show some differences. Pre-

intervention, the depicted picturebook presents a detailed illustrated double 

spread, a wordless urban scene with a car, high-rise buildings and trees. 

Post-intervention, on the other hand, the illustrated double spread only 

shows horizontal squiggly lines. Daisy explained how, pre-intervention, her 

plan for a picturebook-based ELT lesson focused on using the picturebook 

to develop visual literacy. Her ideas centred on children discussing a 

wordless picturebook in groups and sharing what they see as ‘there’s no 

text with it, you only see pictures’ (DA.DRW-INT.1). She furthermore 

suggested that children make their own story, which they share in English, 

not only to practise English sentence structure and pronunciation, but also 

to share their work with each other. According to Daisy, this idea stems 

from wanting to determine what children know and how the picturebook 

connects to their life and environment: 
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Give them [children] the pictures and encourage their fantasy and 

imagination to make their own story. Learn how to talk English and 

make ideas clear in English. (DA.DRW-INT.1) 

Her thoughts on the purpose of the picturebook were based on 

stimulating learning English through imagination. Daisy’s ELT plans circled 

around children recognising objects in the pictures before moving on to 

story-making. The picturebook becomes a stepping stone to explain words 

so that children have a foundation upon which to make a story which they 

can share and present to each other. She admitted, though, that this might 

be difficult.  

Post-intervention, Daisy’s plans for a successful picturebook-based 

PELT lesson remained centred on creativity and on children participating 

actively. The picturebook becomes a teaching tool for both Task A and 

Task B EFL lessons. In order to expand on her initial use of the picturebook 

as a teaching tool, she now connected the picturebook to the subject of 

drama, which she visualised by drawing a theatre stage ‘like we did in the 

class [Avans]. It was just to show the theatre thing’ (DA.DRW-INT.3). When 

working with a picturebook, she considered that the purpose is to find 

creative ways of integrating the book into the views of the child.  

 

5.2.4 Daisy’s ELT vision and emotional experiences in ELT 
It is apparent that Daisy’s ideas for a successful EFL lesson with 

picturebooks had evolved by the time she created her post-intervention 

drawings. Post-intervention, her ELT plans reflected a holistic view of a 

successful EFL lesson based on a picturebook rather than one based on a 

varied collection of tasks and activities. Her positive experiences together 

formed her vision of teaching primary English, which can be seen in her 

post-lesson reflective interviews. Throughout both interviews she described 

how her preparation and anticipation of what children might be able to 

understand had helped her to choose materials like the picturebooks and 

develop suitable interactive activities. She reflected that when working with 

the older children, small group projects such as making posters and 

presentations offer opportunities for children to learn English and connect 

to other subjects in a way that excites them. Her focus throughout lay on an 
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interactive and visual English lesson: ‘[…] ‘cause if you see something, you 

can link the words to it’ (DA.DRW-INT.3). She defined steps in learning 

English, which moved from introducing children to English so that they get 

to know the language and feel secure before moving on to repetition. Like 

the visual aspect, repetition played a strong role for Daisy in language 

teaching, and she expressed the value of the picturebook by explaining that 

this resource supports repetition. She believed that her lessons showed 

that children can be challenged more than expected. In both classes, she 

was surprised by the children’s existing knowledge, which she expressed 

during her reflective interview: ‘And they were all telling me [about their 

ideas] and I was like – wow’ (DA.LES-INT2.2). 

 

5.2.5 Summary  
At the end of the intervention course, Daisy’s view of a successful PELT 

lesson can be described as one which is based on offering variety and 

ensuring the lesson connects to children’s experiences. From the onset, 

she believed in creating a sense of closeness between the teacher and the 

child. She believed in being supportive but also that stepping back is the 

key to an interactive English lesson. As a result, she consciously spent time 

monitoring children in order to foster independent learning in the CLT 

classroom. Her comments show her awareness of the teacher’s changing 

role during a PELT lesson. Daisy’s thoughts on the picturebook as a 

teaching tool evolved throughout the course. Eventually, Daisy considered 

the picturebook a suitable teaching tool which could support primary 

English teaching. She stresses the aspect of repetition that the picturebook 

can offer as she believed repetition plays a key role in language learning. 

According to her comments, Daisy was surprised by children’s enthusiasm 

for her picturebook-based PELT lesson. Their enthusiasm made her feel 

better; she was reassured. She embraced the picturebook as a teaching 

tool and asked when she could once more teach a picturebook-based 

lesson.  
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 Grace: A really good way to teach English.  
Grace was a determined and confident student teacher who joined the 

Avans primary teacher education programme with a secondary Havo 

(GCSE) qualification. Her Pearson Proficiency CEFR Level was B2 (pre-

and post-intervention) and she completed all interviews and written 

commentaries in English. At the start of the intervention, Grace had some 

previous PELT experience as she had taught one short lesson to children 

aged 7 to 8 on how to introduce yourself. 

 

5.3.1 Grace’s drawings 
Grace created four drawings (Figures 5.4 and 5.5), each accompanied by a 

written commentary. What stands out is how she remained consistent to 

her choice of portrait page layout and her drawing style of fine pencil 

contours. She also used similar colours in all four drawings. Her colour 

choices are realistic, for example, the red YouTube icon (Task A Pre) or the 

green grass (Task B Pre). She explained that she did not attach a specific 

meaning to the various colours but rather had added colour to items and 

words which connected to learning English (GR.DRW-INT.1). Interestingly, 

she only included a teacher in her Task A drawings (Pre and Post). The 

teacher is first positioned centrally (pre-intervention), removed from the 

children, but post-intervention moves to the lower left corner, now 

surrounded by children.  
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Figure 5.4: Grace's Pre-Intervention Tasks 

Pre-Intervention Task A Pre-Intervention Task B 

  

 

Whereas the page layout remains the same, the page division 

reflects a shift. Pre-intervention, the teacher (Task A) and the picturebook 

(Task B) are centrally positioned in the drawing. Post-intervention, the 

teacher has become part of the class by either standing next to the children 

(Task A) or sitting in the circle (Task B). The picturebook remains central 

but is now enclosed by children sitting at their desks discovering it in small 

groups or exploring it together with the teacher.  
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Figure 5.5: Grace's Post-Intervention Tasks 

Post-Intervention Task A Post-Intervention Task B 

  

 

Grace’s drawings include forward-facing, smiling teachers and 

children in both her Task A drawings. She mentioned how important it is for 

the teacher to be happy and excited about their lesson as she believed this 

emotion would spread from the teacher to the children (GR.DRW-INT.1). 

 

5.3.2 Grace’s associations and emotional experiences (Theme 4) with 
learning and teaching English  
Grace joined the Avans primary teacher education programme with a 

secondary Havo (GCSE) background. During her time at primary school, 

she had had few English lessons. She believed that although English was a 

compulsory subject in Grades 7 and 8, the English lessons that she had 

received were infrequent and basic. However, she recalled how her primary 

English teacher had brought props to class, such as a t-shirt and a ball, and 

had focused on children repeating after her (GR.DRW-INT.1). During her 

secondary education, Grace had worked hard in her own time to improve 

her English proficiency, joining online English book clubs and watching 

YouTube videos in English. During her first year at Avans, English was not 

taught in her placement class, which meant she had not been able to teach 
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or observe any primary English lessons. However, the class teacher had 

made an exception so she could give one short lesson in which she taught 

children how to introduce themselves. She created a little role play for 

children in Grade 4 (aged 7–8) and kept it active; she commented that ‘the 

kids really liked it’ (GR.DRW-INT.1).  

I observed Grace teach two picturebook-based lessons. She based 

her first lesson with children aged 4 to 6 on Raymond Briggs’ The 

Snowman. She created a slide show with the images from the books, and 

as it is a wordless picturebook, she used the film as a base to tell the story. 

She pre-taught six words, and each time she said the word ‘snowman’, she 

put her hand in the air and the children joined in. At the end she checked 

vocabulary using flashcards, and children drew their own snowman. For her 

second lesson, with children aged 9 to 11, she decided to use Here We 

Are: Notes for Living on Planet Earth by Jeffers (2017). She started her 

lesson with a multiple-choice vocabulary quiz based on vocabulary from the 

picturebook. During the quiz, children worked in pairs and would hold up 

small whiteboards with their answers (Figure 5.6). She read the book aloud, 

and children could share a copy of the book and read along before 

designing their own planet (Figure 5.6).  

 

Figure 5.6: Quiz Answer Board (left) and New Planet (right) 

     
 

After her first lesson with the children aged 4 to 6, I asked her how 

she had felt. She replied that she had felt at ease teaching English with a 

picturebook: ‘I felt comfortable. I don't really have a problem talking English 
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or teaching English. So, I felt comfortable doing it’ (GR.LSN-INT.2). She 

referred to the moment when she had realised that children could 

remember what she had taught them and said she had felt ‘excited. I was 

like, they learned something from me right now and it was something they 

perhaps never had seen or heard, and it just gave me a good feeling’ 

(GR.LSN-INT.2.).  

Grace admitted that she had been nervous and worried as it was the 

class’s first-ever English lesson. She was unsure if she could keep them 

engaged for the duration of the lesson and if they would be able to follow. 

However, her worries proved to be unfounded: 

I thought what if they don't understand anything at all and I'm just 

talking and they're like, I don't know what she's saying I'm going to 

turn around, do my own thing right now. But I think they understood 

it quite well. (GR.LSN-INT.2).  

Before her lesson with children aged 9 to 11, she was also worried 

but for a different reason. This class had regular English lessons but did not 

enjoy working with the school’s chosen coursebooks; as such, they were 

not very enthusiastic about English as a subject. Even though Grace had 

only had a few English lessons during her own primary school time, she 

was able to empathise as she had used the same coursebook (GR.LSN-

INT.2). Grace admitted that teaching the older children had brought its own 

challenges as her class was a very energetic class. Hence, she had 

prepared a very interactive lesson. She hoped that by taking the differing 

language levels in her class into account, she would avoid children 

becoming restless because they were either over- or underchallenged 

(GR.LSN-INT.2).  

 

5.3.3 Grace’s ELT plans and ELT ambitions 
The created space. Grace visualised four teaching spaces. The 

teaching spaces for Task A are comparable as they include similar 

elements: children with speech bubbles, a teacher and teaching tools 

(YouTube icon, a ball and a picturebook). Her drawings for Task B both 

include the picturebook as a teaching tool, but post-intervention her 

drawing offers context as she has added desks and chairs.  
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What stands out is the development that takes place in the Task A 

and Task B drawings at the start and end of the intervention. In her pre-

intervention Task A drawing, Grace places the items and children around 

the teacher. Post-intervention she has divided the page into quarters and 

creates an order between group work, a picturebook and children repeating 

after the teacher or each other. 

I drew three different things I think are important during an English 

lesson. So, the first one is working together. Second one, you could 

use a book and third, repeating after the teacher or after each other 

with the class. (GR.DRW-INT.3)  

Whereas pre-intervention Grace mentioned that she preferred a 

group setting so that the children work and discuss together (GR.DRW-

INT.1), her drawing reflects the central role of the teacher. Post-

intervention, she found a way to visualise a lesson which took her desired 

communicative aspect into consideration. A similar development occurred 

for Task B. Grace implied that pre-intervention (Task B), as the teacher, 

she would be in the front of the class, surrounded by the children so they 

could see the picturebook (GR.DRW-INT.1). Post-intervention, her teaching 

space shows differentiation between teaching the younger and older 

primary children. In fact, Grace was the only focal case who depicted this 

differentiation. The classroom for the older children includes children 

working with their own copies so that they can explore the book together 

(GR.WRT-COM.3). Younger children are sitting together with the teacher in 

a circle in order to ‘guide the kids this way’ (GR.WRT-COM.3).  

 

The roles of the teacher and the children. During her first post-

drawing interview (pre-intervention) Grace referred back to a memorable 

language learning experience which had shaped the content of her Task A 

drawing. She explained how her primary English teacher had brought props 

to class, such as a green t-shirt and a red ball, and had focused on children 

repeating after her. It became clear that this experience had shaped how 

Grace initially viewed the role of the teacher. She considered the role of the 

teacher to be central, with a responsibility to bring in props to help children 

to visualise English vocabulary, and to practise pronunciation with the 
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children repeating after the teacher: ‘Teacher should bring many items, 

shows and writes the words so children can see and repeat’ (GR.WRT-

COM.1). Grace explained that the teacher must be an example for the 

children to ensure their correct pronunciation and offer support when 

working with a picturebook (GR.DI.1). In her view, children would see a 

word which they did not know, and by using the illustrations in the 

picturebook, the teacher could help, explaining the meaning and assisting 

with pronunciation (Task B Pre).  

By the time Grace had reached her post-intervention drawing 

moment, her views had evolved, which is reflected in the visualisation of 

children and teacher sitting and standing together. She now saw her role as 

one that gives children room to complete tasks on their own. As a teacher, 

her role consisted of monitoring and helping children who were working 

together. Her role now also included guiding and monitoring the older 

children, who were working in small groups. Once again, she referred  to 

giving children ‘freedom’: 

If they were in groups, I would be walking around I guess, being 

everywhere, looking, helping, not just standing in one place. So, I 

would walk around, help them, the different groups. But also let them 

have freedom to do it on their own. (GR.DRW-INT.3)  

However, when working with younger children in a circle, she would 

take on a more leading role to avoid children feeling that they need to 

accomplish it all alone ‘because they don’t know maybe what they have to 

do otherwise. So, I guess in that position, my role does change’ (GR.DRW-

INT.3).  

 

Atmosphere. Grace’s drawings include smiling faces and show the 

importance of the teacher feeling both at ease and excited about teaching 

English, as this will transcend to the children. However, pre-intervention, 

Grace made few references to the atmosphere that her drawn lessons 

contributed to. Post-intervention (Task A and B), her drawings include 

children working together. When discussing how she would form these 

groups, Grace explained that she was very aware that when creating the 
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groups, the levels of the children must remain close to avoid children 

feeling under challenged or scared to participate (GR.DRW-INT.3). 

 

Interactivity. Grace’s drawings reflect a shift in what interactivity 

represents and how it can be achieved. Pre-intervention, Grace’s depicted 

interactivity is centred on the interaction between the teacher and the 

children. This interaction is based on repetition of vocabulary. For example, 

in Task A (Pre), Grace includes a number of items (ball, t-shirt) and the 

children are repeating words after the teacher:  

I imagined it just as the children repeating what I taught them. So, I 

had a green t-shirt with me, and I explained the colour is green and 

object is a t-shirt, and they can say it as well, green t-shirt. 

(GR.DRW-INT.1)  

Her Task B (Pre) involved children looking at words and finding 

specific colours in the picturebook; once again, she focused on repeating 

words after the teacher.  

I think also repeating, so really teaching those words, in this example 

colours, first, and then they can repeat it a lot, so they kind of 

recognise it. And then maybe pointing out the words you just taught 

in the story or the book. (GR.DRW-INT.1)  

Post-intervention, however, she expanded on this. She explained 

how interactivity could be achieved. She visualised children working 

together by holding hands and using the picturebooks to work ‘together so 

they can learn from each other. (GR.DRW-INT.3). The aspect of children 

interacting by working together is maintained in Task B (post). In both 

drawings the picturebook forms the lesson materials and becomes a ‘tool 

for children to work together and discover together’ (GR.WRT-COM.3).  

 

Approach. Grace’s approach shifted from a focus on the teacher to 

a focus on the child. Her comments on teaching with the picturebook (Task 

B Pre) show that she, as the teacher, is the driving force as she assumes 

children will not understand as: 
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 […] when they see a word, they don’t know how to say it and that’s 

with the book as well, so I would imagine first teaching some words 

and then using a book to really show that. (GR.DRW-INT.1)  

Post-intervention, her drawings became more child-centred and 

exploratory as children are shown working and sitting together. Her 

approach now included children learning independently: ‘children 

discovering book by themselves or being guided by teacher’ (GR.WRT-

COM.3). She now considered her approach from a more holistic point of 

view which went beyond the vocabulary as it is ‘most important [for 

children] to understand the story’ (GR.WRT-COM.3). She explained once 

more that with older children her approach lay with them having their own 

copies of the book so they could work in little groups and in their own time, 

which she considered helpful as children would have varying levels of 

English. When prompted, she explained that she would create these 

groups based on her existing knowledge of the children: ‘I think I would look 

at what they already know. How good are they at English, are they fast 

learners, are they not-so-fast learners, and then create the groups’ 

(GR.DRW-INT.3).  

 

Teaching materials and lesson focus. Grace’s materials choices 

supported connecting word with image by means of visualisation. This can 

be achieved through props (Task A Pre) or the picturebooks (Task B Pre; 

Task A and B Post). The focus of Grace’s lesson in her first drawing (Task 

A Pre) was illustrating vocabulary by means of props and repeating after 

the teacher. She included the You Tube symbol in her drawing to represent 

the development of speaking skills by watching videos:  

With the YouTube sign I tried to talk about videos and that that really 

helped people, children, talk English and with different objects and 

different colours, you can easily show it to them and teach it. 

(GR.DRW-INT.1)  

Likewise, with the picturebook (Task B), she centred her lesson on 

the picturebook to support vocabulary acquisition by stressing the 

importance of the visuals in the picturebooks. Interestingly, she made her 
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first steps to a move beyond vocabulary acquisition by referring to the story 

in the picturebook: 

I think the visual is really important for children. Maybe if you just 

read a story, they don’t understand fully. But when they see the 

pictures, they can understand it more, because they can kind of 

make up their own story as well. (GR.DRW-INT.1)  

Post-intervention, repetition was still part of her successful EFL 

lesson, but she saw a bigger picture and included a picturebook as a 

teaching tool in her drawing (Task A Post). She justified this choice of 

teaching materials by stressing how she considered it a suitable way to 

teach young learners as children are engaged and it offers a change to the 

traditional coursebook:  

I just saw it as a really good way to teach English especially to 

children, and something I would definitely use in the future. Children 

recognise a story. They are motivated, they are interested in... And 

it’s something different than the method [coursebook] they’re used 

to. So, I would use a book again. (GR.DRW-INT.3) 

She now clearly expressed how the picturebook as a teaching tool 

needs to focus on children understanding a story, not simply words. This 

way, children can make their own connections and add meaning to 

language learning. By now, she was also questioning the value of list-like 

vocabulary learning as opposed to learning vocabulary in context as it is in 

a story: 

I think the most important thing is they understand the story and not 

just one word but the story in general. So, it’s okay if they don’t get 

everything but just the general picture, that they get it. […] Because 

they will learn words, but they also will learn a meaning of something 

and maybe they have feelings with that story as well and they will 

always remember it, I think. (GR.LSN-INT.2)  
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5.3.4 Grace’s ELT vision and emotional experiences in ELT 
Grace’s drawings show how her vision for a successful EFL lesson moved 

beyond a vision based on her personal English language learning 

experiences: a lesson filled with props, repeating after the teacher and 

working with a coursebook she did not enjoy. These experiences influenced 

her initial teacher-led teaching approach but also defined her priorities and 

allowed her to empathise with children who were not motivated to work with 

the school’s selected teaching method and coursebook. Her drawings 

reflect her attempts to find a balance between staying in control and letting 

go and offering freedom. During the interview following her second lesson 

observation, Grace stressed how important she found early language 

learning. She wanted to ensure children do not find themselves in a similar 

situation to hers at secondary school as she ‘really struggled with English’ 

(GR.LSN-INT.2).  

Grace reflected on the use of English during both her lessons 

(younger and older primary learners). She explained how she considered it 

important for the teacher to speak as much English as possible: ‘I think it’s 

a better way to learn English as well, when you hear it a lot and when you 

try to speak it yourself as well’ (GR.DRW-INT.1). She felt that she spoke 

less English with the older children than with the younger ones, although 

the older ones had regular English lessons. This decision was based not on 

her lack of English but on her fear of losing control:  

I wasn’t so sure if they would fully understand me and then I had to 

translate it all again and I know them when they don’t understand 

something, and they get even louder than they were now. (GR.LSN-

INT. 2) 

Although she considered that she spoke more English with the 

younger children, this fear of losing control was also present when she 

admitted that she worried they would not understand and children would 

decide to ‘turn around, do my own thing right now’ (GR.LSN-INT. 2).  

 

5.3.5 Summary 
By the end of the intervention course, Grace had gained a new perspective. 

Her drawings reflect her vision of a supportive collaborative language 
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learning environment which provides children of various ages and levels 

with a way of learning which they find motivating, using a picturebook as a 

teaching tool. In her view picturebook-based lessons offer a good way to 

teach PELT. Grace was driven by a strong sense of responsibility for 

teaching English, stemming from her personal experiences. These 

experiences influenced her initial teaching approach (teacher-led), defined 

her priorities and allowed her to empathise with children who were not 

motivated by the school’s selected coursebook. Grace considered speaking 

English in the classroom important but associated speaking Dutch with 

being in control so that the children would understand her instructions. 

However, during the intervention Grace moved from a teacher-led PELT 

lesson to one in which she gave children the freedom to work together. 

Grace embraced the picturebook as a teaching tool and considered the 

story within the picturebook more important than the individual words, as 

the story supports meaning-making. 

 

 Molly: I will provide safety. 
Molly was a quiet and creative, but often nervous, student teacher who 

joined Pabo Avans with a Havo (GCSE) secondary qualification. Her 

Pearson Proficiency CEFR Level was B1+ (pre- and post-intervention), and 

she completed all interviews in English, only adding Dutch when lost for 

specific words. She wrote all commentaries in Dutch. At the start of the 

intervention Molly had obtained some previous PELT experience. She had 

observed and taught children aged 10 to 12 (Grade 8) using a song-based 

coursebook. 

 

5.4.1 Molly’s drawings 
Molly submitted four drawings (Figures 5.7 and 5.8), each accompanied by 

a written commentary in Dutch. A number of aspects stand out when 

looking at her drawings. To begin with, in all four drawings Molly chose to 

draw with pencil. She used coloured pencils and pens to a greater (pre-

intervention) or lesser (post-intervention) extent in every drawing. Task A 

(Pre) includes the greatest use and range of colours, such as orange, blue, 

green and yellow, which she used to colour in bunting, clothes and hair.  
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Figure 5.7: Molly's Pre-Intervention Tasks 

Pre-Intervention Task A Pre-Intervention Task B 

  

 

Her post-intervention drawings only include some red pen to trace 

and create a frame. Molly explained that pre-intervention (Task A), the 

colours represent children learning the colours but also the cheerfulness 

she wanted to create. She wanted to express the different ways children 

can learn while enjoying themselves. For example, they can learn the 

colours by playing a game (top right) or learn how to count with money (top 

left) and enjoy themselves (MO.DRW-INT.1). 
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Figure 5.8: Molly's Post-Intervention Tasks 

Post-Intervention Task A Post-Intervention Task B 

 

 

 

Her pre-intervention Task A and Task B drawings are noticeably similar in 

both drawn content and style. This applies also to both of her post-

intervention drawings. However, her pre-intervention drawing style differs 

from her post-intervention drawing style to such an extent that it is 

impossible to identify Molly as the artist in both. Only the repetition of ideas 

drawn across the tasks in the two sets (from Task A to Task B) indicate that 

the drawings might be hers. Interestingly, Molly’s drawings always include a 

teacher, but only her pre-intervention drawings depict children sitting or 

standing together. Post-intervention, the viewer is left to imagine children 

sitting or standing at the drawn desks with books.  

 

5.4.2 Molly’s associations and emotional experiences (Theme 4) with 
learning and teaching English  
Molly entered the primary teacher education programme at Avans with a 

secondary school Havo (GCSE) background. She could not remember 

whether she had had English lessons at primary school, but she did 

remember her English lessons from secondary school. Molly reflected on 

this time; she explained how there was a calendar, and when it was your 
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turn, you had to speak in front of the class. She admitted she found this 

stressful and did not like this way of language learning: ‘Yes, I hated that’ 

(MO.LSN-INT.2). Molly firmly believed that children need to be relaxed to 

learn a language and that they should only speak if they want to. Teachers 

should also consider that some children, like herself, might dislike English 

as they do not feel confident.  

Throughout her first study year, Molly observed and taught English 

lessons at her placement school in Grade 8 with children aged 10 to 12. 

Molly was quite critical of this experience, explaining how these English 

lessons were from a [coursebook] method based on songs. In her view, this 

method did not help to develop the children’s speaking skills, as during 

these lessons, children focused only on learning and translating a song.  

[…] [learned] an English song and they translate it and with pictures 

and stuff. But the children didn't speak English. So, the teacher was 

the only one who spoke English and not even that much. So, I didn't 

think the lessons were so good. (MO.DRW-INT.1)  

I observed Molly teach two English picturebook-based PELT 

lessons. Her first lesson was with children aged 4 to 6 (Grades 1 and 2), 

and the other one was with children aged 10 to 12 (Grade 8). She based 

her first lesson on We’re Going on a Bear Hunt by Rosen (1989). Molly’s 

creativity shone through when children returned to the classroom from their 

break to find big bear paw-prints stuck to the classroom floor (Figure 5.9) 
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Figure 5.9: Molly’s Paw-Prints 

 
 

She based her lesson on reading and acting out the picturebook with 

the children, which she had also done the previous day using the Dutch 

edition of this book (Wij gaan op berenjacht). For her second lesson, Molly 

chose to base her lesson on The Hueys in the New Jumper by Jeffers 

(2012). She remained creative, brought in props (shoes, clothes) and 

prepared a range of collaborative activities for children to work on before, 

during and after reading the picturebook. She began her lesson by showing 

the children the cover page. She had covered up a part of the title and 

asked what the missing word could be before checking pre-existing clothes-

related vocabulary. After predicting the story, children read the book in 

pairs and completed a handout together (Figure 5.10). The handout 

consisted of five comprehension questions and one social values question, 

which asked how they felt about people who were or who wanted to be 

different. The questions were in Dutch and children could answer in Dutch 

as well. Figure 5.10 shows two examples of the handout completed by two 

different pairs of children. While the handout on the left is richer in content, 

both indicate that children have understood the story and are supportive of 

letting people be who they want to be.  
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Figure 5.10: Example of a Completed Handout 

   
 

Molly ended her lesson by discussing the handout and playing the 

game Simon Says to revise pre-taught clothes vocabulary. 

Molly discussed her nervousness after her first lesson observation 

during the post-lesson reflective interview. She mentioned how she had 

been very anxious the entire weekend as her lesson was the first English 

lesson for this class. When I asked her what she had been most worried 

about, she admitted that it had been a combination of factors, including her 

own perception of her English-speaking skills and her apprehension about 

being observed: 

Everything together. That you came to look and I'm not as 

comfortable with speaking English as speaking Dutch so that was 

the second thing. And I didn't know how they would react so. 

(MO.DRW-INT.1) 

After completing her second lesson observation, Molly reflected on 

teaching both the younger and older primary children. She expressed how 

she preferred teaching the older children as they could work independently 

and ‘they already know some things’ (MO.DRW-INT.2). It appears that as a 

teacher she felt more comfortable with older children, which might have 

added to her anxiety during her first observation.  
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5.4.3 Molly’s ELT plans and ELT ambitions 
The created space. The teaching spaces that Molly created for her 

pre- and post-intervention differed visibly. Both her pre-intervention 

drawings (Task A and B) do not reveal that children and teachers are 

actually in a classroom. During her pre-intervention interview and written 

commentary, Molly confirmed that her lessons for Task A and B are indeed 

taking place in a classroom. She described how, in both tasks, children are 

working together at their own level and according to their interests: 

The children work in different groups with their own interests. So, if 

they like music they learn it from the music, if they like to <<do 

maths>>, they learn it that way. With colours, games… (MO.DRW-

INT.1)  

Her ELT plans were based on the use of the entire classroom so that 

children could work in groups undisturbed: ‘All over the class in groups so 

they need space. The children who use the music do not disturb’ 

(MO.DRW-INT.1). However, her post-intervention drawings (Task A and B) 

clearly depict a traditional classroom with school desks and a board. Her 

drawings reflect a shift from a lesson plan based on a collection of activities 

which are physically spread across the classroom to activities which can be 

completed in a traditional classroom set-up. At first sight, this might seem to 

be a move away from her pre-intervention collaborative classroom towards 

a teacher-led setting. However, Molly explained how working in small 

groups or pairs can also work well for ELT purposes: ‘They can sit in 

groups, but I did it in pairs and I liked it, so I think it’s good to work in pairs’ 

(MO.DRW-INT.3). She believed that essentially her choice of materials and 

collaborative activities would contribute to a successful lesson rather than 

the physical distribution of these activities in the classroom (MO.DRW-

INT.3). 

 

The roles of the teacher and the children. Both Molly’s pre-

intervention drawings show children spread across the classroom working 

in pairs or in groups of three. The teacher can be seen with two children 

standing at the board and pointing (Task A Pre) or holding a book 

surrounded by four children (Task B Post). According to Molly, the role of 
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the teacher in Task A is to be moving around the classroom and offering 

support (MO.DRW-INT.1). In Task B, the role of the teacher centres on 

stimulating interest by offering activities and then supporting independent 

work: 

Here, the teacher starts with the picturebook. So, he stimulates it, 

but the children continue with it. And then they all go their own way 

what he does manage, but the children mainly work themselves. 

(MO.DRW-INT.1)  

In both her drawings (Task A and B Pre), the role of the teacher is 

focused on offering guidance and support (MO.DRW-INT.1). By the time 

Molly completed her post-intervention drawings, her focus on support and 

guidance had remained but she now also considered the need to engage 

children. Both her post-intervention drawings (Task A and B) show a 

traditional classroom with the teacher standing at the front of the room at 

the board. However, her view of the teacher’s role remains focused on the 

children. Both her drawings now include a picturebook, and she considered 

that during a successful EFL lesson, the role of the teacher is to create 

excitement and remain supportive in order to ensure a positive attitude 

towards language learning: ‘make them excited and ensure that they stay 

motivated, say they like it, so if they do not understand that you are a little 

supportive, they stay motivated’ (MO.DRW-INT.3). Molly summarised that 

the role of the teacher is ever-changing. She believed it moves from 

introducing the picturebook, to guiding, to supervising and to giving more 

instructions and then to reflecting on what has been learned:  

Yes, I think at the end you reflect a bit on what they've learned, so in 

the beginning it's more introducing, of course the book and the new 

subject and stuff, then you guide them through the classroom. […] 

That you are just a supervisor and later give more instruction, so to 

speak. (MO.DRW-INT.3)  

 

Atmosphere. Molly considered it key for children to enjoy 

themselves when learning English. She wanted them to feel confident and 

considered English to be like any other subject so ‘that they speak English 
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and so and that they just like it, that they feel relaxed about it. Not that it is 

such a thing but that it is just normal’ (MO.DRW-INT.1). Moreover, she 

believed it is important to realise that many children, like herself, do not like 

English. Children might feel scared or bored, or they may lack confidence, 

which is why she would create a feeling of safety in the class: 

I think most children, also me when I was little, don’t like English. 

Because they have to speak it and they are very scared to speak 

and it’s just boring. (MO.R.2)  

Yes, in any case I will provide safety here of course, I will not just be 

someone so – now you have to read aloud or something, I would not 

just say that, I would not just say that. (MO.WRT-COM.3)  

In her commentary, Molly stressed the importance of every child in 

the class enjoying English and that ‘everybody is having fun’ (MO.WRT-

COM.1). In her view, it was also important for the teacher to enjoy the 

lesson as children would notice the teacher’s enthusiasm (MO.DRW-INT.1). 

She reiterated this last point in her final interview when she explained that 

the picturebook as a teaching tool can achieve a communal goal of the 

teacher and the child enjoying the lesson: 

Yes, I think I wanted to make it clear that the children should have 

fun, that they should have fun in English and do it and so on. And I 

first saw that for me, but I have now seen how much fun they have 

actually read it with a picturebook, and they also find it super fun, so 

you actually achieve the same goal. (MO.DRW-INT.3) 

Molly was sensitive towards the atmosphere within the class. Her post-

intervention drawings recreated her second observed lesson, which she 

gave based on the picturebook The Hueys in the New Jumper. This book 

celebrates differences amongst The Hueys, who originally all looked the 

same. She explained how she had chosen this book with the needs of the 

class in mind. A new girl had arrived from a different school after having 

been bullied, and Molly wanted to contribute to creating a feeling of safety 

as she felt the girl might once again be bullied.  
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I would – I want to go into it [in-depth]. We have quite special 

children in the class and a new girl from another class because she 

was bullied in the other class. And now she's with us but she's very 

special and other children see it and they tend to bully her too, so to 

speak. So, it is quite a topic that plays in the classroom, actually 

being different. (MO.LSN-INT.2) 

 

Interactivity. All of Molly’s lessons included interactivity. Pre-

intervention, there was a strong visual focus on children exploring different 

activities, working independently in small groups or pairs (MO.DRW-INT.3). 

Children could choose activities based on their level and interest. They 

could work together, but they could also work with the teacher:  

Children are learning according to their interests and levels. They 

can work themselves in little groups and with the teacher together. 

They can learn from stories and games. (MO.DRW-INT.1)  

Post-intervention, her drawings set in a traditional classroom do not 

initially reflect this degree of interactivity. However, in her written 

commentary and interview Molly explained that interactivity takes place as 

a class or when working together in pairs. As mentioned, these drawings 

reflect her observed lesson, and she referred first to discussing the task 

outcomes which children completed in pairs as a class before moving on to 

playing a game: <<Children start working on various tasks and activities 

which are then discussed before playing Simon says to close the lesson>> 

(MO.WRT-COM.3).  

 

Approach. Molly was able to observe a number of English lessons 

at her school and had come to the conclusion that the level was often too 

high for some. For this reason, her pre-intervention drawings showed a 

range of activities as she considered it important to focus on the children’s 

levels and interests so that they enjoyed learning English – independently, 

in small groups and with the teacher. Molly once again stressed how 

language learning needs to meet the level and interests of the children 

(MO.WRT-COM.1).  
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Molly admitted that she found it challenging to see how language 

learning could take place with a picturebook as a teaching tool, yet she had 

some ideas which reflected her communicative teaching approach:  

I found this really difficult to do with a book. The teacher reads a 

book and [the children] learn English? So, with songs about the book 

or they draw it, the story continues, they continue the story. Whether 

they express what the teacher says so, he says: somebody jump, 

and the children jump. (MO.DRW-INT.1)  

She explained in her commentary that reading the picturebook more 

than once with the children would support language learning so that the 

‘children learn words’ (MO.WRT-COM.1). Post-intervention, her approach 

shifted towards a flow of connected activities rather than a series of ‘stand-

alone’ activities as depicted in her pre-intervention drawings. During her 

post-intervention interview, she reflected on her traditional classroom set-up 

and said that although she wanted to ensure children all learn according to 

their interests during a lesson, it was not possible, and it would lead to 

‘chaos’:  

[I] wanted to join everything that children find interesting, so that they 

can learn in their own way, but then you will disintegrate. That is, 

say, the ideal image perhaps, but not possible in an ordinary class or 

something, you cannot give a lesson in all ways, that is not possible. 

(MO.DRW-INT.3) 

Instead, Molly tried to ensure that a picturebook was linked step-by-

step to a range of activities. When working with a picturebook, Molly’s 

approach would stretch beyond one lesson to include ‘activities that are 

completed throughout the week linked to the book are displayed in the 

classroom’ (MO.DRW-INT.3). She felt it was important to celebrate 

children’s work by displaying it so ‘then they can be a bit proud of it, it's 

useful, not you make it and you throw it away or something’ (MO.DRW-

INT.3). Molly also mentioned age differentiation and explained that if the 

class was younger, her lesson would be based on her reading and on 

making use of the visuals to further language learning: 
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Then I would work more with pictures and read it myself, then you 

are more – Then you have a lot more ‘say the word yourself’ and the 

children are at work. (MO.DRW-INT.3)  

Molly summarised that there is a need to carefully select the 

picturebook, to ensure that all children can understand the story by means 

of comprehension questions, and to make use of both the surface story and 

the in-depth story (the deeper message) of a picturebook. The last point 

reflects Molly’s desire to go beyond the chosen topic or picturebook by 

connecting it to other subjects, themes, values or children’s interests, which 

is visible in all her drawings.  

 

Teaching materials and lesson focus. Pre-intervention, Molly’s 

depicted teaching materials included props, games and music. During her 

interview, she expanded on working with a picturebook and a focus on 

learning vocabulary. She reflected on the picturebook itself and 

contemplated the process of selecting a suitable picturebook. She felt that 

the story must engage children so they can relate to it. The teacher on the 

other hand must offer ways of adding activities to suit their interests and 

support independent learning: 

So, it has to be a nice story, where they can live in, so they go along 

with it and maybe a little bit more as a theme or something so that 

they can all do their own thing again. (MO.DRW-INT.1) 

She stressed that although she referred to vocabulary learning, the 

story remained key: ‘They learn words and recognise the pictures as in a 

story. But I think special words that come back at more pages. So, they 

learn those words, but it is a story’ (MO.DRW-INT.1). Molly also explained 

how Dutch picturebooks are used in lessons and believed the approach 

might be transferrable to support speaking skills: 

Yes. In the Dutch groups, if you read a Dutch book to young children 

a lot, they can tell the whole story themselves without them reading. 

So, I think if you do the same with English, it works the same. So, 

they can tell you a story in English. (MO.DRW-INT.1) 
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In both tasks (A and B) Molly included the picturebook as a teaching 

tool in her drawings. She had a clear lesson structure in her mind which 

focused on vocabulary and grammar. In her written commentary (MO.WRT-

COM.3) she explained how the picturebook is central to the lesson. She 

expressed a focus on language by beginning to introduce relevant 

vocabulary and grammar on the digi-board. Children would then move on to 

reading the story using both Dutch and English and in pairs completing a 

worksheet with questions. She would end the lesson by discussing the 

various completed tasks and playing Simon Says.  

 

5.4.4 Molly’s ELT vision and emotional experiences in ELT 
Molly’s vision was driven by her personal experiences in learning English, 

which influenced her focus on the young learner’s emotional needs. In her 

view, primary English lessons must build confidence by focusing on 

speaking skills to ensure confidence. When reflecting on her first lesson 

with children aged 4 to 6, Molly deliberated on how speaking must be 

‘something relaxed and just relaxed and if you want to talk, you can talk. 

[…] of course, saying something with a whole group is much less scary to 

speak than having to say something or something on your own’ (MO.LSN-

INT.2). Molly considered that for her personally, a lesson did not have to 

have a specific teaching goal and could be simply about language and 

getting acquainted with English: 

The most important thing about this lesson was, I think, [was] more 

that they actually got in touch with it. So, I don't think they actually 

really learned specific things or anything. (MO.LSN-INT.2) 

Once again, these views expressed her protective side by 

emphasising her need to keep children within their comfort zone and let 

them simply enjoy the process of exploring English. By the end of the 

intervention course, Molly had expanded her vision of a lesson and the use 

of the picturebook as a teaching tool. She reflected on her choice of book, 

showing her vision of how this book could support inclusiveness and help to 

ensure the mental and physical wellbeing of a new child in the class.  
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5.4.5 Summary  
From the onset, Molly’s focus was on meeting children’s language learning 

needs and interests. She saw her role as protecting the children while 

ensuring that they liked learning English by making them feel relaxed and 

safe. Initially, Molly believed that a successful PELT lesson included 

ensuring children had a range of activities to choose from. These activities 

included moving around the classroom. Post-intervention, she believed that 

a traditional setting was less chaotic. Moreover, she felt that it was not the 

number of activities that was important, but more her choice of materials 

and tasks, which children could complete together. In her view, a PELT 

lesson could also simply focus on enjoyment of exploring English. Once 

more, these views focus on keeping children safe and within their comfort 

zone. Despite her nervousness, especially before her first observation, she 

created her own teaching materials. Molly considered the picturebook a 

suitable teaching tool, not just for children but also for her, the teacher. It 

offered a scaffold for both the child learning English and the teacher 

learning to teach PELT.  

 

 Frieda: Listening is not enough anymore.  
Frieda was a very energetic, well-prepared, and passionate student teacher 

who joined Pabo Avans with a Havo (GCSE) secondary qualification. Her 

Pearson Proficiency CEFR Level was <B1 pre-Intervention and B1+ post-

intervention. She completed all interviews in Dutch with some English 

sentences. However, during her last post-lesson reflective interview, she 

spoke predominately in English. She completed all written commentaries in 

English. At the start of her intervention Frieda had had some previous 

PELT experience, which she had gained by teaching a lesson on body 

parts to children aged 4 to 6.  

 

5.5.1 Frieda’s drawings 
Frieda submitted four drawings (Figures 5.11 and 5.12) but only three 

written commentaries. On reflection, she felt that her general comments 

about teaching primary English successfully on post-intervention Task A 

also applied to Task B. What stands out is her use of colour across all four 
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drawings and her use of pen. Frieda explained that she chose to use colour 

on purpose and commented that colour makes the drawing appealing for 

the viewer by expressing fun: <<Colour is still a symbol of fun and if you do 

it in grey, I find it a bit gloomier. Then I don't really think your class is fun, 

that – Yes, that's why>> (FR.DRW-INT.1). 

 

Figure 5.11: Frieda's Pre-Intervention Tasks 
Pre-Intervention Task A Pre-Intervention Task B 

 

 

 

Three of Frieda’s drawings are in landscape format and only her pre-

intervention Task A is in portrait format. Her drawn content fills the page 

regardless of the format. Her style and content vary significantly from 

drawing to drawing, making it sometimes difficult to identify Frieda as the 

artist. However, there are some distinguishing features. In many drawings 

Frieda includes similar handwritten comments (Task A Pre, Task A and B 

Post) and adds ‘thought bubbles’ with items such as a planet or a 

hamburger (Task A Pre) or places such as the sea (Task B, Pre and Post).  
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Figure 5.12: Frieda's Post-Intervention Tasks 

 

 

All four of Frieda’s drawings include a teacher and children. All of her 

drawings offer an indication that the lesson is taking place in the classroom. 

However, in addition, three drawings offer access to an alternative space, 

namely the child’s imagination, which is represented in the thought bubbles. 

She explained that the bubbles ‘are the thoughts, they are the things they 

[children] think about’ (FR.DRW-INT.3). 

 

5.5.2 Frieda’s associations and emotional experiences (Theme 4) with 
learning and teaching English  
Frieda enrolled at the Avans primary teacher education with a secondary 

Havo (GCSE) education. She believed she had begun learning English at 

primary school in Grade 7 or 8. If she remembered correctly, she had two 

hours of English per week. During her teaching placement in her first study 

year, Frieda was also able to give an English lesson to children in Grades 1 

and 2. She decided to focus on body parts during that lesson. 

Frieda taught two observed picturebook lessons. I visited her once 

when teaching in Grades 1 and 2 (aged 4–6) and once in Grade 5 (aged 8–

9). For her lesson with the younger children, Frieda chose a picturebook by 

Antony (2014) called Please, Mr Panda. She focused on creating an 

interactive read-aloud and on teaching colours. Frieda made over-sized 

Post-Intervention Task A Post-Intervention Task B 

  



 196 

paper doughnuts in different colours, inspired by the ones in the book, and 

children would touch them whenever she mentioned a colour (Figure 5.13).  

 

Figure 5.13: Frieda’s Paper Doughnuts 

 
 

Her second lesson was based on Here We Are: Notes for Living on 

Planet Earth by Jeffers (2017). She began her lesson with an interactive 

quiz to test and pre-teach a set of key vocabulary she had identified. 

Children in pairs would lift up red or green coloured paddles to indicate the 

correct answer. Then she showed the book trailer before reading a number 

of pages aloud and asking comprehension questions. She concluded the 

lesson with asking small groups of children to make their own display of 

notes for living on Planet Earth, which they would present. 

When discussing her first lesson, she explained how this lesson was 

the children’s first-ever English lesson and how she had no experience in 

reading aloud in English. Hence, she decided to rely on her knowledge of 

how she would read Dutch books; she recounted practising with her 

mother, who did not speak English. She wanted to be dramatic and paid a 

lot of attention to intonation, which she believed ‘is important. I also just do 

it with Dutch books’ (FR.LSN-INT.2).  
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While Frieda made no reference to being worried or nervous with the 

younger primary children, she did admit to nervousness with the older 

children. She worried as she was giving their first-ever English lesson, and 

it was with a picturebook, which is usually more associated with children 

aged 4 to 6 in Dutch schools. Frieda was surprised to see the positive 

response she received: 

They were so enthusiastic, and they loved it. And I thought nah, I 

didn’t have thought that they loved it. I thought oh no, English and 

they don’t have English. But I liked it very much. (FR.LSN-INT.2) 

In our final post-drawing interview, she compared the two classes 

and reflected on the differences when teaching older primary language 

learners. She admitted that speaking English was a challenge with the 

older children. She pinpointed the difficulty of having to make sentences 

rather than focusing on using single words, which she felt is possible with 

younger children:  

Everything is different. <<In Grade 1>> you do stuff like red and 

green and it’s also English, but it is little words. And now you have to 

speak English to the children. That’s also difficult for me. (FR.DRW-

INT.3) 

 

5.5.2 Frieda’s ELT plans and ELT ambitions 
The created space. Frieda made clear visual references to her 

lesson taking place in a traditional classroom environment. Three of her 

drawings include chairs, desks and a blackboard at the front of the 

classroom, on which she has written a question for the children (Task A 

Pre) or simply labelled ‘school board’ (Task A and B Post). Only her pre-

intervention Task B drawing is less obvious. The teacher and the children 

are sitting together in a classroom, which can be found at the very top of 

the page. Frieda explained that the teacher would be sitting on a chair and 

the children would be on the floor (FR.DRW-INT.1). At first sight, it appears 

that the boy in the middle of the page is thinking about his class. However, 

according to Frieda, the boy is part of the class and the story has 

stimulated his imagination and he is now on a boat, connecting it to a 
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beach with palm trees. What stands out is the contrast of the teaching 

spaces. In the one drawing, there is a traditional classroom; in the other, 

there is the freedom of imagination, which she creates by stimulating 

children’s thoughts and ideas.  

 

The role of the teacher and the children. Frieda’s views on the 

role of the teacher and the children developed in the sense that her initial 

thoughts were confirmed and had become achievable. In her pre-

intervention drawings, Frieda positioned the teacher in front of the class 

and in the middle of the class. She explained that the teacher must ensure 

that children understand what they need to do, are concentrating and begin 

to think about the task that lies ahead (FR.DRW-INT.1). However, she also 

mentioned the need to let children contribute and the importance of not 

always telling children what to do. She pondered this, and she concluded 

that the role of the teacher is <<an accompanying role>> (FR.DRW-INT.1).  

Frieda admitted that her Task A (Pre) drawing reflected how she 

would like to teach English, but that she did not know how to actually 

achieve this (FR.DRW-INT.1). Frieda also discussed the role of the teacher 

in Task B (Pre), who is depicted holding a book surrounded by children, 

and conceded that in fact she had very few ideas what the role of the 

teacher entailed and referred to the role of storyteller: <<Yes, then you do 

not really accompany anymore, you are more the storyteller. I do not know. 

No, no idea, at this point>> (FR.DRW-INT.1). 

Post-intervention, Frieda continued to draw the teacher at the front 

of the class, yet she shifted the teacher to the side of the classroom (Task 

A and B Post). This move visualises the teacher’s role of encouraging and 

supporting children in becoming autonomous. During the post-intervention, 

post-drawing interview, she considered that this development was based 

on the experiences she had in class during the intervention course 

(FR.DRW-INT.3). Frieda explained that she realised that as a teacher it 

was possible to encourage young language learners to work together and 

learn from each other, even if they were not able to read or speak English: 

 <<Yes, I have drawn myself a bit on the side as I wanted the 

children to work with each other and not to ask me questions all the 
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time. I wanted them to try and solve it themselves before asking 

me.>> (FR.DRW-INT.3) 

Post-intervention, Frieda demonstrated more clarity regarding the 

role of the teacher during a picturebook-based PELT lesson. She referred 

to the different roles she played in different stages of the lessons when 

working with a picturebook:  

<<Yes, I would really be the teacher in the first phase, the pre-

reading. With the reading you are actually the ‘reader’ and then with 

the post-reading you are the supervisor.>> (FR.DRW-INT.3) 

She explained that she would be actively involved until the post-

reading phase; at this point, she would only monitor the final task, which is 

why she drew herself on the side of the room.  

 

Atmosphere. The children and the teacher in Frieda’s pre- and post-

intervention drawings have smiling faces. Pre-intervention she expressed 

her belief that lesson should be active, and children should be having fun 

(FR.DRW-INT.1). For this reason, she drew smiles and used a ‘smiley-

stamp’ in her Task B (Pre) drawing.  

The thought bubbles in Frieda’s drawings indicate a classroom filled 

with creativity and imagination. Frieda considered the picturebook to be a 

teaching resource which stimulates this sought-after imagination. She 

described how the boy in Task B (Pre) places himself in the story and then 

has his adventure: 

 <<That's the kid who thinks about it. So, there is one and it's like oh, 

the book is about a pirate. So, then the thinking goes well, I'm a 

pirate and I'm on that boat and I'm going to have those 

adventures.>> (FR.DRW-INT.1) 

Furthermore, she explained how reading as an activity in her 

experience had virtually disappeared from the primary classroom and her 

drawing reflected the enthusiasm she saw in children when a book was 

added to the lesson: <<The moment you add the book, children become 

very enthusiastic and then when I tell them we are going to read a story in 

English, they like it and learn something new>> (FR.DRW-INT.3).  
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Interactivity. Both of Frieda’s observed lessons included interactivity 

and during her post-drawing, post-intervention interview Frieda clearly 

expanded on this. She explained that a communicative classroom should 

involve children working in groups rather than sitting in rows, and that her 

aim was to ensure that children were actively participating. She wanted 

children to not only complete tasks but also to become independent 

language learners. It was important for Frieda to offer a communicative 

setting which supports children in working together, having choices and 

becoming actively engaged in English: 

<<What I have learned is that an English lesson does not always 

have to be seated in rows, but that children can work together, in 

groups, and that the students need to be really busy with English. It 

is not just about listening, getting an assignment, completing it, 

handing it in and then checking it. It is more important that children 

are really engaged with English and that they can look up things 

themselves and actually learn what they want to learn from the 

English language.>> (FR.DRW-INT.3) 

Frieda believed that lessons which lacked interactivity and 

communication did not suffice. She said, <<Listening is not enough 

anymore: If children actually use their own words or their learned words, 

they will remember much faster>> (FR.DRW-INT.3). 

 

Approach. Pre-intervention, Frieda expressed her belief that 

language learning can be achieved without making it the focus of the 

lesson, and that it can be acquired in a playful manner. She pointed out that 

there is no need for constant translation as children will pick up the 

language naturally:  

<<I think if you give a lesson where you play the main role and add 

English teaching materials, children will learn English in a playful 

way […] They will pick it up by themselves. I do not need to 

constantly say, this is a book, a book. This is a pencil, pencil.>> 

(FR.DRW-INT.1) 
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Frieda’s thought bubbles also give an indication to the approach she 

wanted to take. The bubbles are intricate, and post-intervention Frieda 

explained how they represent the differences in the way children think as, 

for example, they might interpret the various clues in a story differently 

(FR.DRW-INT.3). She connected this diversity of ideas to language 

learning and reflected that children need to learn that there are different 

ways of saying things: 

<<Well, it's important that children know that not everything is always 

wrong. You can see everything from different sides and angles, and 

it is good to have different opinions about a book and about English. 

English does not have one standard one answer, there are always 

several ways to translate one word.>> (FR.DRW-INT.3) 

Frieda considered stimulating the imagination and connecting a 

lesson to a child’s experience to represent key elements of language 

learning. Pre-intervention she determined that giving a successful PELT 

lesson means giving <<a lesson which links to the child’s memory>> and 

when using a picturebook <<that the child will actually get inside the story, 

will think along and empathise>> (FR.DRW-INT.1). 

Her views became more specific in the sense that she 

acknowledged different stages of a PELT lesson. For example, when 

discussing her Task B drawing (Post) (FR.DRW-INT.3), Frieda mentioned 

that it reflected the ‘during’ phase of a picturebook-based PELT lesson. She 

would begin by creating enthusiasm for the story, reading so children 

practised listening while sitting in pairs so they could concentrate (Task B 

Post). Then, the teacher could re-organise the room so children could work 

together.  

 

Teaching materials and lesson focus. In her pre-intervention, 

post-drawing interview, Frieda mentioned the difficulty of knowing a child’s 

level of English. She explained that she was very conscious of the need to 

know and manage classes of mixed abilities: 

<<With Maths you will look [at the class] and say okay, they should 

now be at this level and you can test it very well. But with English 
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every child can have a different level and a child in Grade 7 may be 

worse in English than a child in Grade 4, who has already spoken 

English quite often, because he may already be speaking English at 

home.>> (FR.DRW-INT.1) 

Although she did not have a solution at hand during the interview, 

she hoped that her future teaching placements would offer opportunities to 

learn how to manage these mixed abilities in the PELT classroom 

(FR.DRW-INT.1). Her pre-intervention drawing Task A reflected a lesson 

based on a holiday theme. She explained that the children were 

concentrating on English, not doing other things such as <<playing with 

dolls or pens>> (FR.DRW-INT.1). She wanted children to focus on the 

question on the board: ‘How was your vacation?’ She gave no further 

details regarding possible skills she would like to promote, which aligns with 

her initial point that she was unsure about how to achieve English language 

learning. She kept the holiday theme in her Task B (Pre) drawing and 

explained that the lesson focus remained on the children sitting and 

listening and joining in with the story. 

Frieda did not visualise any of the materials she would be using in 

Task A (Post). She admitted that she <<did not really think about it>> 

(FR.DRW-INT.3) as she was trying to show that she wanted children to be 

independent and make choices; she emphasised that <<they can think for 

themselves>> (FR.DRW-INT.3). Frieda drew the children standing so they 

could consult each other about the topic being discussed and also move 

around the classroom easily. She aimed to let children choose which group 

they wanted to work in and with which materials. What stands out is that by 

preparing various teaching materials and resources and offering this 

freedom of choice, Frieda was providing a way for herself, as a teacher, to 

step back and support independent learning: 

<<No, I thought when I made the drawing, that they [children] could 

choose freely what they would like to work with. And I also think it's 

important, they can choose where and with whom they can work. 

They can work with a tablet, but then there are children who do not 

like working with a tablet at all, so they could work with a 

dictionary.>> (FR.DRW-INT.3)  
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5.5.4 Frieda’s ELT vision and emotional experiences in ELT 
Frieda’s vision reflected her drive to stimulate a child’s imagination and 

offer a feeling of safety. Her aim was to ensure that in her EFL lessons, 

children used their imaginations. She wanted to give English lessons where 

children paid attention, liked her lessons and liked learning English 

(FR.WRT-COM.3).  

After teaching her first picturebook-based EFL lesson to children in 

Grade 1, she reflected that, at first, she had thought that teaching English 

was based predominantly on the child’s contribution. She later realised this 

was not the case and that, as the primary English teacher, she was 

responsible for input (FR.LSN-INT.2). She expanded this thought, saying 

that after her second observed lesson, which took place in Grade 7, she 

had realised that the picturebook can offer many lessons for children to 

work on various tasks. She admitted that she had progressed from focusing 

on the words to recognising the value of the story for teaching a successful 

primary EFL lesson.  

When reflecting on the picturebook as a teaching tool, Frieda 

explained how the picturebook aligned with her vision of teaching primary 

English and her general vision of primary education. She explained how a 

picturebook can scaffold both the child and the primary English teacher and 

reduce possible fears: <<It is not that scary anymore because you do not 

have to know everything off by heart, but you can take the book>> 

(FR.DRW-INT.3). 

 

5.5.5 Summary 
Frieda’s journey is remarkable in the way in which she had clear ideas 

about language learning from the start onwards but lacked the knowledge 

to translate them into a suitable PELT lesson plan. She was determined to 

achieve a way of teaching primary English which would stimulate children’s 

imagination, offer a safe learning environment and teach autonomy. Frieda 

embraced the picturebook as a teaching tool as it could stimulate 

imagination, creativity and independent learning. By using the picturebook 

she had found ways of creating PELT lessons which went beyond children 

listening. During the intervention, she realised that, as a teacher, she 
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needed to make an active contribution to language learning, and that she 

could create a communicative classroom without losing control. 

 

 Jenny: Be calmer. I think to myself. 
Jenny was a very nervous student teacher who joined Pabo Avans with a 

Mavo (BTEC National) with a teaching assistant training qualification. Her 

Pearson Proficiency CEFR Level was <B1 pre-Intervention and B1+ post-

intervention. She completed all written commentaries and all four interviews 

in Dutch. Jenny’s previous PELT experience consisted of observing and 

teaching one lesson in Grade 8 to children aged 10 to 12. Her lesson was 

based on the coursebook and focused on making plans and saying the 

date. 

 

5.6.1 Jenny’s drawings 
Jenny submitted three drawings (Figures 5.14 and 5.15) with four 

accompanying written commentaries. Pre-intervention, she submitted a 

drawing each for Task A and B; however, post-intervention she decided 

that her Task A drawing also applied to Task B and focused on completing 

only the commentary. A few points stand out in Jenny’s drawings. All three 

of her drawings are in landscape format and include a class of children, 

who are always arranged in a circular setting, together as a class (Task A 

and B Pre) or in small groups (Task A and B Post). Her drawing style varies 

across the drawings. She moves between drawing stick-like figures (Task A 

Pre; Task A and B Post) and more realistic schematic looking figures (Task 

B Pre). The smileys connect Jenny’s pre-intervention. Although post-

intervention she also adds multiple smileys, they are different in style. 

Generally, post-intervention, it is difficult to recognise Jenny as the artist.  
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Figure 5.14: Jenny's Pre-Intervention Tasks 

Pre-Intervention Task A Pre-Intervention Task B 

 
 

 

Pre-intervention, her drawings are in pencil and she uses colour 

sparsely. For example, she uses red to trace the smiling mouth of the 

smiley in the corner of her pages (Task A and B) and colours in a number 

of fruit items (Task A) and the mushroom (Task B). She adds carefully 

drawn details and writing into the illustrated double spread of her 

picturebook (Task B Pre) such as a gnome, a mushroom, a hat and 

question marks. Jenny explained that she drew the two smileys in colour as 

she wanted to them to stand out (JEN.DRW-INT.1).  

 

Figure 5.15: Jenny's Post-Intervention Tasks 
Post-Intervention Task A and Task B 

 

 

Post-intervention, she completed her drawing predominantly in a 

thicker green and red pen. She also added pink stamp-like stars and yellow 
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smileys. When contemplating the use of colour in her final drawing, she 

considered only the yellow, which she used to draw the smileys, to be 

significant. Jenny explained that it represents happiness: <<Only this one. 

Yellow is a happy colour>> (JE.DRW-INT.3). Jenny included words in all 

her drawings. The word ‘goal’ or ‘doel’ is featured on her school board on 

her pre-intervention Task A and post-intervention Tasks A and B.  

 

5.6.2 Jenny’s associations and emotional experiences (Theme 4) with 
learning and teaching English  
Jenny was the only remaining focal case who had joined Avans without a 

secondary Havo (GCSE) qualification. Instead, she had completed an MBO 

(BTEC) level qualification and the three-year teaching assistant course. 

This combination gave her access to primary teacher education at tertiary 

level. Jenny was unsure about when she had started learning English but 

believed it had been at primary school, from Grade 6 (aged 9) onwards. 

She made no reference to learning English during her time at secondary 

school. Generally, Jenny was very insecure when it came to her English 

language proficiency.  

During her first year at Avans, she was placed in Grade 8 at her 

placement school, where she was able to observe a couple of primary 

English lessons and also teach one. The lesson she gave was based on 

the coursebook, Take it Easy, and was about making plans and saying the 

date in English. She explained how the coursebook included listening and 

reading tasks which helped her as a teacher: <<And then there were a lot 

of exercises for listening, but also reading. I think it is a nice method […], it 

was easier than if you had to do something yourself>> (JE.DRW-INT.1). 

She admitted that the coursebook offered her security.  

Jenny taught two observed picturebook lessons. I visited her once 

when teaching in Grade 1 and 2 (age 4–6) and once in Grade 8 (age 11–

12). For her first lesson, Jenny chose Monkey and Me by Gravett (2007) 

and created an interactive lesson. She began by asking which animals the 

children knew in English. During the read-aloud, the children joined Jenny 

in acting out the various animal-related moves which are included in the 

story. As a post-reading activity, Jenny had prepared a Living Memory 
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game (Figure 5.16). Children received cards with animals and had to 

mingle, say what animal they were and find their match. She set up a large 

square so children could first sit and listen to the read-aloud, use the space 

in front of them for acting out the moves and later play Living Memory. 

 
Figure 5.16: Classroom Set-Up (left) and Living Memory Cards (right) 

   
 

Her second observed lesson was based on The Hueys in the New 

Jumper by Jeffers (2012). This lesson, too, had a strong focus on being 

interactive. She began by playing a clothes vocabulary game (‘Stand up if 

you are wearing…’) and then let children explore the story together in pairs. 

Children took turns reading a page at a time, and as a class they completed 

some comprehension questions at the end. She finished her lesson with a 

speaking game, which encouraged children to use clothes-related 

vocabulary.  

During her first reflective interviews, Jenny admitted that she had not 

felt comfortable during the lesson. She referred several times to her 

nervousness, saying <<I was very nervous, but it went well>> and <<Yes, I 

am actually satisfied with the lesson, only the beginning was a bit messy 

[…] because I was nervous>> (JE.LSN-INT.2). She also explained how this 

lesson was the first-ever English lesson for the children in Grades 1 and 2. 

Jenny was uncertain how much the children would understand. This 

worried her to such an extent that she had prepared and taught a different 

picturebook before this observation. She explained that it had given her 

confidence (JE.LSN-INT.2). Her comments reflect her determination. After 

her second lesson observation, Jenny was still visibly nervous. However, 
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she was proud and satisfied, and in fact, only once referred to her 

nervousness when asked what she would do differently: <<Be calmer. I 

think to myself>> (JE.LSN-INT.2).  

 

5.6.3 Jenny’s ELT plans and ELT ambitions 
The created space. Two of Jenny’s visualised teaching spaces 

include items commonly found in a classroom setting. There is a board 

(Task A Pre; Task A and B Post) and there are chairs and desks (Task A 

and B Post). The teaching space in Task B (Pre) is visually less specific. 

However, Jenny explained that this lesson would be in a class with children 

aged 4 to 6, which she associated with teaching English with picturebooks 

(JE.DRW-INT.1). She added that the children were sitting in semi-circles so 

that they could see the book better <<because if you are sitting in a circle, 

and you are also part of the circle with your book, the children next to you 

may not be able to see it properly>> (JE.DRW-INT.1). With the inclusion of 

smileys, Jenny created two teaching and learning spaces, the physical 

classroom and the emotional wellbeing space, which were both relevant to 

her ELT plans. 

 

The roles of the teacher and the children. Jenny positioned the 

teacher in a way which links to the role the teacher needs to assume in 

order to support the emotional wellbeing and enabling interaction of the 

child. In her Task A (Pre) the teacher is part of the circle of children. She 

wrote that the <<teacher is sitting together with children in a circle to show 

that they are working together. […] A lesson is successful when the 

children are having fun, are actively busy and can share their opinions and 

experiences during the lesson>> (JE.WRT-COM.1). When discussing her 

pre-intervention Task B drawing, she mentioned how the teacher must 

ensure equal access to teaching materials for all children. She explained 

that in her drawing, she changed her circular formation (Task A Pre) to two 

semi-circles to ensure that children <<can all see the book well. Because if 

you are in a circle and you are sitting with your book, the people sitting next 

to you may not be able to see it properly>> (JE.DRW-INT.1).  
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In both pre-intervention drawings, Jenny drew the teacher and 

children together. She explained that the teacher needs to be part of the 

learning experience and should give children the opportunity to <<add their 

experiences>> (JE.WRT-COM.1) to help the young learner. Some children 

might find language learning difficult or frightening, but if the teacher joins 

the children and becomes one of them, children might feel reassured: 

<<I have deliberately put her [the teacher] in the circle, not everyone 

thinks English is easy. When you [children] arrive in group seven and 

you get English for the first time, it can also be quite scary. And if 

you then stand together, side by side, it feels less like you are right 

and you are wrong and that the teacher is there, and she knows 

everything, and you do not.>> (JE.DRW-INT.1)  

Pre-intervention, Jenny did not offer specific examples of how 

children can be supported other than by the teacher’s position within the 

classroom. However, post-intervention Jenny showed awareness of how 

her role progressed throughout the lesson. She explained that she did not 

add herself as the teacher in the drawing (Task A and B Post) as she was 

‘everywhere’ (JE.DRW-INT.3). She elaborated on how the role of a teacher 

changes depending on what you are teaching and might vary from leading 

to monitoring and joining children when working in groups: 

<<There is no one place. It is up to you or what you teach. If giving 

an instruction you stand in the front of the class. And then the 

children can sit in groups, because then they get started.>> 

(JE.DRW-INT.3) 

Jenny reflected on the groups of children she had drawn (Task A 

and B Post) and added that the teacher needs to let go in order to facilitate 

working in groups: <<It’s nice to switch […], because as a teacher you 

cannot or don’t want to be in charge all the time or just supervise all the 

time. You have to have a combination there>> (JE>DI.3).  

 

Atmosphere. A recurring feature in Jenny’s drawings is the smiley. 

Jenny wrote in her commentary that the smiley in Task A (Pre) represented 

the importance of all children feeling well during the lesson (JE.WRT-
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COM.1). She explained that she had drawn the smileys in colour because it 

is ‘important to have fun’ and she wanted them ‘to stand out’ (JE.DRW-

INT.1). The smileys in her post-intervention drawing are sprinkled amongst 

the text at the bottom of the page.  

In her written commentaries and interviews, Jenny stressed multiple 

times the importance of the emotional atmosphere in the classroom by 

repeating the importance of children feeling ‘well’ (JE.WRT-COM.1), able 

‘to contribute’ (JE.WRT-COM.1), being part of a ‘positive and safe 

atmosphere’ (JE.WRT-COM.1), feeling ‘safe and cosy’ (JE.WRT-COM.2) 

and feeling <<safe during the English class. So that there is a safe 

atmosphere and they to dare to speak. And just that they find it a fun 

lesson>> (JE.DRW-INT.3).  

 

Interactivity. Jenny’s drawing (Task B Pre) shows two forward-

facing pages of her picturebook, which included five question marks. She 

wrote about how the question marks on the book pages, combined with the 

children raising their fingers, represent the importance of an interactive 

lesson where children can join through acting, asking questions and 

sharing experiences (JE.WRT-COM.1).  

One aspect of interactivity which Jenny referred to throughout her 

written commentaries and interviews is group work, which she had 

portrayed visually in every one of her drawings. Jenny’s belief was that 

when children work together, they will experience individual support and 

growth as they will not feel uncomfortable: 

 <<[…] you do not have to do everything alone; you can learn from 

each other. But if, for example, you do not know something yourself, 

you can ask for help from others in your group and then you can 

grow yourself, and you do not feel embarrassed if you do not 

know.>> (JE.DRW-INT.3) 

 

Approach. Pre-intervention, Jenny’s approach rested on visualising 

vocabulary. On the left side of the drawing, she drew and listed three types 

of fruit in English: apple, strawberry and grapes. The fruits bear the heading 

‘voorwerpen + woord’ which means ‘things and words’. She did not refer to 
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any lesson plan in her interviews but rather explained how visualising new 

words such as fruit items can help children remember new vocabulary: 

<<[…] when you are teaching new words, you can also show things, 

because then they [children] can remember it better>> (JE.DRW-INT.3). 

Looking at Jenny’s drawings, it becomes clear that she approached 

language learning with an objective in mind. In Task A (Pre) Jenny added 

the Dutch word ‘doelen’ on the board, which means ‘goal’ and in Task A 

(Post) she wrote ‘goal’ in English. By the end of the intervention course, 

Jenny’s view of a PELT lesson had become very structured, which reflected 

her goal-orientated mind-set. Her teaching and planning approach rested 

on three stages, pre-, during and post-, which were part of the story-based 

methodology in the intervention course. She applied these stages to a 

PELT lesson and explained that she began by creating interest before 

delivering the lesson’s content. She continued with some additional 

practice, additional content or a creative activity. She also mentioned 

concluding the lesson with an evaluation: 

<<You introduce the lesson a little so that they [the children] become 

curious, or that they become interested in the lesson. And that is 

actually the introduction to the lesson. And then comes the core, 

then you will carry out the activity or you will introduce and practise 

something new. And then you close the lesson by evaluating it or 

adding a creative task.>> (JE.DRW-INT.3)  

She considered giving suitable instructions and explanations to be 

key to success but admitted that this presented a challenge for her 

personally. In order to compensate for any lack of language proficiency, 

Jenny believed that thorough lesson preparation would be key: <<I still find 

it very hard to give good instructions or good explanations in English. But if 

you prepare that well, that should also be successful>> (JE.DRW-INT.3).  

 

Teaching materials and lesson focus. Pre-intervention, Jenny 

gave some indications of the focus of her lessons. The fruit items pointed to 

a vocabulary or food-themed lesson, while the gnome and mushroom in her 

picturebook indicate a fairytale-based story. Jenny reflected on the 

picturebook in her pre-intervention drawing (Task B Pre). She considered 
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the picturebook to be a teaching tool, where the images illustrated the story 

and the story in return stimulated children to share their ideas and 

experiences and be inquisitive (JE.DRW-INT.1). She expanded on the 

aspects of visual literacy and discussed how elements of the picturebook 

could support her aim of developing speaking skills: <<It depends on the 

level of the children, but I think, if you use pictures and examples, you can 

speak more English because those pictures and objects support you>> 

(JE.DRW-INT.1). During her post-intervention interview, Jenny again picked 

up on the aspect of visual support when learning a language, especially 

learning vocabulary. She explained that visual support can be provided by 

bringing props to class or using a picturebook (JE.DRW-INT.3). 

Jenny also explained how the picturebook can have multiple 

purposes. It can stimulate imagination, support language development by 

reading aloud, and offer some enjoyment by adding a game to practise new 

content. For example:  

<<You can predict together with the children what the book will be 

about, what do you think? […] And then they predict what the story is 

about and then you can read the story and ask children to do things. 

And you can finish it by, for example, playing a game to process the 

new material.>> (JE.DRW-INT.3) 

 

5.6.4 Jenny’s ELT vision and emotional experiences in ELT 
Jenny believed that using picturebooks as a teaching tool can help the 

teacher to achieve a number of teaching objectives linked to core subjects 

and to the social-emotional wellbeing of children: <<You can offer many 

things with stories. They learn many different things, for core subjects, such 

as maths or Dutch. But also, in the social-emotional field, they [children] 

can learn very different things>> (JE.DRW-INT.3).  

Unlike the coursebook she had once used for her lesson with 

children aged 10 to 12, Jenny felt that the picturebook fulfilled her ambition 

of offering children a happy and relaxed learning environment: <<And the 

children were also involved and enthusiastic and participated well, so that 

was fun and nice>> (JE.DRW-INT.3). Whereas previously she had 

considered the coursebook to provide a degree of security when teaching, 
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she enjoyed the freedom the picturebook afforded her to connect to the 

child: 

<<Because I made my own thing out of this. Of course, I used the 

things that I learned in class [course], but I did take things that I think 

connect to the child and that I know the children enjoy. And when 

using the coursebook (method), it's kind of obligatory.>> (JE.R.2) 

At the end of her post-intervention interview, Jenny expressed how 

her vision of teaching English had changed and how it was now richer. She 

explained that she had little experience in teaching English, which 

contributed to the fact that at the start she had few concrete ideas or plans 

of what a successful PELT lesson entailed:  

<<I had never taught English before, so that was a big step. But I 

think that because of these lessons [intervention course], I now start 

looking at teaching English differently. That you can do it in many 

different ways.>> (JE.DRW-INT.3)  

Finally, Jenny explained in her post-intervention, post-drawing 

interview that the pink stars (Task A and B Post) symbolised her belief that 

all children can be successful, that children <<are all stars>> (JE.DRW-

INT.3). In her view, if you motivate children and stimulate them in a positive 

way, they will achieve.  

 

5.6.5 Summary  
Jenny was a very nervous student with a strong focus on ensuring the 

emotional wellbeing of the children in her class. She was creative and 

meticulously prepared. Throughout the duration of the intervention, Jenny 

learned how to plan her PELT lessons based on the structure and activities 

of the picturebook-based lesson. Moreover, the picturebook gave her 

confidence to create her own materials and become more critical of 

previously used materials, such as the coursebook. She considered it 

crucial for children to feel safe and for them to grow and develop together. 

Despite her low CEFR proficiency level, she was determined to learn how 

to achieve her lesson aims and refused to allow her nervousness to get the 

better of her. She taught herself to be calm. 
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 Maddie: I prefer Grade 1 and 2 because they don’t judge. 
Maddie was a quiet and soft-spoken student teacher who joined Pabo 

Avans with a Havo (GCSE) qualification. Her Pearson Proficiency CEFR 

Level was <B1 (pre- and post-intervention), and she completed all written 

commentaries and all four interviews in Dutch. Maddie had some previous 

PELT experience, having taught a short lesson to children aged 4 to 6 

based on the children’s song If You’re Happy and You Know It…  

 

5.7.1 Maddie’s drawings 
Maddie created four drawings (Figures 5.17 and 5.18) with four 

commentaries. All drawings are in landscape format. What stands out is the 

consistency of her choices regarding drawing style and colour between her 

Task A and Task B, and the limited references to a classroom environment. 

Maddie’s drawing style moves from cylinder-shaped bodies (Task A and B 

Pre) to simple stick figures (Task A Post). She moves from creating two 

monochrome (grey-scale) pencil drawings (Task A and B Pre) to drawing 

only with coloured pens. What stands out is the richness in content spread 

across the page; the exception is her Task B pre-intervention, which has a 

lot of empty space.  

When discussing her pre-intervention drawings, Maddie explained 

that her focus was on the clarity of the drawn content. She did not consider 

colour to make much difference, but she could see how it would make the 

drawing more cheerful: 

<<No, I did not think about it that really. I just thought, that’s how you 

understand what I mean, and that’s how it is. But colour might have 

made it a bit more cheerful, but I think my idea of how the lesson is 

going to be is the same.>> (MA.DRW-INT.1) 
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Figure 5.17: Maddie's Pre-Intervention Tasks 

 

Despite using only coloured pens in her post-intervention drawing 

(Task A and B Post), Maddie did not attach any importance or deeper 

meaning to this choice: <<I just wanted to say something more with the 

drawing, not necessarily with the colours>> (MA.DRW-INT.3).  

 

Figure 5.18: Maddie's Post-Intervention Tasks 

 

Maddie included children in two drawings (Task A Pre and Post) and 

the teacher in one (Task B Pre). Interestingly, the only drawing which 

clearly depicts a classroom (Task B Post) includes neither children nor 

teacher. Her drawings include speech bubbles (Task A Pre and Task A 

Post) and thought bubbles (Task B Post). 

Pre-Intervention Task A Pre-Intervention Task B 

  

Post-Intervention Task A Post-Intervention Task B 
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5.7.2 Maddie’s associations and emotional experiences (Theme 4) with 
learning and teaching English  
Maddie enrolled in the Avans primary teacher education programme with a 

Havo (GCSE) background. She believed she had started learning English 

at primary school in Grade 7 and 8 for two hours a week. She did not make 

any explicit references to her experiences at primary school but frequently 

mentioned in her first post-drawing interview that just listening was boring.  

During her first study year, Maddie was not able to observe any 

primary English lessons at her placement school. However, upon her 

request, she was given the opportunity to teach a short English lesson with 

children aged 4 to 6 years (Grades 1 and 2). She based her lesson on the 

well-known children’s song If You’re Happy and You Know It… Although 

she had enjoyed the experience, she remained critical. She referred to the 

difficulties she had encountered when teaching an English song to children 

who did not know English, and she explained how she felt the need to 

translate to ensure that all the children in her class were able to follow and 

participate: <<So that was great fun, but difficult because not everyone 

speaks English, so I spoke a lot of Dutch in between so that everyone 

understood>> (MA.DRW-INT.1).  

I observed Maddie teach two picturebook-based lessons, one with 

children aged 4 to 6 (Grades 1 and 2) and one with children aged 11 to 12 

in Grade 8. For her lesson in Grades 1 and 2, she chose the picturebook 

Snow! by Gravett (2014). For this lesson, she brought to the lesson a teddy 

bear who only spoke English. She explained that she would be reading his 

favourite book, and that it was also about a bear. She included the children 

in the read-aloud process by asking questions referring to vocabulary 

(colours, emotions) and by asking them to predict what would happen next.  

Her lesson with the children aged 11 to 12 was based on The Hueys 

in the New Jumper by Jeffers (2012). She began her lesson by showing the 

cover and some images of the Hueys on the digi-board and asking children 

to guess what the story was about (Figure 5.19). She then moved on to 

sharing a video read-aloud of the book on the digi-board without sound. 

She stopped on every page and asked children to read aloud in her place if 
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they wished to do so. Post-reading, children worked with a few pages from 

the book and changed the verbs from past tense to present tense.  

 

Figure 5.19: Maddie’s PowerPoint Slides 

 
 

She concluded the lesson by checking their answers and asking 

them to draw what would happen next in the story. Maddie compensated 

for her low proficiency with detailed preparation and remained in control of 

her lessons and her classes. When discussing her final observed lesson in 

Grade 8, it became clear that she had put a lot of thought into preparing the 

lesson. She explained that she had decided not to give too many 

explanations, and that she had pre-empted and prepared possible 

questions so that she would not make mistakes or doubt herself: 

<<I did not give many additional explanations, so I could not get it 

very wrong, so to speak. Sometimes the children make me doubt 

myself. But I had written down the answers in advance so I could 

look at it again.>> (MA.LSN-INT.2)  

These insecurities reappeared when she reflected on the differences 

between teaching the younger and higher primary levels. She admitted that 
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she enjoyed teaching the younger children more than the older children. 

While teaching children who do not understand English is difficult, she 

appreciated not feeling judged. The older children might have understood 

more, but they might have been more critical or demanding – something 

she lacked the confidence to deal with: 

 <<Perhaps it sounds crazy, but I prefer to be in Grade 1 and 2 

because they don't judge. Then you can just do it [speak English]. 

Although it is not always possible because the children do not 

understand, so it is difficult. In Grade 8 they understand you better, 

so you can talk more. But here I would have more troubles myself, 

with whether I am doing it right and whether I am pronouncing it 

correctly and stuff like that.>> (MA.R.2) 

 

5.7.3 Maddie’s ELT plans and ELT ambitions 
The created space. Maddie visualised four very different teaching 

spaces. From her commentaries and interviews, it became clear that they 

took place in a classroom, but only Task B (Post) can clearly be identified 

as such. The others remain ambiguous as they resemble a party setting 

with bunting, music notes and flags (Task A Pre); a blank space (Task B 

Pre); and perhaps an outdoor space, such as a park with trees and flowers 

(Task A Post).  

Maddie explained how her successful PELT lesson should be 

educational yet fun; while it should be like a party (Task A Pre), it should 

remain enjoyable. She believed that children liked their music lessons and 

so a good option would be to <<give an English lesson by means of 

music>> (MA.WRT-COM.1): 

<<Well, I thought I will add bunting to show that a lesson should be 

fun. As well with the music notes. And, but they have to learn, it 

shouldn't be a party or something, they still have to learn English, but 

it should be fun so that's why I added the bunting.>> (MA.DRW-

INT.1)  

When reviewing her pre-intervention Task B drawing, Maddie 

described how the teacher is holding a wordless picturebook which aims to 
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engage children from different nationalities in the classroom. She also 

explained that the children would be seated around the teacher in a circle, 

but she was unsure how to draw that (MA.DRW-INT.1). Maddie also 

reflected on the created teaching space in her post-intervention drawings. 

She explained that the classroom set-up in Task A (Post) would actually be 

like that of her Task B (Post) with rows of desks and chairs. However, she 

might leave the classroom to conduct a lesson outside, which is why she 

drew a tree (MA.DRW-INT.3). When discussing the traditional set-up of the 

classroom which she had drawn in Task B (Post), she mentioned that it was 

based on her experience gathered during her teaching placement. She 

explained how these rows can work well in a communicative classroom to 

help learners to work together and exchange ideas: 

 <<Yes, that is actually because during my internship they [the 

desks] were like this, so then you already have groups and they [the 

children] can also turn around easily when you say: check with the 

children behind you.>> (MA.DRW-INT.3)  

Although Maddie did not depict a teacher in her Task B (Post) 

drawing, a teacher is present. She explained that she did not know how to 

show that the teacher was moving around the classroom monitoring 

children, rather than standing in front of the class (MA.DRW-INT.3). 

 

The roles of the teacher and children. Maddie considered the role 

of a teacher in Task A (Pre) to be one which focuses on supervising 

children, giving them freedom and encouraging independent learning:  

<<I think here the teacher supervises the class and lets the children 

speak and do a lot and ensure that it [the lesson] stays fun. So, the 

teacher gives the assignment, and the children begin to work on 

it.>> (MA.DRW-INT.1)  

When teaching a picturebook-based PELT lesson (Task B Pre), 

Maddie felt that she experienced a change from the role as described 

above. She explained that the role began by ‘holding the picturebook’ 

(MA.WRT-COM.1) as can be seen in Task B (Pre) drawing. During this 
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lesson, children were more dependent on the teacher, which in her view 

meant the teacher had a central and leading role: 

<<Here the teacher is constantly there, so s/he holds the book and 

asks the questions all the time and although the children respond, it 

is the teacher who has the greater role here.>> (MA.DRW-INT.1) 

Post-intervention, some changes were seen to have taken place. 

Maddie reflected on her post-intervention Task A drawings and immediately 

reconfirmed her role as being of a supervisory nature. However, she added 

that her role had changed throughout the drawn PELT lesson, and that it 

now included monitoring and guiding children and ensuring that they felt 

safe (MA.DRW-INT.3). When teaching English with picturebooks, Maddie 

mentioned that she would not have a permanent position or role during the 

lesson: <<At the beginning when giving instructions, I stand at the board 

and during the lesson I just walk around. I do not have a permanent 

place>> (MA.DRW-INT.3).  

 

Atmosphere. The bunting in Task A (Pre) and the smiling faces in 

all of Maddie’s drawings express her desire to create a joyful atmosphere. 

In Task A (Post) she drew two children together surrounded by hearts. This 

was her way of showing the importance of collaboration, which is achieved 

by <<discussions and love>> (MA.COM.3) so that a <<feeling of safety and 

trust>> (MA.COM.3) is created. Maddie insisted that children must work 

together and share ideas, so learning would become <<nicer>> 

(MA.COM.3).  

When discussing her pre-intervention drawings, she explained that the two 

flags (Task A Pre) show that both English and Dutch would be present 

throughout her lesson. In her view, this was necessary as <<children need 

to feel at ease>> (MA.WRT-COM.1), and not all <<children will understand 

it if you only speak English>> (MA.DRW-INT.1).  

 

Interactivity. Maddie uses speech and thought bubbles drawing to 

express interactivity. She explained how the speech bubbles (Task A Pre 

and Task A Post) show her focus on children being actively engaged and 

talking: <<The speech bubbles [are] because I think it is important that 
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children talk to each other. And it is also more fun for those children not to 

listen all the time, but to be allowed to say something and be busy>> 

(MA.DRW-INT.1). 

In her post-intervention drawing (Task B Post), Maddie reflected on 

interactivity in the form of thought bubbles. These thought bubbles 

represent children’s thoughts stimulated by teaching materials, in this case, 

the picturebook. Maddie explained how the thought bubbles are 

everywhere in the drawing because children are moving around 

continuously sharing <<because they walk everywhere, so that they 

share>> (MA.DRW-INT.3). In return, this circular process leads to hearing 

other children’s ideas, building on from those and <<come up with ideas 

themselves>> (MA.DRW-INT.3).  

 

Approach. Maddie’s approach to teaching English implied variety 

and change. Her Task A drawings (Pre and Post) include items such as 

music notes (Task A Pre and Post), a tree and a flower (Task A Pre) and a 

book (Task A Post). She explained how these represent different ways of 

learning English by connecting it to <<music, a nice book, nature>> 

(MA.COM.3). Likewise, she considered the picturebook to offer enjoyment 

to children: 

<<because it is the same all the time, it gets a bit boring for those 

kids and if you teach with a picturebook, they are not used to it so 

they think it’s a lot more fun, I think.>> (MA.DRW-INT.3) 

During her interview, she expanded on the flower and tree, together 

with her plan for teaching a PELT lesson outside. She justified this choice 

once more with the need to offer change: <<Because yes, otherwise it [the 

lesson] will become normal for the children. And I think if they have 

something new, they are involved in the lesson again>> (MA.DRW-INT.3):  

<<Yes, what I find important in a good English lesson is that English 

is spoken and that you [children] work together in many different 

ways. So, it could be music or with a nice book, or maybe outside. It 

is especially important that the children like it [the lesson] which is 

why there are the different small drawings.>> (MA.DRW-INT.3)  
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She also explained that the changes in her role throughout served the 

purpose of keeping children engaged and creating a cycle of input and 

independent work: 

<<Because you have a different approach and so have the children, 

because if the teacher is talking all the time and the children only 

have to pay attention, they won’t care and will quickly be distracted. 

So that’s why I think you must change. So briefly explain, then let the 

children work again or let them do something do and then afterwards 

I can explain something again and then – so always there is 

change.>> (MA.DRW-INT.3)  

 

Teaching materials and lesson focus. Music notes appear in two 

of Maddie’s drawings (Task A Pre and Post). She made numerous 

references to connecting English language learning to music. She liked 

music and had fond memories of learning music as a child: <<I always liked 

to have music lessons as a child, so that’s why I thought music would be 

very good>> (MA.DRW-INT.3).  

Maddie included a picturebook as a teaching tool in three of her four 

drawings (Task A Post, Task B Pre and Post). One is labelled ‘A book 

without pictures’ (Task B Pre), one is labelled ‘A nice book’ (Task A Post) 

and one only has squiggly lines (Task B Post). With reference to the 

picturebook in Task B (Pre), she explained in her written commentary that 

the picturebook would stimulate children’s imagination and thus their 

involvement in the lesson. She explained that she had chosen a wordless 

picturebook, as the title indicates, and had drawn on her experience of 

working with a wordless picturebook in a Dutch lesson. Maddie considered 

that the idea of discussing pictures without words meant that the teacher 

<<can say what she wants>> (MA.DRW-INT.1). It would avoid the children 

not being able to follow the read-aloud but also an opportunity to relate the 

illustrations to the diverse backgrounds of children who might have 

<<immigrated to the Netherlands>> (MA.DRW-INT.1):   

<<The book is about children from different countries and only 

shows images, so children can use their own imagination and talk. 
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Children can react, and together they can make a [new] story. This 

way you don’t have the problem that the teacher reads the book and 

children don’t understand – children can make their own story with 

their own thoughts [ideas].>> (MA.WRT-COM.1) 

Pre-intervention, she explained that the focus of her picturebook-

based PELT lesson was on vocabulary learning. She referred to the two 

flags in Task A (Pre) to explain that she would be using both languages and 

would support vocabulary learning by means of translation:  

<<The pictures in the book – they are ‘told’ by the children so they 

can say what they see. And you [the teacher] can translate that into 

English, so you ask in English, for example, can you see the chair? 

And the children who know it can then point it out on the picture. And 

some children will not know what it means so you can explain it that 

way and that way you can learn a lot of vocabulary.>> (MA.DRW-

INT.1)  

She added that in the higher primary levels, children would know 

more, so English translations could now be done by a child to support other 

children with lower proficiency. Remarkably, by now the focus had shifted 

from learning individual words to telling a story: 

 <<I think if you go into the higher classes then you can do more. 

Then you can ask, for example, if someone can tell an English story, 

if someone wants to translate.>> (MA.DRW-INT.1)  

Post-intervention, Maddie reflected on the fact that she had not 

included the picturebook in her Task A (Pre) drawing. She admitted that 

she had been unaware of the teaching possibilities a picturebook could 

offer and commented that she did not <<have a clue about how to 

approach it, that’s why I drew almost nothing here [Task B PRE]>> 

(MA.DRW-INT.3).  

However, throughout the intervention course she had learned that 

the use of the picturebook as a teaching tool could support her language 

teaching in a way that went beyond vocabulary learning:  
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 <<Now there is a difference, I have more ideas, I know what you 

can do with a picturebook. That you can really help many children 

with this. So, grammar and then also the story, just a lot of things.>> 

(MA.DRW-INT.3)  

There are various reasons why Maddie believed the picturebook was a 

suitable teaching tool for primary English. These reasons centred once 

again on the child having variety and fun while learning English, but also on 

the nature of the picturebook as a teaching resource which offers support 

when children encounter challenges:  

<<I think with a picturebook you can also emphasise very well what 

the children find very difficult or what they could practise again. Then 

you can help shape their learning yourself.>> (MA.DRW-INT.3) 

Maddie reflected on the relationship between the teacher and the 

picturebook. She contemplated how, on the one hand, the picturebook 

offered security <<You have a kind of scaffold. So you can always go back 

to a picture or the book>> (MA.LSN-INT.2); on the other hand, the use of 

the picturebook pushed the teacher to be creative: <<If there was a method 

about picturebooks it would be fun […] You need more creativity yourself, I 

like that>> (MA.R.2).  

 

5.7.4 Maddie’s ELT vision and emotional experiences in ELT 
Maddie’s ELT Ambitions and Vision were centred on the child. Her focus 

lay on creating active in-class participation by sharing ideas, supporting 

emotional wellbeing and offering variety (change). She agreed that 

picturebooks supported various aspects of English language learning 

(vocabulary, speaking skills and grammar) but admitted that it was difficult 

for a teacher to offer picturebook-based lessons since the story presented 

in the picturebook does not offer a well-defined or limited scope: <<Yes, I 

think it is more difficult because you do not control it [the scope] exactly, but 

I do think that the children learn more from it>> (MA.DRW-INT.3). She 

acknowledged that coursebooks offered a step-by-step plan to language 

learning, but said that in her view, children did not always like them 

(MA.DRW-INT.3). 
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Maddie stressed the importance of emotional wellbeing by reflecting 

on how language learning is a new experience for children; she considered 

it the teacher’s responsibility to ensure that language learning was a 

positive, motivating experience for children. She explained that learning 

English is a new experience for children, and if they do not have a good 

experience and lack motivation <<they can run into problems later on>> 

(MA.DRW-INT.3).  

Maddie’s vision included a strong focus on facilitating the 

participation of all children in the class. Her thought clouds in Task B (Post) 

present visually the sharing of ideas and the idea of learning through 

sharing. Her belief was that encouraging all children to participate and 

keeping children engaged with a variety of activities would enhance levels 

of participation:  

<<Very often the same children raise their fingers. And then those 

other kids might think oh, yes, it's okay. They'll do it. But if you can get 

all of them to participate, then I think they think more, participate 

more.>> (MA.LSN-INT.2)  

 

5.7.5 Summary 
Maddie believed in creative PELT lessons, which were motivating and 

engaging, and which supported the emotional wellbeing of the child. She 

believed learning took place as a result of having children share stimulating 

ideas, and she acknowledged that providing a collaborative learning 

environment meant that the teacher had to change roles and let go. During 

the intervention, Maddie embraced the opportunities the picturebook 

offered her as a teacher and the scaffold it offered to both the child and 

teacher. She developed links to grammar and speaking activities. Maddie 

often seemed nervous when speaking, and she admitted that she felt her 

English was being judged when teaching at the higher levels. Although she 

managed to teach her lesson successfully, she preferred to teach younger 

children. 
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 Nikki: I just had very bad English lessons, it really bothered me. 
Nikki was a chatty and energetic student teacher who joined Pabo Avans 

with a Havo (GCSE) qualification. Her Pearson Proficiency CEFR Level 

was <B1 (pre-Intervention) and later B1+ (post-intervention). Nikki 

completed her post-drawing and post-intervention interviews in Dutch, but 

she attempted to speak more English in her post-intervention interview. 

During her post-lesson interviews, she replied predominantly in English. 

She completed all but one written commentary (Task A Post) in Dutch. 

Nikki’s previous PELT experience included observing a lesson in Grade 8 

(children aged 10–12) and teaching a short lesson to children aged 4 to 6 

based on the children’s song Old MacDonald Had a Farm. 

 

5.8.1 Nikki’s drawings 
Nikki made four drawings (Figures 5.20 and 5.21) with four accompanying 

written commentaries. All four drawings are in landscape format. Every 

drawing includes children, indicated either by a circle or by a more realistic 

drawing of heads. Task B (Pre) is the only drawing which clearly shows a 

teacher, and this teacher is also the only figure which has a body. What is 

striking in Nikki’s drawings is the lack of consistency across the drawings in 

terms of use of colour and drawing style. Every drawing looks different, 

making it a challenge to recognise her as the artist. However, all of Nikki’s 

drawings include written text, so her handwriting is the one recognisable 

feature across all drawings. 
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Figure 5.20: Nikki's Pre-Intervention Tasks 

Pre-Intervention Task A Pre-Intervention Task B 

  

 

When asked about her use of colour, she revealed that it was related 

to the availability of materials. Nikki explained that if coloured pens were 

available, she used them; if not, she simply continued without them. This 

explains the use of colour in Task A (Pre) and the lack of colour in Task B 

(Post): <<No, here [Task A Pre] I was sitting next to a girl who had coloured 

pens and then she left and then I went on with pencil [Task B Pre]>> 

(NI.DRW-INT.1). Post-course, a similar situation occurred. Nikki changed 

her position in the classroom before she began Task B (Post) and suddenly 

found a greater range of coloured pens available to her: <<When 

somebody left, I went to the table in the middle and there I had coloured 

pens>> (NI.DRW-INT.3). She stressed that there was no meaning attached 

to her use of colour: <<There is no other reason why I drew this with a 

pencil and this one with pens>> (NI.DRW-INT.3). 
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Figure 5.21: Nikki's Post-Intervention Tasks 

Post-Intervention Task A Post-Intervention Task B 

  

 

The changes in her drawing style when drawing heads and faces 

show that Nikki did not need to rely on a simple circle (Task A Pre and 

Post), but that she was able to draw detailed people with realistic-looking 

faces and different hairstyles (Task B Pre). The words she included in her 

drawings might be explanatory (‘People like’ in Task B Pre), descriptive 

(‘Dutch flag’ in Task A Post), conceptual (‘growing’ in Task A Pre) or 

motivational (‘fun’ in Task B Post). Nikki explained that when she was given 

Task A (Pre), she immediately determined what a successful English 

lesson meant to her personally and then added her goals as key words: 

<<Yes, I found that you really had to think about, what does an 

English lesson look like for me and what would I like to do? But I 

think there are just certain things, such as that children are playing in 

a playful manner, especially children aged 4 to 6, that they are 

creative, that they can laugh, that they can grow.>> (NI.DRW-INT.1)  

When reflecting on what she wrote on her post-drawing drawings, 

she referred to her own language learning experience and explained that 

she wanted to achieve the opposite:  

<<I really hated English […] when I was younger because the 

teachers only opened a book and started with a lot of words, and we 

had to learn that and then that was the English lesson. So, I think 

you have to make a lesson fun – it’s a language, it’s a skill. So, to 
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learn it, you have to make it fun because otherwise it will be even 

harder to learn.>> (NI.DRW-INT.3) 

 

5.8.2 Nikki’s associations and emotional experiences (Theme 4) with 
learning and teaching English  
Nikki joined the Avans primary education programme with a Havo (GCSE) 

secondary qualification. Her first encounter with learning English had been 

during her primary education. Nikki was very critical and resentful of the 

efforts made by her school. She explained how during her time in Grades 7 

and 8 she had only had a few lessons: the school was looking for a suitable 

teaching package (method), and they did not succeed in finding one during 

her time.  

Although English is a compulsory subject for Grades 7 and 8, she 

had only had a few lessons:  

<<I think I had five English lessons together in Grades 7 and 8 

because they were trying to find a method. Each time when we had 

a lesson it was, okay, this doesn’t work and then they [the school] 

went to look for another method.>> (NI.DRW-INT.1)  

She remembered how her primary English language learning 

experience had been centred on learning a few songs and colours, and she 

considered that she only really began learning English when she entered 

secondary school: 

<<So, I only started with English very late. I really only learned my 

basic English during my first year in secondary school. So, I was 

very much behind.>> (NI.DRW-INT.1)  

This experience had affected Nikki deeply. She resented the 

situation she had been put into by not having been taught as much English 

as other children in her secondary class, and she had struggled to catch 

up: 

 <<I think it is very important that they [children] get English 

[lessons], because I just had very bad English lessons at my primary 

school, and it really bothered me a lot in secondary school. For 
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example, if I had to learn, 600 words or something, I only knew 50, 

while others already knew half. And then I had to learn a lot more but 

couldn’t put them into context.>> (NI.DRW-INT.1) 

During her teaching placement in her first study year, Nikki had 

observed one English lesson in Grade 8 and taught a short song-based 

lesson to children in Grades 1 and 2 (aged 4–6). This lesson was the 

children’s first English lesson, and although she had used visuals to explain 

the animals in the song, it had been a challenge, and she had felt insecure: 

 <<I sang Old MacDonald Had a Farm with the children and using 

pictures I asked them: What animal is this? And well, okay: It’s a 

dog, a dog is a dog. And to get children to say it – the children found 

that very difficult, because they had never had English before. So 

that was also very tough for me. I am also not very good at English, 

so I thought it was, well, a big challenge.>> (NI.DRW-INT.1) 

I observed Nikki teach two picturebook-based EFL lessons, one with 

children aged 4 to 6 (Grades 1 and 2) and one with children aged 10 to 11 

(Grade 7). Each time, she was well-prepared and stayed in control of her 

lesson. Nikki was the only student teacher placed in a well-established 

Early English school, where English was taught from Grade 1 onwards. 

This presented an added challenge for her, especially when teaching the 

older children, who by Grade 7 were confident primary English language 

speakers.  

For her lesson with the younger children, she chose Snow! by 

Gravett (2014). It was December and the first snow had fallen, so she 

began by asking children about the weather and how snow made them feel. 

She completed the read-aloud and then translated a few words into Dutch 

to ensure children had understood the story. Her lesson with the older 

children was based on the book The Hueys in the New Jumper by Jeffers 

(2012). She began her lesson by discussing the cover and predicting the 

story together as a class before letting the children read the book aloud to 

each other in pairs. She monitored the process and completed the reading 

phase with some comprehension questions. Her post-reading phase 

included children playing Find Someone Who, for which she had prepared 
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a 24-question handout with predominantly clothes-related questions (Figure 

5.22). Her second task was a creative task in which children could design 

their own Huey (Figure 5.22).  

 

Figure 5.22: Find Someone Who (left) and Drawing Activity (right) 

     
 

After her second lesson observation, Nikki admitted that she had been 

nervous as the children in Grade 7 had been learning English since Grade 

1 and had a good level of English. She acknowledged her preference lay 

with teaching the younger classes ‘because my English level is not so 

good. So, I think I’m more confident when I do it for the younger child than 

the older one’ (NI.DRW-INT.3).  

 

5.8.3 Nikki’s ELT plans and ELT ambitions 
The created space. Nikki made use of the entire page to visualise 

her teaching space. Every teaching space she created was different. Pre-

intervention, she created a traditional classroom set-up with rows of desks. 

For Task A, children are sitting individually, while for Task B, children are 

sitting together in a circle, with the teacher standing outside the circle 

holding a picturebook. In her post-intervention drawings, she gathers 
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children in a circle around a central desk (Task A); when working with a 

picturebook, they are working in groups of four.  

Nikki wrote that the teaching space must be inspiring (NI.WRT-

COM.1) and should not only focus on the classroom. During her interview, 

she reflected on her pre-intervention drawings and admitted that she had 

not known how to show the link beyond the classroom environment (Task A 

Pre). Often posters are used for this purpose, so she chose to draw a tree, 

which represented nature (NI.DRW-INT.1). She mentioned that her 

classroom set-up in Task B (Pre) was based on a lesson with the younger 

children. She suggested that a teacher could also create an English corner 

in the classroom, which could be used for reading English stories. It might 

even resemble <<an English bus>> (NI.DRW-INT.1). Nikki believed that a 

teacher would only have this kind of creativity and freedom when teaching 

in the lower primary levels as the older children would be bound to the 

coursebook: <<It is more playful than [when teaching] the older child as you 

are often tied to the methode>> (NI.DRW-INT.1). 

Nikki’s teaching spaces included flags (Task A Pre and Task A 

Post). She explained that the United Kingdom flag (the Union Jack) 

represented the subject (English) and signalled that there would be a 

switch from Dutch to English. In her first year at Pabo Avans, she had been 

taught to bring <<an English flag or a hat or a scarf>>(NI.DRW-INT.3) to 

create a routine for opening and closing an English lesson. As soon as the 

teacher showed the flag (through PowerPoint), or put on the hat or scarf, 

the children knew English had started (NI.DRW-INT.3). 

 

The roles of the teacher and children. From the onset, Nikki had a 

clear opinion of her role as an English teacher. In her pre-intervention post-

drawing interview, she explained how in Task A (Pre) the teacher monitors 

and supports but does not actually have a specific role:  

<<Well, here [Task A Pre], the teacher is just going from group to 

group and walking around. I don’t think the teacher should really 

have a role, I’m just in front of the class and I’m just watching a little 

bit. You really have to look at the students, yes, see what they are 
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doing and how they are doing it and see where you can support 

them.>> (NI.DRW-INT.1)  

Nikki explained that when teaching with picturebooks (Task B Pre), 

the role of the teacher includes articulating well and adding gestures to aid 

comprehension:  

<<And I think, with a picturebook, yes, then it is just very important 

that you speak clearly, that you articulate well, that you show your 

facial expressions, because they also get a lot out of that.>> 

(NI.DRW-INT.1)  

She added that when reading aloud to children sitting in a circle 

(Task B Pre), the teacher naturally takes on a central role. The teacher 

needs to ensure that children can see the illustrations in the picturebook. 

However, she believed that this role might shift, especially when teaching 

older primary children. In the higher primary levels, children might be 

working in groups and her role would move to monitoring the children 

(NI.DRW-INT.1). 

Post-intervention, Nikki took a different position when working in this 

similar circular classroom set-up (Task A Post). Whereas in her first 

drawing (Task B Pre) she drew herself outside the circle holding the book, 

she is now ‘just in the circle, part of the circle’ (NI.DRW-INT.3). Both post-

intervention drawings are based on using a picturebook as a teaching tool 

and in her view, the role of the teacher would change during the various 

lesson steps. Nikki emphasised that it is the role of the teacher to let go in 

order to move from giving instructions to supervising, but also collaborating: 

‘You are an instructor but also a supervisor and then also someone where 

they can ask questions and work with them’ (NI.DRW-INT.3).  

During her post-intervention, post-drawing interview she was critical 

of her pre-intervention Task B drawing. She explained that the teacher’s 

role during a picturebook-based PELT lesson goes beyond reading a book 

and having the children listen. The teacher must connect the picturebook to 

the children’s experiences; for this reason, she drew a spider on the table, 

which connected to a national reading event (Task A Post) (NI.DRW-INT.3).  

 



 234 

Atmosphere. Nikki reflected on the emotions of the children when 

listening to the picturebook. Her Task B (Pre) depicts three children’s faces 

with different emotions on the left side. She explained that her focus was on 

the children, the impact the story could have on them and the connections 

they might make (NI.DRW-INT.1). Children would experience different 

emotions, such as surprise or sadness, and might feel ‘angry, sad, happy, 

so they have a lot of feelings by the book’ (NI.DRW-INT.1). Nikki also took 

into consideration the feelings of the teacher when reading aloud; she 

believed that showing emotions would help children understand the story 

even if they did not know the words in English, as they would be able to 

read the teacher’s face (NI.DRW-INT.1).  

During her post-intervention, post-drawing interview, she stressed 

that regardless of the children’s level of proficiency, the teacher should 

have a <<just going for it>> (NI.DRW-INT.3) attitude. This means 

motivating children, paying attention to their needs and ensuring they have 

a <<fun>> lesson (NI.DRW-INT.3). Not all of the children in her post-

intervention drawings have smiling faces, but she explained that she simply 

did not draw all faces (NI.DRW-INT.3). Key for Nikki was to have a class 

with a contented teacher and children: ‘And they are happy. I’m also happy’ 

(NI.DRW-INT.3).  

 

Interactivity. Interactivity is visualised in Nikki’s drawings by children 

sitting together (Task A Pre, Task A Post; Task B Post) and the added word 

‘together’ (Task B Post). When discussing her Task B (Post), she 

elaborated on how a picturebook can support interactivity. According to 

Nikki, children ‘can learn with each other and from each other’ (NI.DRW-

INT.3) when working together in groups or in pairs as ‘they can read aloud 

and with each other but there is also games or they can talk to each other 

about something’ (NI.DRW-INT.3).  

She pointed to the desk (Task B Post) with four circles on the top left 

side. The circles represent the children’s heads, and the dashed lines 

signify that children are not only working together but also looking at each 

other: ‘Who look to each other. I don’t know how I have to explain that. Yes, 

they work together with the eyes to each other’ (NI.DRW-INT.3). 
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Nikki recognised the possible difficulties of children working together 

based on the varying levels of English in the classroom, which she 

experienced in her placement school. She reflected on how mixed abilities 

and wanting to challenge the more advanced children can be a dilemma for 

the teacher: 

<<Sometimes in some groups, you have children who speak a lot of 

English at home. I have two bilingual [children]. Some children feel 

uncomfortable when, for example, they have to work with someone 

who has been brought up bilingually because it is such a high level. 

But you also want to challenge that girl or that boy. […] Sometimes 

it's important to have them together to learn from each other, but 

sometimes it's also important to have the same level or almost the 

same level because then they can learn better.>> (NI.DRW-INT.3)  

 

Approach. When reflecting during her post-intervention, post-

drawing interview, Nikki spoke about how she had made her teaching 

choices based on her personal experiences. In her view, speaking skills are 

crucial. Children need to speak and ‘speak aloud’ (Task B Post) so they 

can feel comfortable when speaking English. She commented on how this 

had not been included in her education:  

I have never done this before primary school or the first half of the 

middle school, the secondary school. So right now, I think it's difficult 

to speak but when you start at the beginning it's a lot easier. 

(NI.DRW-INT.3) 

The way she intended to develop children’s language skills was by 

speaking, reading and playing games. Nikki enjoyed learning through 

games herself, and she expressed this in her drawing by adding the words 

‘playing’ (Task A Pre) and ‘play together’ (Task B Post). She considered 

games useful in supporting speaking and listening skills and in building 

vocabulary:  

Speaking, reading, and learning through games […] And learning by 

games, I like to learn by games, so find someone who, what I did in 

my lesson. The children can learn to speak, listen to each other, 
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answer questions and learn new words or synonyms for words. 

(NI.DRW-INT.3)  

Nikki mentioned how the games must be accessible so all children 

can participate (NI.DRW-INT.3), which shows her sensitivity towards the 

mixed abilities of children in the class. She explained that not knowing the 

starting level of each child added another dimension of difficulty for the 

teacher when teaching English. This is situation is unique to English, as 

with Maths or Dutch, for example, the teacher is aware of a child’s level:  

No, the initial situation is different at every child and in English, I 

think it's difficult […] some children speak very good English and 

some children never understand one word, so it's very difficult. And 

with Mathematics and Dutch, that's simpler than in English. (NI.LSN-

INT.2)  

Nikki believed that English lessons must include collaborative tasks 

so children can learn together and from each other, words she also 

included in one of her drawings (Task B Post) (NI.DRW-INT.1). She took 

pride in her teaching and wanted to avoid the ‘very boring’ (NI.LSN-INT.2) 

lessons she had endured during her secondary school years. 

 

Teaching materials and lesson focus. Nikki included the 

picturebook in three of her four drawings. Her use of the spider (Task B Pre 

and Task A Post) shows that she was linking her lessons and choice of 

picturebook to a national children’s book event in 2017, which had ‘spooky’ 

as a theme. She believed that visualising vocabulary, either with the 

illustrations found in the picturebook or with additional ones, would help 

children to learn language. However, what children see must, in return, be 

linked to their life experiences and environment so they can also ‘feel’ when 

learning a language (NI.WRT-COM.1): 

<<Yes, Children's Book Week is just before the autumn break. So 

well, that's what we talked about, so that's why I thought, what 

should I draw, I'm drawing a spider […] So then they [the children] 

immediately have an image and then it’s easier to remember than 
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just saying something in English and then you wish them Good Luck 

with it. (NI.DRW-INT.1) 

Nikki reflected on her post-intervention drawings and admitted that 

they focused particularly on teaching the older primary children by means 

of a picturebook. Whereas she could imagine to an extent how to use a 

picturebook with younger children, she wanted to confirm that she has 

realised that picturebooks are also suitable for the older primary levels 

(NI.DRW-INT.3). In both drawings, she focused on showing children 

listening to the story, stimulating their imagination and creating something, 

such as a drawing, while having ‘fun working with the picturebook’ 

(NI.DRW-INT.3).  

 

5.8.4 Nikki’s ELT vision and emotional experiences in ELT 
During her interviews, Nikki expanded on the value of the story and the 

illustrations in the picturebook, and on how these can support a child’s 

development. She felt that children would benefit deeply from the variety of 

stories that picturebooks can offer. Nikki considered picturebooks a suitable 

teaching tool and trusted that children would be able to understand the gist 

of the story, even in English, by being able to connect certain words:  

 <<[…] Children simply learn a lot from different types of stories. I 

think that if you tell the story in English, that children can grasp 

common idea very quickly. So often it is in a narrative form, it is 

easier for the children to get the English out of it than if you just say 

a sentence that has no coherence. In a story they can always link 

certain words and then you will eventually know the main idea.>> 

(NI.DRW-INT.1) 

Nikki considered a number of aspects key to successful language 

learning and teaching. Many of her beliefs were added in words to the 

drawings, such as ‘playing, creating, growing’ (Task A Pre), ‘fun, joy, smile’ 

(Task B Post) and ‘play together’ and ‘learn together’ (Task B Post). She 

explained how picturebooks help children grow:  
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The children are growing when they work with picturebooks, a lot 

more than when they’re working from methode [coursebook] and 

doing everything the teacher said (NI.DRW-INT.3).  

She felt equally that a picturebook can support the development of a 

child’s imagination. In return, this will help the child to be creative while 

learning English:  

Yes, imagination. You can creating with a picturebook or you can 

draw something by hearing a English story, for example. Laughing, 

because I think it’s important to have fun with working with 

picturebooks. It’s not a normal lesson, so it has to be fun. (NI.DRW-

INT.3) 

Nikki took pride in her teaching. Her aim was to do it as well as 

possible and to avoid the ‘very boring’ (NI.LSN-INT.2) lessons she had 

endured during her secondary school time. After her first observed lesson, 

she did not consider her overall proficiency (below CEFR B Level) an 

obstacle. However, she was concerned about managing her nerves and 

worried about her lack of vocabulary when teaching the older children: 

I think my vocabulary is good enough for the younger children, but I 

think I can say it on another different way, but I don’t know when I 

am in the classroom for the young children how to say it, that the 

children understand me and I understand what the children will 

[would] like to say. So that’s the difficult thing, I think. (NI.LSN-INT.2) 

Nikki concluded, ‘Also when you don’t be a good English speaker, 

you can learn a lot! You can speak English and just go for it’ (NI.WRT-

COM.3). This comment reflects her determination.  

 

5.8.5 Summary  
Nikki’s ELT plans, ambition and vision were strongly influenced by her 

personal experiences of learning English. She remarked how the way she 

had been taught English at primary school had bothered her and had 

caused her difficulties in secondary education. Her English language 

learning experiences were a driving factor in how she wanted to teach 

English and engage children in her lessons. Her focus was on including 



 239 

interactivity and using visuals in the picturebook to support language 

learning. Despite her personal language weaknesses, she saw it as her 

responsibility to ensure children learned successfully English during their 

time at primary school. She was determined that her own lack of proficiency 

would not stop her from providing more and better for the children in her 

class, in order to ensure that her own experiences were not repeated. 

 

 Notes from the research journal 
At the end of the seven accounts, I would like to share some thoughts from 

my research journal. I will focus on the moments which directly involved the 

focal cases’ participation, as these connect to their accounts but offer a 

different viewpoint. In Chapter 4, I mentioned that I completed the journal to 

remain critical of myself, to ensure prompt awareness of my actions and 

decisions and to stimulate reflection while taking on various roles 

(researcher, materials developer, teacher, mentor, observer) throughout the 

intervention. While reviewing my journal, I noticed that my notes clearly 

reflected my role when writing. However, each role is indicated more by the 

emotions I expressed than by the content of my writing. 

For instance, many entries deal with the organisational side of the 

intervention and its research activities. I wrote about managing logistical 

challenges, such as scheduling the interviews and lesson observations with 

the focal cases, and about managing challenges such as a cancelled 

lesson due to a national teachers’ strike or an unsuitable room allocation. I 

also talked about challenges related to the use of technology for the pre- 

and post-intervention online language proficiency testing (e.g. suitable 

headphones, supportive IT environment to support the test, Pearson 

representatives). Although organisation is one of my strengths, I was 

working within various schedules and systems: the intervention course 

schedule, the university‘s schedule for lessons and rooms, the placement 

schools’ lesson schedule, the focal cases’ schedules, the Avans IT system 

and Pearson testing requirements, to name but a few. These entries 

represent my efforts as a researcher to offer a well-organised intervention, 

which I hoped would ensure student teachers’ participation. As a result, my 

entries remain detached but might portray frustration. My entries stand in 
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contrast to the accounts of focal cases. Although focal cases too had to 

complete organisational tasks, it appears that none of the challenges they 

might have encountered were worth mentioning to me in great detail. 

According to my notes, their organisational challenges centred on 

accessing suitable English picturebooks, finding a suitable time for me to 

observe their lesson and managing personal obligations.  

Some of my journal entries centre on the lesson observations, the 

post-lesson reflective interviews and keywords for the short emails I sent to 

thank and encourage the focal cases. My notes reflect various roles. There 

is a factual awareness of the completed process (researcher) but also a 

clear sensitivity of being part of an experience (teacher, mentor), which for 

some focal cases was not only a professional but also an emotional 

challenge. In my view, my entries support the decision to not evaluate the 

lesson but to simply observe and use this shared experience as a stepping 

stone for the post-lesson reflective interview. Based on my reflection on my 

notes and impressions after the first observations, I added the content for 

Lesson 9. I decided to focus on teaching English to the older primary child 

in Grades 5 to 8 and included a pre-selection of suitable picturebooks for 

this age. I felt that by doing so, I could support the focal cases in a tangible 

way and reduce any possible concerns they had expressed during the 

reflective interviews. The focal cases’ accounts reenforced this decision as 

it becomes clear that their initial view on teaching English with picturebooks 

was very much focused on reading to children aged 4 to 6. For focal cases, 

it was a considerable step in their development to move beyond this age 

group, let alone for PELT purposes.  

Finally, many of my notes show my worries as a mentor and my 

insecurities as a teacher. Like all students, student teachers, including focal 

cases in Class 2A, were dealing with life. There were personal events 

which required my pastoral support as a mentor but also accidents; for 

example, Nikki was left concussed after bumping her head while teaching. 

As a teacher, I hoped that my teaching style and developed materials 

would speak to the student teachers. I was an unfamiliar teacher to the 

class, and so was the subject of PELT and PELT by means of 

picturebooks. I needed to bond and create a safe environment so that I 
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could achieve my course principles (4.6) and model how focal cases could 

teach PELT with picturebooks. My notes also reveal my worry about 

ensuring equal access to learning and thus managing the mixed proficiency 

abilities within the class. CEFR English levels were generally low within the 

intervention class and at times, student teachers were absent. Ultimately, I 

realised that my worries were comparable with those expressed by the 

focal cases in their interviews, such as delivering the children’s first-ever 

English lesson, teaching their first-ever lesson with a picturebook as a 

teaching tool, or dealing with mixed language abilities. Hence, I 

contemplated to what extent the focal cases’ anxieties were, in fact, related 

to teaching primary English and which ones would remain when teaching a 

different but unfamiliar language such as visual literacy. 

 

 Conclusion 
This chapter has presented accounts of the seven focal cases. Each 

account began by affording insights into the focal cases’ English proficiency 

level, previous PELT experience and their associations and emotional 

experiences with teaching and learning English. By doing so, I have aimed 

to offer an introduction to each focal case, which not only offers context but 

also tells the story of each participant’s drawings and captures her teaching 

efforts. I then moved on to discussing the drawings guided by categories 

based on the themes of ELT Plans, Ambitions and Visions. 

What stands out is that despite the various insecurities several of 

them expressed regarding their English proficiency, the focal cases 

remained positive and considered it their role to ensure children were 

learning in a way which was more engaging and stimulating than they had 

experienced. Instead of feeling insecure, the focal cases with lower 

language proficiency levels, such as Maddie and Nikki, simply felt safer 

teaching English in the lower primary grades. The focal cases did not 

express limitations in their ELT Plans, Ambitions and Visions based on their 

personal level of language proficiency.  
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Chapter 6: Discussion 
 

This chapter discusses the findings presented in the previous chapter in 

order to return to the research question which explored the use of 

picturebooks as a teaching tool in pre-service primary English language 

teacher education in the Netherlands. My research centred on exploring the 

contribution that a specifically designed intervention, a 13-week 

picturebook-based course, could make to both student teachers’ ELT skills 

and to their English language proficiency.  

I will begin this chapter with focal cases’ response to the draw-and-write 

technique, as I believe this will initially offer insights into points raised in the 

literature review of this technique in Chapter 4 and will eventually 

strengthen the trustworthiness of the data. I will then continue with a 

discussion of the findings, which is underpinned by a cross-analysis of the 

seven focal cases’ accounts. This cross-analysis underlines similarities and 

differences between the accounts in order to identify possible patterns and 

highlight areas to which this picturebook-based course in initial teacher 

education can contribute.  

 

 Response to the draw-and-write technique 
The literature review of the draw-and-write technique in Chapter 4 

discussed participants’’ attitudes towards this research method. Punch 

(2002) argues that it should not be assumed that the drawing element is 

appreciated by participants. Backett-Milburn and McKie (1999) raise the 

point that participants might only draw what is within their abilities, thus 

omitting ideas which are more difficult to visualise. In order to discover the 

extent to which these aligned with those of the focal cases, I asked all focal 

cases how they felt about the task and the two key elements of drawing 

and writing. I will begin by discussing their views on the task before 

discussing their comments on the research method.  

When asked about the task during the post-drawing interview (pre-

intervention), the focal cases’ responses focused on the actual task 

questions (A and B), which some had found challenging. For example, 

Daisy referred to feeling challenged by the tasks; she liked to have more 
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details in a task because, in her view, she was not very creative. So, to 

begin with, she had only stared at a blank piece of paper. Grace explained 

that the task had made her think, but that she had not found it too difficult or 

too easy. Maddie commented that she had enjoyed the freedom the task 

offered, but at the same time, she had found it challenging. She explained 

that the task was broad, so it had been difficult to decide what to draw. Her 

comments aligned with those made by Jenny, who pointed out that this task 

had been very different from what she was used to. Jenny admitted that 

she had found it difficult to be asked to simply draw something. Likewise, 

Nikki commented that the task had contained questions that she really had 

to think about. Molly claimed that she had enjoyed the task itself as it had 

inspired her to think.  

With regard to the research method, interestingly, none of the focal 

cases explicitly expressed a liking for drawing. Their responses confirm 

Punch’s (2002) claim that drawing is not necessarily perceived as an 

enjoyable task by participants. In contrast, Frieda and Molly clearly stated 

that they had not enjoyed the drawing element of the task. Frieda 

considered herself to be good at writing and thus preferred the writing 

element. She admitted that she had not liked the drawing part and had 

found it difficult to express enjoyment and active participation in drawing. 

However, Frieda’s drawings were rich in detail and depicted entire 

classroom scenes. Molly, too, voiced a very clear dislike for drawing and 

admitted that frankly she <<hated>> drawing and had found the drawing 

aspect <<miserable>> (MO.DRW.1). Molly explained how she had found it 

difficult to show that the teacher was moving around the classroom and 

would have preferred to share her thoughts only in writing.  

Although the other focal cases did not voice their dislike for drawing 

as clearly as Molly, there were some comments which certainly implied a 

preference for expressing their ideas in words. Grace admitted that what 

she really wanted to say, she put into words and drew signs such as 

YouTube symbols to get her message across in drawing. Maddie explained 

that she wanted to draw a circle with children but did not know how to do it, 

so she added it in writing. Nikki explained that she always found it difficult 

to articulate her ideas in drawing and claimed that she did not have a talent 
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for drawing. It had taken her some time to get her ideas onto paper, and 

she had found it difficult to draw the classroom as it actually appeared. She 

had used a tree to express the environment outside the classroom, which 

usually would be found on posters. Like Nikki, other focal cases also 

considered themselves to lack talent in drawing.  

Jenny, like Daisy and Frieda, admitted that she generally preferred 

writing to drawing. Bonoti and Metallidou (2010) explain that with age, 

children become more demanding and then feel that their drawings are not 

realistic enough, which consequently might lead to children and 

adolescents to lack confidence in their drawing abilities. Considering the 

changes in drawing styles across focal cases exhibited and their preference 

for expressing ideas in words, it is ultimately unclear whether the expressed 

difficulty in drawing actually refers to drawing ability, or whether it suggests 

a lack in confidence due to heightened perceptions. The focal cases might 

have felt simply felt dissatisfied with their drawings and the level of realism, 

and therefore expressed a dislike for drawing or considered themselves 

less skilled.  

Despite not always knowing how to draw all their ideas, the focal 

cases explained that they had attempted to visualise them by using signs or 

text. The focal cases included speech bubbles and thinking bubbles to 

visualise actions such as speaking, thinking, working together and sharing 

ideas. All focal cases added text to one or more of their drawings to 

indicate ideas, meaning and items, which again highlights the importance of 

being able to express ideas in words. The in-drawing text might consist of 

single words (Grace, Daisy, Jenny, Nikki, Frieda, Molly); instructions (Molly, 

Frieda); descriptions (Frieda, Nikki, Maddie); or questions (Frieda, Molly). 

They used facial expressions (Nikki, Daisy, Grace); music notes (Molly, 

Maddie); smileys (Jenny); and party bunting (Nikki, Maddie) to illustrate 

emotions thus demonstrating expressive drawing skills (Picard and 

Gauthier, 2012) to express emotions. The words can be grouped into words 

which express emotions such as joy, smile and fun (Nikki Task B Post) or 

are linked to education such as goal (Jenny Task A Post), schoolboard 

(Frieda, Task A Post), digi-board (Molly Task B Post) and teamwork (Daisy, 

Task B Post). Many words also represent vocabulary such as table and 
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football (Daisy, Task A Pre) or green and pink (Grace, Task B Pre), and 

strawberry (Jenny, Task A Pre).  

Whereas focal cases certainly drew what lay within their abilities 

(Backett-Milburn and McKie, 1999), their comments show that a possible 

lack of drawing ability did not hinder their attempts to express ideas that 

went beyond these abilities. This means that the draw-and-write technique 

has, regardless of each focal case’s drawing skills or perception thereof, 

encouraged them to express emotions in drawing. Their views on the use 

of written text stresses the importance of the written element in the draw-

and-write technique. However, their replies question the idea that the draw-

and-write technique might be a suitable research tool for primary teachers 

simply because drawing plays a significant role in primary education. As 

discussed in 4.6.2, their views confirm that adults, in this case, primary 

teachers might not always feel positive towards drawing (Punch, 2004). It 

appears that engaging children for developmental and educational 

purposes or relaxation and enjoyment in drawing activities (Rose et al., 

2006) cannot be equated to primary teachers personally liking to draw. 

According to Rose et al. (2006), very few studies have investigated the 

attitude of primary teachers to drawing. However, the following might offer 

an explanation. Rose et al. (2006) make the point that whereas primary 

teachers are supportive of drawing or art in general, their focus lies on core 

subjects, such as literacy (Anning, 2002; Bresler, 1992). According to 

Anning (2002), who observed seven children in the UK drawing at school 

and at home for a period of three years, primary teachers consider drawing 

more a time-filling activity or an activity which has to fulfil a set drawing skill 

or technique, leaving the child little creative freedom. Drawing on findings 

from two US-based studies which involved interviewing 15 elementary 

classes up to four times each and interviewing 39 primary teachers, Besler 

(1992) claims that teachers were unable to develop drawing skills and 

promote a culture of learning to draw as they lacked practice. Bresler 

(1992) comments that teachers’ reluctance towards negative feedback can 

result in them giving inane feedback such as ‘how pretty’ (1992, p. 405), 

which might offer encouragement but does not develop drawing skills. 

Anning (2002) explains that the effect of teachers not knowing how to 
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respond to, for example, spontaneous drawings meant that children began 

to lose both interest in drawing and later confidence in their skills (Anning, 

2002). These points highlight the complexity of primary teachers drawing 

and teaching drawing skills.  

The next point I would like to discuss is the dilemma of 

misinterpreting a participant’s drawing based on the researcher evaluating 

a participant’s drawing skills. In the review of the draw-and-write literature, I 

mentioned Bonoti and Matallidou (2010), who discuss the difficulties of 

special arrangement of objects within a drawn scene and the necessary 

awareness of ‘perspective, proportion and distance’ (2010, p. 334). I would 

like to illustrate this case by looking at the way the focal cases drew a desk. 

All focal cases included a desk in at least one of their drawings. What 

stands out is that only Daisy’s desk in Task A (Pre) includes legs and 

perspective. All of the other focal cases drew a desk as a square or 

rectangular shape without legs. Whereas this decision might reflect a focal 

case’s less-developed drawing skills, it might also be linked to the two ways 

of drawing a cube defined by Nicholls and Kennedy (1992), one of which is 

a simple square. Nicholls and Kennedy (1992) explain how vantage-point 

geometry influences this perspective. This point is of interest as some focal 

cases did not include the teacher or the children in some of their drawings, 

and the way of drawing the desk might offer an indication of their position 

and thus their role during the lesson. I will return to this point later in this 

discussion.  

My next point refers to the focal cases’ use of colour and possible 

meaning which they attached to their choices. In Chapter 4, I mentioned 

Kalaja et al. (2008) and the fact that in their study, participants chose to 

draw only with black and blue pens despite the availability of coloured 

ones. In the same chapter, I also discussed the symbolic use of colours to 

express emotions (Picard and Lebaz, 2010). The short descriptions of focal 

cases’ drawings, which are part of their accounts, offer some insights into 

individual choices regarding the use or non-use of colour. Interestingly, all 

focal cases used one or more colours in addition to a black or blue pen or 

pencil in at least one of their drawings. Daisy used the least amount of 

colour; her drawings are predominately black and white. She explained 
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that, in her view, the use of colour did not add to the message of her 

drawing, which would be the same if she had used colour. In contrast, 

Nikki’s drawings are very colourful, but she too, did not attach meaning to 

colour. She explained that her use of colour was influenced by being able 

to easily reach a pool of coloured pens. Maddie drew both her pre-

intervention drawings in pencil and both her post-intervention ones with 

coloured pens. Like Nikki and Daisy, she did not attach a meaning or 

importance to her choices. Grace, too, did not attach a meaning to colour 

but chose to draw items related to language teaching and learning in 

colour, such as the green t-shirt (Task A Pre). Frieda made a noteworthy 

comment. She mentioned that, in her view, colour served merely to make 

the drawing more appealing for the viewer. This view was most likely driven 

by her own preference as she admitted that she did not like black and 

white. Frieda’s comment aligns with Crawford et al. (2012) (see Chapter 4), 

who claim that in their choices of colour, participants are biased towards 

their favourite colours and thus recommend caution when attaching 

meaning to colour choices.  

At times, the focal cases made colour choices based on realism, 

which they might have considered to be the goal of a drawing (Rose et al., 

2006). The focal cases included, for example, a red strawberry (Jenny), a 

red-and-blue Union Jack (Nikki), a red YouTube icon (Grace), a yellow sun 

(Frieda) and blue water (Frieda). There are also a few examples (Jenny, 

Molly, Frieda) of expressing a choice of colour to illustrate emotions (Picard 

and Lebaz, 2010). Jenny, for example, used several colours but only 

attached a meaning to one: yellow. She used it for some of the smileys as, 

in her view, yellow is a happy colour. Molly added colour to illustrate joy. 

Frieda used colour to express fun. What stands out is that in those 

drawings, the focal cases depicted smiling teachers and children. I 

wondered if they would have considered the same colours to have the 

same effect if the children and teacher were looking sad. I returned to the 

drawings which were predominately in pencil (Maddie) or in black pen 

(Daisy) and questioned whether the lack of colour could be associated with 

negative emotions. However, in both drawings, the drawn figures are 

smiling. Maddie’s party atmosphere is visible despite her use of only pencil. 
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These drawings support the claim that it is the content rather than the 

colour which contributes to associating emotions with colour (Picard and 

Lebaz, 2010). Moreover, they also clarify the inconsequential role colour 

plays within the draw-and-write technique and more importantly within in 

the data analysis of this PhD.  

Finally, Mitchell et al. (2011) suggest looking not only at what has 

been drawn but also at what has not been drawn. As Brooks (2009) 

explains, this approach can offer insight into possible knowledge gaps or 

misapprehensions. I mentioned that part of my analysis was, indeed, 

establishing what might not be there. The most remarkable find was that a 

number of drawings did not depict the teacher, the children or either (Table 

6.1). For example, none of Daisy’s drawings and only one of Maddie’s 

drawing depicted a teacher. All of Frieda’s and Jenny’s drawings included a 

visible teacher and children. Daisy, Grace and Maddie each complete one 

drawing which included neither the teacher nor the children.  

When asked in the post-drawing interviews (pre-and post-

intervention) focal cases commented that, although not depicted, teachers 

and children were present and gave a clear description of their position in 

their created teaching space. Their drawings and their comments made me 

wonder whether a lack of teaching ideas, vantage-point geometry (see 6.1) 

and the role of the teacher might have influenced their choices to omit the 

teacher. For example, Maddie’s pre-intervention drawing Task B depicts 

only a teacher holding a book. She admitted she had few ideas about what 

a picturebook-based PELT lesson entailed.  

The accounts of the focal cases reveal that all seven had gained 

very little PELT teaching experience prior to the intervention course which 

brings me to the aspect of vantage-point geometry and the role of the 

teacher in the PELT classroom. Daisy, for example, never included the 

teacher in her drawings. It is possible that she saw herself from a 

monitoring position, as stepping back was a key way to encourage learner 

autonomy. There could also have been a lack of clarity regarding the 

contribution of the teacher in the PELT lesson; this is seen in the case of 

Nikki, who offered the viewer a bird’s eye view with some explanatory 

sentences (Task A Pre). The question arises, if post-intervention the 
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absence of the teacher in drawing is linked to greater ideas about the 

position and role of the teacher. Whatever the reasons, looking for an 

absence in a drawing offers new paths to explore.  

 

Table 6.1: Depicted teachers and children 
  Daisy Grace Molly Frieda Jenny Maddie Nikki 

A  
Pre 

Teacher  • • • •   

Child  • • • • • • 

B  
Pre 

Teacher   • • • • • 

Child •  • • •  • 

A 
Post 

Teacher  • • • •  • 

Child • •  • • • • 

B 
Post 

Teacher   • • •   

Child • •  • •  • 

 

In sum, the draw-and-write technique enabled the focal cases to 

produce drawings which offered a point of discussion for the post-drawing 

interviews. They stimulated reflection, allowed focal cases to visualise past 

experiences, enabled them to discover influences on their views on PELT, 

and demonstrated how they had changed after the intervention. 

Considering the very few PELT experiences these focal participants had at 

the start of the intervention, I believe these drawings contributed to the 

richness of their individual accounts to a degree which might not have been 

achievable in an interview alone. Therefore, despite a possible dislike for 

drawing, this research method can support research into student teachers’ 

feelings, attitudes and values (Weber and Mitchell, 1996) as the drawing 

element can stimulate forgotten memories (Weber and Mitchell, 1996) and 

support reflection on their own beliefs (Borg et al., 2014). 

 

 Discussion of findings 
I now turn to the discussion of the findings, which is underpinned by a 

cross-analysis of the focal cases’ accounts (Chapter 5) to highlight 

similarities and differences. This discussion illustrates developments which 
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took place and thus exemplifies the contribution this 13-week picturebook-

based course made. 

 

6.2.1 English proficiency 
The purpose of the online proficiency testing was merely to obtain a 

language skills overview of class 2A and the focal cases, and not to 

measure any proficiency developments. The CEFR results offered both an 

overview of their proficiency and also insights into claims made in the 

literature (Chapter 2) regarding, for example, the mixed English language 

abilities of student teachers in the Netherlands and the relation between 

confidence, language proficiency and PELT.  

Based on the pre-intervention Pearson Progress online proficiency 

test, two focal cases were at CEFR level B2, one focal case was at B1+ 

and four were below CEFR B1. The post-intervention test results show that 

CEFR levels remained the same, except for three of the four focal cases 

who initially scored below a CEFR B level and who later reached B1+. To 

put the results into perspective (Table 6.2), I looked at the results from the 

whole of class 2A. Table 6.2 compares their online test results in CEFR 

bands. Initially, 21 student teachers in Class 2A sat the online test (column 

1). During the intervention course, five student teachers left the course or 

deferred. In addition, in the final post-intervention online test, one student 

was absent, which means 15 student teachers took the pre-and post-

intervention proficiency test (columns 2 and 3). 

 

Table 6.2: Overview of CEFR Results  

 Column 1 Column 2 Column 3 Column 4 Column 5 
 Class 2A 

(n=21) 
n=attended 
Pre-
Intervention 
Online Test  

Class 2A (n=15) 
n=attended  
Pre- and Post-
Intervention Online 
Test 
 

Focal cases (n=7) 

 Pre-
Intervention 
Results 

Pre-
Intervention 
Results 

Post-
Intervention 
Results 

Pre-
Intervention 
Results 

Post-
Intervention 
Results 
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<B1 
(=A-
Level) 

11 (52%) 7 (46%) 3 (20%) 4 (57%) 1 (14%) 

B1 1 (5%) 1 (7%) -   
B1+ 5 (24%) 3 (20%) 8 (53%) 1 (14%) 4 (57%) 
B2 4 (19%) 4 (27%) 4 (27%) 2 (29%) 2 (29%) 

What stands out is the shift upwards from below CEFR B1 to above 

that level. While the origin of this development lies beyond the scope of the 

PhD, there are a few examples which illustrate both the impact and the 

complexity of the relationship between language proficiency, PELT and 

confidence. Nikki, Frieda, Jenny and Maddie were less confident English 

speakers, whose CEFR levels were below B1. It emerges that all four were 

determined and creative. By the end of the intervention, Nikki and Frieda 

had chosen to speak English more frequently in their interviews. Jenny and 

Maddie remained in Dutch throughout all interviews, but they did not shy 

away from speaking English in the classroom. They both managed their 

insecurities, and both managed to take a step back during the lesson. 

Molly, who had a slightly higher CEFR level (B1+), completed most of her 

interviews in English. She was also a confident speaker in the classroom 

and accomplished her lesson with the older primary learners. Maddie, 

Jenny and Nikki admitted feeling more comfortable in the lower levels. 

Molly, on the other hand, preferred the higher levels. These five student 

teachers did not meet the required level of CEFR B2, but their ELT plans, 

ambition and vision reflect that their CEFR level is not an obstacle to 

teaching a structured, interactive and engaging lesson. Jenny expressed 

how the observed lessons had given her confidence, and Frieda 

appreciated the learning opportunity as she added in writing her post-

intervention commentary (see Figure 4.2).  

One more point is noteworthy. With time, Nikki and Frieda began to 

complete large parts of their interviews in English which also reflects a 

degree not only of confidence but also of trust. The issue of confidence is 

closely connected to language proficiency according to Enever (2014) and 

Lundberg (2006). Interestingly, two comments by focal cases illustrate that 

this relationship of language proficiency, PELT and confidence remains 

complex regardless of the CEFR level. Daisy stands out as she remained 

calmly in English inside and outside the classroom. She had the desired 
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CEFR B2 level but worried about classroom management and engaging 

young learners. Grace was a fluent English speaker with an overall CEFR 

level of B2. She too possessed the expected level for PELT; however, she 

admitted that in her lesson, she spoke less English than she wanted to out 

of fear of losing control. (I discuss the aspect of own-language use in 6.4) 

 

6.2.2 Previous PELT experience 
Like all student teachers at Pabo Avans, the focal cases alternated from 

their first study year onwards between Pabo Avans and their placement 

school. Depending on their placement school, class mentor and the class’s 

English lesson schedule, student teachers would have obtained varying 

amounts of experience in observing and teaching a PELT lesson. Table 6.3 

collates the information provided by focal cases regarding their previous 

PELT experience at the start of the intervention. Daisy was the only focal 

case who had had no experience in observing or teaching a primary 

English language lesson; all the others had taught at least one lesson, and 

two focal cases (Molly and Jenny) had been working with coursebooks. The 

fact that the focal cases had had so few opportunities to observe PELT 

lessons, despite it being a compulsory subject in Grades 7 and 8, is a 

cause for concern. Exposure to observing PELT lessons benefits student 

teachers in various ways as pointed out by Mattheoudakis et al. (2007) in 

Chapter 3. Observations broaden their horizons and allow them to move 

beyond the construction of a PELT teaching approach based solely on their 

past experiences as language learners. This is an important point as the 

focal cases' accounts in Chapter 5 emphasise that their previous 

experiences as English language learners in both primary and secondary 

education were mostly negative. As Johnson (1994) points out (see 2.2.5), 

observations will offer student teachers the opportunity to develop beyond 

their apprenticeship of observation (Lortie, 1975). 

 

Table 6.3: Focal Cases’ PELT Experience 

Focal 
case 

Previous PELT experience before 
the start of the intervention 

Observed Taught  

Daisy None - - 
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Grace Taught one short lesson to children 
aged 7–8 on how to introduce yourself 

- Yes 

Molly Observed and has taught children 
aged 10–12 using a song-based 
coursebook 

Yes Yes 

Frieda Taught one lesson on body parts to 
children aged 4–6 

- Yes 

Jenny  Observed and taught on lesson in 
Grade 8 to children aged 10–12. Her 
lesson was based on the coursebook 
and focused on making plans and 
saying the date  

Yes Yes 

Maddie Taught a lesson to children aged 4–6 
based on the children’s song If You’re 
Happy and You Know It…  

- Yes 

Nikki Observed a lesson in Grade 8 (children 
aged 10–12) and taught a lesson to 
children aged 4–6 based on the 
children’s song Old MacDonald Had a 
Farm 

Yes Yes 

 

 Associations and emotional experiences (Theme 4) with learning 
and teaching English  

The associations that focal cases made with their past English language 

learning experiences were often negative. Focal cases referred to feelings 

of boredom (Maddie, Nikki), hatred (Maddie) and insecurity (Molly). They 

also referred to traditional, teacher-led classes (Grace) lacking in creativity 

(Daisy), communicative tasks and visual materials to support and facilitate 

language learning (Nikki).  

Although the focal cases had obtained general (not necessarily 

PELT) teaching experience during their placements in their first study year, 

all of them referred to being nervous when teaching their observed 

picturebook-based PELT lessons. A number of factors contributed to this 

nervousness. To begin with, it was the first time the focal cases would be 

using a picturebook for PELT purposes in the lower and higher primary 

levels. Although picturebooks are listed as a recommended English 

teaching resource for PELT (see Chapter 2), picturebooks were an 

unfamiliar teaching tool for both children and focal cases. The focal cases 

associated picturebooks especially with younger children for storytelling in 
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Dutch, or for Dutch language development. Generally, they were unsure 

how children, especially in the higher levels, would respond to learning 

English by means of a picturebook (fun versus childish). For most children 

aged 4 to 6, these observed lessons were their first exposure to learning 

English, and thus not only the focal cases but also the class teacher were 

unsure of the pre-existing knowledge of English of the children in the class. 

The focal cases had a fear of not being understood when speaking English 

and losing control or the interest of the children. They also worried about 

their own proficiency weaknesses, such as a lack of vocabulary or their 

ability to give clear instructions. 

The focal cases managed their anxieties by preparing for their 

lessons in ways which went beyond selecting the picturebooks, preparing 

activities and writing a lesson plan. They practised reading aloud at home 

with their mother (Nikki), teaching an additional lesson to familiarise 

children with the picturebook (Jenny) or anticipating possible questions and 

preparing answers (Maddie). Regardless of these anxieties, the seven focal 

cases persisted and taught two observed picturebook-based EFL lessons 

and did not make use of the opt-out possibility (see Chapter 4). The 

reflections of those focal cases with weaker language skills (Nikki, Maddie 

and Jenny) show that despite having been successful in the higher primary 

levels, their preference lay with teaching younger children.  

 

 ELT plans and ELT ambitions 
The created space. The space that the focal cases created in their 

drawings was at times very clear as it resembled a classroom with items 

commonly found in classroom, such as desks, chairs and a board. 

However, at times, the teaching space was ambiguous. The focal cases 

depicted a theatre (Daisy), a tree (Maddie, Nikki) and a beach (Frieda), 

which indicated an outdoor space, or bunting, which pointed towards a 

party (Maddie, Molly). However, all of them created teaching spaces which 

were, in fact, classrooms according to their post-drawing interviews. Only 

Maddie (post-intervention) indicated that she might consider teaching a 

lesson outdoors. 
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In their drawings, the focal cases created an imaginative and a 

physical classroom. The imaginative space refers to children’s imagination 

and their thoughts, which they explore and share. In the view of the focal 

cases, these thoughts can be triggered not only by connecting a PELT 

lesson to children’s interests and experiences but also by captivating 

children’s imagination with the story in a picturebook. Frieda, in particular, 

described how her aim was to immerse the child to such an extent in the 

story that they are part of it. This picks up on hearing and joining stories 

and entering ‘secondary worlds’ (Auden, 1968) as discussed in Chapter 3.  

During the picturebook-based course, seating arrangements were 

only discussed in Session 9, which focused on teaching the older child. The 

classrooms for my sessions varied, but tables would always be arranged in 

groups, usually in a star shape or in a horseshoe, both of which are suitable 

set-ups for the ELT classroom (Scrivener, 1994). The focal cases 

expressed their thoughts about the seating arrangement in their classes 

(Table 6.4) both in their drawings and during their interviews. When desks 

were included in the drawing, the seating arrangements ranged from 

traditional rows to groups of desks. 

The greatest changes refer to the seating arrangement for Task B, 

which shifted from children sitting around the teacher (pre-intervention) to 

children sitting at their desks (post-intervention). As a matter of fact, in her 

post-intervention drawing (Task B), Grace differentiated to show that in a 

picturebook-based PELT lesson, older children could sit at their desks and 

younger children might sit with the teacher in a circle. Pre-intervention, the 

seating of younger children on the floor or on chairs huddled around the 

teacher in a circle was the focal cases’ preferred choice. There are six 

drawings which show children sitting in a circle. This choice might have 

been due to focal cases teaching younger children aged 4 to 6 for their first 

observation, and they were familiar working with picturebooks for this age 

group. Their classroom set-up was thus most likely the set-up they had 

observed in their classes for reading Dutch picturebooks.  

The change that occured post-intervention was most likely 

connected to their second observed lesson, which took place with the older 

children. It reflects an understanding that the picturebook is a suitable 



 256 

teaching tool for older primary learners, and that the choice of book and the 

chosen seating arrangement can mitigate their concerns of children 

considering it a childish event. Indirectly it also shows a sign of confidence 

as focal cases were taking control of their PELT classrooms and making 

conscious decisions to choose a classrooms set-up they considered 

conducive to their class and their PELT lesson. Molly and Grace (Chapter 

5) expressed this confidence by saying how they had decided to keep the 

classroom in rows for their observed class with older children. They felt it 

would be less chaotic if children remained in the familiar set-up of rows. 

Children could work together in pairs and turn around to work in groups of 

four.  

For experienced PELT teachers these seating decisions might seem 

less notable. However, in the case of these rather unexperienced focal 

cases, I wonder to what extent these decisions, which move away from 

their cultural and educational experiences, reflect a growth in 

empowerment and learner autonomy.  

 

Table 6.4: Seating Arrangements  

 Task B Pre-intervention Task B Post-intervention 
 Circle or 

semi-circle 
Other Circle or 

semi-circle 
Other 

Daisy •   Theatre stage  
Grace •  • (for 

younger 
children) 

Desks in groups 
for older children 

Molly • Sitting or 
standing 
around the 
teacher  

 Desks in pairs 
and in rows 

Frieda •   Desks in groups 
but for read-aloud 
children distance 
from the group 
seating to a more 
singular position  

Jenny •   Desks in groups 
Maddie •   Desks in pairs 

and in rows  
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Nikki •   Desks in groups 
 

The roles of the teacher and children. By the end of the 

intervention, all focal cases had moved away from the teacher maintaining 

a leading role throughout the lesson. Post-intervention, the teacher’s roles 

and functions were multiple ones and consisted of giving instructions, 

organising, guiding and supervising children throughout the various lesson 

stages. The focal cases believed their role included actively taking a step 

back to ensure children participated and become autonomous learners. 

They also considered their role as one which would ensure a safe and 

joyous learning environment, which would result in a positive first language 

learning experience. The focal cases believed this could be achieved by 

taking mixed abilities into account and creating engaging lessons which are 

collaborative, communicative and visual, and which connect to the child’s 

experiences. Focal cases took on roles and functions which are described 

by Ur (2012) as instructor, activator and model of English, supporter and 

classroom manager.  

All focal cases recognised the contribution their preparation and 

structure could make to PELT and English language learning. They 

recognised their responsibility for actively teaching language skills as 

opposed to children merely picking up the language. One focal case, Molly, 

felt that teaching young learners could also be simply about familiarisation 

with a foreign language and did not necessarily need a language learning 

goal.  

The post-intervention drawings and written commentaries reflected 

the focal cases’ realisation that as teachers they could contribute to the 

success of their PELT lessons. This might seem obvious, but Frieda, for 

example, believed initially that her contribution to language learning was 

based on facilitating rather than on teaching. The focal cases started 

referring to different steps in their lessons and giving children choices in 

ways to meet their learning needs, to keep them safe, to motivate them and 

to create a positive feeling in the classroom. The inclusion of the 

picturebook as a teaching tool also in Task A (Post) reflects a focus on 

skills other than speaking by repeating and listening such as spontaneous 
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speaking, reading and writing. The shift towards a greater focus on 

speaking skills, especially spontaneous speaking skills, is a development 

the Dutch Ministry of Education, Culture and Science (2019) (see 2.3.6) is 

seeking. The focus on reading and writing skills is supported in studies by 

for example Edelenbos et al (2006) and Kolb (2014) as discussed in 3.3.5.  

One more word on focal cases’ views on repeating after the teacher. 

Their comments reflect that repetition can go beyond repeating words after 

the teacher. The picturebook offers an opportunity to repeat words within 

the context of a story (Ellis, 2014) which focal cases like Grace considered 

more useful. Generally, these developments show an awareness of the 

versatility that the picturebook can offer to stimulate cognitive skills (Ghosn, 

2002; Ellis and Brewster, 2014) and intercultural skills (Serafini, 2005; 

Sheu, 2008) and can offer the meaningful context the focal cases were 

striving for (Klippel 2006). Pre-intervention, there were already examples of 

this, such as the use of the wordless picturebook to explore urban 

environments (Daisy) or the choice of a specific book to engage children 

from different nationalities in the classroom (Maddie). 

 

Atmosphere. The kind of atmosphere the focal cases wanted to 

create in their classrooms was frequently driven by their personal language 

learning experiences in primary or secondary school and the teaching 

experience gathered in their first study year. The focal cases shared many 

of the negative experiences which they had experienced and which they 

believed had marked them. Daisy referred to her lessons as being driven 

by achievement and lacking creativity and fun. Grace’s comments 

expressed her resentment, as her infrequent lessons at primary school 

resulted in her having to learn English herself via YouTube. Likewise, Nikki 

mentioned how her infrequent lessons as a learner had led to her struggling 

to catch up with English at secondary level. Molly reflected on the stress 

she had felt when called up by the teacher to speak in front of the class, 

and Maddie referred to a feeling of boredom. Consequently, the focal cases 

emphasised key terms such as ‘safe’, ‘relaxed’ and ‘happy’. They were 

determined to offer PELT lessons which were creative, meaningful and 

engaging by connecting to the children’s interests and experiences. They 
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commented that they would ensure children sat together so they felt safe 

and would use both English and Dutch in the classroom. This decision 

aligns with the views of Hall and Cook (2012) about the relevance of own-

language use to offer a feeling of security and the reality of the PELT 

classroom being a non-monolingual teaching environment (Hall and Cook, 

2013). 

I would like to briefly return to the point of children sitting in a circle 

around the teacher, which is the set-up student teachers had both 

experienced and observed when working with Dutch picturebooks, and 

connect it to the choice of languages in focal cases’ PELT lessons. As 

Wolthuis et al. (2019) mention, the teaching of foreign literature included 

own-language in the Netherlands, so these choices might be driven by 

cultural backgrounds and educational traditions as discussed in Chapter 4.  

 

Interactivity. All focal cases had a strong focus on including 

interactivity to ensure that their lessons were not boring and not solely 

based on listening, like the lessons some of them had experienced in 

primary or secondary education. They visualised interactivity in their 

drawings by showing children asking questions (Jenny), children sitting and 

working together, squiggly speech, speech bubbles and thought bubbles 

(see Table 6.5). In their final post-intervention drawings, written 

commentaries and interviews, the focal cases offered precise ideas for how 

interactivity could be achieved other than by simply sitting together. They 

mentioned children working together on tasks which support speaking to 

each other, learning from each other and sharing ideas.  

 

Table 6.5: Visualisation of speech and/or thoughts 

 Submitted 
drawings 

Number of 
drawings with 
speech 
bubbles  

Number of 
drawings with 
thinking 
bubbles 

Number of 
drawings with 
squiggly 
speech 

Daisy 4   2 

Grace 4 2   

Molly 4 2   
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Frieda 4  3  

Jenny 3    

Maddie 4 2 1  

Nikki 4  1  

 
Approach. Generally, the focal cases selected a CLT approach (see 

3.3.4), ensuring children were learning English together by working on 

topics that connected to their lives and interests, and that aligned with their 

learning needs. Pre-intervention, the depicted lessons were frequently 

centred on teaching vocabulary. How children would learn vocabulary was 

not always clearly described. However, repetition, self-discovery and 

visualisation of vocabulary were three techniques suggested by focal 

cases. Post-intervention, the depicted lessons leaned on the story-based 

methodology, which means they included pre-, during and post-stages.  

With regard to the classroom language, focal cases visualised the 

use of both languages by adding the Dutch and the English flag (Nikki, 

Maddie) in order to ensure that children felt reassured. This use of own- 

and target language supports once more the idea that the non-monolingual 

classroom, which includes both target and foreign language is a reality (Hall 

and Cook, 2012; 2013). It also expresses their desire to include own-

language in the classroom thus recognising its importance in the PELT 

classroom (Hall and Cook, 2013). Interestingly, speaking less English 

during the lesson was not necessarily linked to a lack of proficiency of the 

teacher. Focal cases were concerned that children might not understand 

them and thus feel confused and bored, which might lead to classroom 

management issues (Grace, Frieda). As previously discussed in Chapter 4, 

Hall and Cook (2013) point out that opting for own-language to maintain 

discipline, offer explanation or instructions is common practice. However, it 

appears that this practice is something especially Grace needed to 

familiarise herself with and a practice which perhaps needs to be more 

explicitly discussed in PELT teacher education. As a confident speaker of 

English and based on her past experienced of English language learning, 

Grace believed in speaking as much English as possible in the classroom 

(GR.DRW-INT.1). 
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Teaching materials and lesson focus. The focal cases’ accounts 

showed that they had little PELT experience. Their experience centred on 

short lessons based on songs or guided by a coursebook. Jenny and Molly 

had taught a lesson using a coursebook, and whereas Molly had found it 

useless, Jenny had enjoyed the security the coursebook offered her. A few 

other comments revealed the focal cases’ attitudes towards coursebooks. 

Nikki and Daisy, for example, considered them to be boring; this was based 

either on their own experiences as learners, or on their observations of 

children in class during coursebook-based English lessons. McGarth (2006) 

confirms these negative feelings towards English language coursebooks in 

his study on teachers’ and learners’ views on coursebooks. Likewise, Ur’s 

(2012) chapter on adapting coursebook materials, which focal cases 

discussed in class, sums up teachers’ coursebook complaints. These range 

from being culturally inappropriate (image and text), to being too short, too 

easy, too long, too difficult, and too boring. Ur (2012) stresses that 

coursebook writers do not write a coursebook with a specific class and their 

needs in mind, and she encourages teachers to make choices and adapt 

materials as necessary (Ur, 2012). 

With regard to the picturebook as a teaching tool, an interesting 

development took place in the way the focal cases viewed its suitability as 

a PELT teaching tool for all primary ages. In the Netherlands, picturebooks 

are very popular in the lower primary ages with children aged 4 to 6 and to 

a lesser extent with children aged 7 to 9. Although picturebooks are a 

recommended English teaching resource in the Dutch learning trajectories 

for primary English education for children aged 4 to 9, as discussed in 

Chapter 2, the focal cases had not observed any picturebook-based PELT 

lessons. This meant that their perception of picturebooks and their 

suitability as a teaching tool were based on their experiences with Dutch 

picturebooks. The findings highlight that pre-intervention (Task B), five of 

the focal cases created a teaching space which saw children huddled 

around the teacher. Jenny commented that pre-intervention, she had drawn 

the children in a circle as she assumed the use of a picturebook in Task B 

implied the lesson was for children aged 4 to 6. Nikki explained how her 

Task B (Pre) drawing was linked to a national children’s book event. In this 
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event, picturebook suggestions are made predominately for Grades 1 and 

2, children aged 4 to 6.  

Their experiences and associations with picturebooks and children in 

Grades 1 and 2 meant that the idea of using picturebooks with older 

learners for their second lesson observation caused some concern. Focal 

cases found it difficult to move beyond considering the picturebook solely 

as a teaching tool for younger children. According to Carter and Nunan 

(2001) (see Chapter 2), one of the challenges in English language teacher 

education is for student teachers to express their prior knowledge and for 

teacher educators to find ways to ‘transform that knowledge’ (2001:78) to 

support the learning of new classroom practices. Hence, to help focal 

cases, I added a lesson on the older child to the intervention course (see 

Chapter 4).  

I would like to briefly discuss the aspect of picturebook selection (see 

3.3.1) and the choices focal cases made for this second observed lesson. 

As previously explained (4.1), I had offered them a selection of 13 suitable 

picturebooks for the older primary learner. Surprisingly, focal cases chose 

either The Hueys in the New Jumper by Jeffers (2012) or Here We Are: 

Notes for Living on Planet Earth by Jeffers (2017). I wondered whether 

focal cases would share ideas or materials and I would be observing similar 

lesson. However, as the focal case accounts in Chapter 5 illustrate, this 

was not the case; all lessons were different.  

The individual focal cases’ accounts revealed that their concerns 

were unfounded. The older primary learners were enthusiastic about their 

picturebook-based PELT lessons. The focal cases’ post-intervention 

drawings, written commentaries and interviews reflect the fact that they 

embraced the picturebook as a teaching resource for all primary school 

levels. With time, the focal cases recognised that the picturebook offered 

creative freedom, which many embraced in their drawings, including Jenny. 

This development contradicts research claiming that primary student 

teachers and in-service primary teachers chose not to work with 

picturebooks as they preferred ready-made materials (Martin, 2006; 

Vojtkova, 2006) and relied on the guidance provided by the textbook 

(Martin, 2006; Kourieos, 2014). 
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I reflected on their concerns regarding teaching children aged 10 to 

12 and considered how the shift in perception towards recognising the 

picturebook as a suitable teaching resource for older primary learners 

occurred at the end of their course, after their second lesson observation. It 

appeared the additional lesson and classroom practice had offered a 

suitable series of events which supported the transformation of prior 

knowledge (Carter and Nunan , 2001). This observation confirms the point 

by Mattheoudakis et al. (2007) who believe that when working with 

picturebooks in the PELT classroom, student teachers need to learn the 

PELT value of picturebooks, and to practise and observe. Eventually, these 

aspects, which were integrated into the picturebook-based course, 

contributed to the focal cases overcoming any cultural or educational 

associations with picturebooks in order to consider them a suitable PELT 

teaching resource across all levels. I concluded that the non-use of 

picturebooks in both the primary and secondary ELT classroom is driven by 

a lack of opportunities to learn how to teach a picturebook-based EFL 

lesson, to learn how to select a suitable picturebook and, most importantly, 

to gain teaching practice in using this tool. However, I also wondered about 

the role that confidence and trust played in the focal cases accepting the 

picturebook as a suitable teaching tool for older primary children. I refer in 

Chapter 3 to Vercelleto (2018), who discusses the contribution teacher trust 

can make in encouraging secondary school children to accept the 

picturebook as a teaching tool. As mentioned, the focal cases who were 

weaker in English had started to speak less Dutch with me in interviews, so 

I witnessed moments of confidence and trust. Furthermore, the positive 

experience of their first lesson observation might have recognised that 

picturebooks can support learning English for professional purposes (Hall 

and Cook, 2015) and thus they were welcoming opportunities to practise. 

Generally, I believe keeping a balance of theory and practice, as suggested 

by Martin (2006) and Kourieos (2013), meant that I presented the theory in 

the context of the picturebook so that the focal cases had sufficient 

knowledge to justify or explain choices they were beginning to make.  

The focal cases considered props and the illustrations in the 

picturebook a suitable tool to support the visualisation of vocabulary. Pre-
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intervention, Maddie explained that her choice of a wordless picturebook 

was based on her experiences with this genre during a Dutch lesson for 

intercultural purposes. Post-intervention, there was less focus on 

vocabulary learning and more on the holistic experience of discovering and 

sharing ideas to develop listening, reading and speaking skills. The 

picturebook remained a suitable tool. However, the focal cases shifted their 

focus from the use of illustrations for vocabulary learning to consideration of 

the story in the picturebook to stimulate the sharing of experiences and 

imagination. An example would be the drawings by Daisy (Task A Pre), 

Jenny (Task A Pre) and Grace (Task B Pre), whose pre-intervention 

drawings focused precisely on using the illustrations to teach vocabulary. 

The focal cases also understood how the story in the picturebook can be 

repeated to achieve the technique of learning through repetition (Frieda, 

Daisy). I would like to add that the focal cases considered visuals such as 

the illustrations in picturebooks beneficial to language learning. However, 

none of them made reference to teaching children how to read images. 

Ultimately, interest in the picturebook suggests an interest in creating 

an interactive, purposeful lesson based on the use of a text which tells a 

story and which includes illustration for language learning purposes. 

Interestingly, Jenny explained that learning to use a picturebook for 

teaching purposes had opened up a new way of thinking about how to 

teach English. This might extend to how images can be used in 

coursebooks or how to adapt materials, as suggested by Ur (2012). These 

post-intervention findings indicate confidence and a move towards a more 

creative way of teaching English.  

 

 ELT vision and emotional experiences in ELT 
By the end of the course, the focal cases had defined their vision by 

including the picturebook as a teaching tool which, in their view, offered 

variety, stimulated imagination and supported language learning by means 

of illustrations. Some focal cases also considered the picturebook to 

support and scaffold both children and the teacher.  

The pre-intervention drawings, commentaries and interviews clarified 

a certain set of ideas which the focal cases were looking for. These ideas 
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were often guided by their personal experiences and a drive to ensure 

children did not have to endure boring lessons or were made to feel 

insecure and inferior. For some focal cases, this meant finding ways to 

avoid past experiences such as teacher-led classes or learning to let go. It 

is interesting to see to what extent this development exemplifies Johnson’s 

(1994) view that there is a conflict between the teacher they know based on 

their experiences and the teacher they want to be (see Chapter 2). This 

intervention course on learning to teach PELT by means of a picturebook 

with its observed teaching practice gave focal cases the opportunity to 

gather alternative PELT experiences. Johnson (1994) believes that these 

alternative experiences allow student teachers to progress to a level 

beyond what they observed as a language learner.  

The draw-and-write technique provided a springboard for the focal 

cases to return to the past and explore their own language learning 

memories (Weber and Mitchell, 1996) to determine their future ambition 

and visions. The technique thus supported one of the challenges of English 

Language teacher education which lies in student teacher expressing their 

prior experiences and knowledge (Carter and Nunan, 2001). The 

intervention course, its guidelines (see 4.2) and the choice of story-based 

methodology were anchored in constructivism (see 3.2.9) and afforded 

focal cases an opportunity to unearth and explore these past experiences. 

The intervention course created frequent occasions for sharing ideas, 

challenging prior understanding and ELT perceptions and carrying out self-

reflection (Richardson, 2003; Ellis and Read, 2015). Beck and Kosnik 

(2006) consider that a teacher education which adopts such a holistic 

approach allows the student teacher to play an active and significant role.  

The outcome of this process is a change in the role of the teacher in 

a PELT lesson; this includes giving instructions, guiding, monitoring, 

facilitating and observing in order to support a communicative and 

interactive classroom. By taking on the role of a teacher who observes and 

monitors, the focal cases were essentially giving time to children to explore, 

to use their imaginations, to share and exchange ideas (Mourão, 2014; 

Hughes, 2010). They moved away from a teacher-led class. Another 

outcome might be the strong interest shown by the focal cases in pursuing 
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and developing their own lesson ideas instead of only adhering solely to the 

coursebook.  

One point which might have contributed to the overall positive ELT 

ambitions, plans and visions and signs of confidence among the focal 

cases is the format of the course. As discussed by Hall and Cook (2015), 

young adults seek a practical, employment-related and communicative 

English learning environment. According to Hall and Cook (2015), this is 

how they enjoy language learning. The German research group BIG Kreis 

(2015) agrees with this view and advises primary teacher educators to offer 

a relevant PELT education which is suitable for the adult learner, and which 

enables student teachers to deliver practical, authentic and communicative 

foreign language classes (BIG Kreis, 2015, p. 70).  

Before concluding, I would like to revisit the study by Borg et al. 

(2014) which inspired this study and its choice of visual research method. 

As mentioned, I opted to not impose the themes established by Borg et al. 

(2014) but to analyse the data using a grounded theory-informed approach. 

In a way, this choice aligns with Borg et al.’s (2014) view of how to conduct 

the data analysis. Borg et al. (2014) claim they had no preconceived, 

analytical approach in mind but rather their approach emerged from first 

analysing sets of drawings. Unlike Borg et al. (2014), I planned to include 

the written commentaries and post-drawing follow-up interviews in the 

analysis of the drawings. Borg et al. (2014), made this decision when 

discussions of the drawings highlighted the need to avoid speculation. 

Ultimately, their analysis, like mine centred on a holistic analysis of all three 

data strands. Similar to my findings, Borg et al. (2014) comment on features 

which might have been visually absent in the drawings but included in the 

written commentaries. 

Borg et al.’s (2014) analysis results in five main categories which are 

configuration of furniture, resources, people (amount and distribution), 

actions of what people were doing and in-drawing text. These led to four 

themes: physical and social environment of the learning space, ELT 

methodology, student and teacher role. Undoubtedly my analysis resulted 

in similar in categories. However, some of their themes were part of my 

categories such as teaching approaches, lesson focus and the learning 
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space. As a result, drawing on a grounded theory-informed approach 

offered opportunities to establish new themes of a conceptual nature such 

as ELT Plans and ELT Ambitions. Borg et al (2014) had planned to include 

lesson observations in their study but only managed to complete two (Borg 

et al. 2014). In my case, the conducted lesson observations with reflective 

post-lesson interviews contributed to two more themes which were ELT 

Vision and Emotional Experiences in ELT which enriched the first two 

themes.  

As previously mentioned, Borg et al.’s (2014) draw-and-write task 

offered a starting point for me to investigate student teachers views of a 

successful PELT lesson. In their conclusion Borg et al. (2014) comment 

that they hope their study ‘opens doors to continue work of this kind’ 

(2014:20). I believe it has and that ultimately my data collection and data 

analysis choices have enriched this discussion on the impact of courses 

offered in pre-service primary English language teacher education.  

 

 Conclusion 
As Freeman (2009) claims, not only the ‘what’ but also ‘how’ must be a 

consideration when educating future English primary teachers. This 

discussion of the findings illustrates how, in a short period of time, the 

picturebook as a learning-to-teach tool showed itself to be a powerful 

resource. The findings of this multiple case study confirm the 

intertwinement of ELT skills and English proficiency when teaching primary 

English (Freeman, 2016). They also confirm that the picturebook is a 

suitable teaching resource for both primary and tertiary education. 

The discussion of the findings illustrate how the 13-week English-

taught course on learning to teach primary English by means of 

picturebooks shaped the visualisation of a successful PELT lesson, which 

evolved into a participatory, communicative lesson with a range of 

connected activities. The course offered focal cases the opportunity to learn 

about the story-based methodology and to understand how to apply it 

beyond a picturebook-based lesson in order to achieve their ELT plans, 

ambitions and vision.  
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The open-mindedness towards the picturebook as a teaching 

resource across all primary levels reflects the holistic (all-skills) approach 

that the picturebook can afford (Bloem and Padak, 1996; Hughes, 2006). 

This all-skills approach to the picturebook is an important development as it 

addresses a point raised by Edelenbos et al. (2006) and Kolb (2014), who 

emphasise the need to develop not only children’s English speaking and 

listening skills but also their reading and writing skills (see Chapter 3). Kolb 

(2014) emphasises the importance of children exploring written text and 

visuals and believes that the focus on oral skills stems from primary 

teachers being unaware of the role of the written word in the PELT 

classroom. The question arises of what these developments represent. 

Klippel (2006) believes that the success of using picturebooks in the young 

EFL classroom ultimately depends on the teacher’s desire and skills. It 

appears that determination and ELT skills might compensate for a lack of 

proficiency, as judged by a CEFR level. Moreover, learning how to teach by 

means of picturebooks gave low-proficiency focal cases the confidence to 

rise above their proficiency weaknesses and focus on their newly acquired 

skills. The picturebook thus showed inclusiveness of its teaching audience. 

It offered unrestrictedly learning opportunities. In the future their 

experiences might contribute to a desire to draw on picturebooks as a 

teaching tool and spark a passion for picturebooks and reading for pleasure 

which they will share in their PELT classroom. 

What is of importance is not that this change applied to Task B but 

that it also influenced the focal cases’ post-intervention Task A drawings, 

written commentaries and interviews. The focal cases continued to describe 

children who were actively involved creatively, cognitively and linguistically. 

However, they had now moved beyond asking children to repeat after them 

or discover vocabulary, as they had done in their pre-intervention drawings, 

commentaries and interviews. They remained focused on connecting their 

lesson to the child’s life and interests but sought structure so that lessons 

became more than just a series of activities. This development confirms 

Ellis (2006), who argues that in the case of story-based PELT lessons, like 

in any other PELT lesson, teachers must be guided and supported so that 

activities are purposeful rather than random. However, it appears that the 
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story-based methodology transcended the picturebook in Task B. The focal 

cases’ Task A decisions reveal that the story-based methodology and the 

picturebook had provided them with a scaffold to lean on and had become 

the starting point to develop a more systematic and effective approach to 

PELT. This point might not come as a surprise but it confirms the aspect of 

empowerment, both of the teacher and child, as promoted as an outcome 

of the High/Scope framework which the Plan-Do-Model by Ellis and 

Brewster (1991; 2014) originated from.  
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Chapter 7: Conclusion 
 

 Introduction 
Despite over three decades of PELT, primary teacher education 

programmes in the Netherlands do not result in ‘well-trained professionals’ 

(Enever, 2012, p. 21). The existing weaknesses, such as the often limited 

proficiency and ELT skills of teachers, combined with the Netherlands 

following the global trend of Early English (2.3.1), provide compelling 

arguments for teacher education to reassess and reform current provisions 

within their programmes in order to ensure that English is delivered 

effectively in the PELT classroom. This study set out to explore the 

contribution the picturebook as a teaching tool could make in pre-service 

teacher education in the Netherlands, focusing on the contribution a 

picturebook-based course could make to student teachers’ ELT skills and 

English language proficiency. The question was whether the 13-week 

picturebook-based course could offer a path for primary English teacher 

education. Specifically, could it address the above mentioned existing 

weaknesses within a limited time (credit) allocation and in a way which 

would suit student teachers aged 18 to 22.  

The summary of key findings (7.2) reflects that regardless of student 

teachers’ often lower CEFR level, their negative personal language learning 

experiences and their insecurities, they wanted to find ways to engage 

children in English language learning and create a safe and creative 

environment which stimulates children’s imagination and collaboration. 

Ultimately, the drawings reflect that over a short period of time and within 

the limited amount of time of the Dutch primary student teacher curriculum, 

the picturebook-based course allowed student teachers to make steps 

towards learning how to teach PELT, overcome their insecurities and thus 

gain confidence in their English language proficiency and teaching abilities. 

This newly-designed 13-week picturebook-based course offered student 

teachers inclusive learning opportunities and opportunities to draw on past 

and present experiences to shape them as primary English language 

teachers. Furthermore, the inclusion of observed lessons provided not only 
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a moment of practice but also a moment of personal development through 

sharing, discussing, and reflecting on taught lessons.  

This final chapter will now summarise the key findings in greater 

detail, discuss limitations and suggest future research opportunities. 

 

 Summary of key findings 
Numerous studies illustrate the benefits of using picturebooks in the 

secondary classroom (Beckman and Diamond, 1984; Polette, 1989; 

Hadaway and Mundy, 1999; Mourão, 2014; Vercelletto, 2018); in the adult 

literacy classroom (Appelt, 1985; Sharp, 1991; Bloem and Padak, 1996) 

and in the higher education classroom (Viswat and Rowe, 1995; Ho, 2000; 

Lazar, 2015; Lee, 2015; Sun, 2015, 2017). Within primary teacher pre- and 

in-service education, first steps have been taken to further student 

teachers’ proficiency and/or ELT skills through picturebooks (Martin, 2006; 

McNicholls, 2006; Maththeoudakis et al. 2007; Hall et al., 2011; Ellis and 

Read, 2015; Larssen, 2015; Kochiyama, 2016; Vojtkova, 2006).  

Key for this study was the fact that the use of picturebooks for 

language learning purposes stretches beyond the primary EFL classroom 

into the adult EFL classroom. The enthusiasm and confidence expressed in 

drawing, commentaries and interviews align with the positive findings of 

many of the above-mentioned studies. I was particularly surprised how 

some focal cases with lower proficiency actively sought to engage with 

English on a personal and professional level. Beckman and Diamond 

(1984), Ho (2000) and Sun (2015) mention how students appreciated the 

imaginative environment that the picturebook provided, and the opportunity 

for the development of creative skills. This suited especially Frieda, Daisy, 

Jenny, Molly and Grace. Polette (1989) explains the psychological safety 

net that the picturebook can offer low-level learners, which undoubtedly 

spoke to Jenny, Nikki and Maddie.  

The focal cases joined the picturebook-based course with little 

previous PELT experience. Their experience had been based on children’s 

songs or on coursebooks. Pre-intervention, the focal cases’ ideas for 

teaching materials were very much based on the use of props to visualise 

vocabulary. The picturebook in Task B was considered a teaching tool 
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suitable for the younger primary levels. Post-intervention, the focal cases 

recognised the value of the picturebook also for the higher primary levels. 

This appreciation is reflected in their post-intervention drawings, as six focal 

cases included a picturebook in Task A. Post-intervention, the perception of 

the picturebook as a teaching tool changed. They express an awareness of 

how the picturebook can add variety for children who might find the 

coursebook as boring as they did (Grace, Daisy). The focal cases 

emphasised the development of speaking and listening skills by children 

sharing ideas and working together.  

The draw-and-write technique stimulated reflection on their personal 

experiences, likes, dislikes and views on language learning. Combined with 

the intervention course and practice gained during their observed lesson, 

this shaped their ELT plans, ambitions and visions for a successful primary 

EFL lesson. Interestingly, the findings reveal that the level of language 

proficiency of a focal case does not offer an indication of a student 

teacher’s confidence in teaching primary English language, and that low 

proficiency does not necessarily represent a hindrance. Regardless of the 

assessed CEFR level, all focal cases expressed various anxieties during 

their interviews. These anxieties were at times indeed linked to their 

perception of their personal English proficiency, but not always. Other 

reasons included being observed, teaching their first PELT lesson, teaching 

a new subject to their class, fear of their class feeling bored, fear of their 

class not understanding them, and fear of not being able to manage the 

class when speaking English.  

Throughout this intervention course, the focal cases explored their 

past PELT experiences and supported by their experiences gained during 

the observed lessons, formed their ELT plans, ambitions and visions. 

These plans, ambitions and visions at times challenged their experiences 

and their PELT skill set but ultimately allowed each focal case to progress 

towards being the teacher she wanted to become. I would like to 

summarise the key findings to illustrate the contribution a picturebook-

based course makes to primary English language teacher education in the 

Netherlands, and how it can ultimately contribute to aspects such as 
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confidence, English language teaching skills and language proficiency 

skills.  

1. All PELT lessons took place inside a classroom. In addition, some focal 

cases expressed the imaginary space that can be created for teaching 

English by including materials which stimulate the imagination and 

connect to children’s experiences. One student-teacher considered 

teaching a lesson outside the classroom.  

2. The focal cases perceived the role of the teacher as one that changes 

throughout the various lesson stages and that moves from giving 

instructions, to supporting, motivating, guiding and monitoring. They 

recognised the importance of letting go and supporting independent 

learning, but they acknowledged that it was their role to offer a lesson 

structure and purposeful activities.  

3. From the onset, the emotional atmosphere in the primary English 

classroom was paramount for all focal cases. They sought safety, 

enjoyment and an atmosphere that would ensure that children 

experienced a positive English language learning environment. While 

these values already existed, post-intervention, the focal cases included 

aspects such as letting go so that children could explore independently. 

Another aspect was giving choices to support individual learning needs.  

4. Interactivity was a key feature. Initially, the focal cases exhibited ideas 

related to children sitting together and repeating after the teacher or 

answering questions. They progressed to giving tasks which support 

speaking to each other, learning from each other and sharing ideas. 

Interactivity moved away from a focus on oral skills and included, for 

example, reading together.  

5. The focal cases learned how to apply a story-based methodology to a 

picturebook-based PELT lesson. They evolved and independently 

leaned on this methodology to develop communicative, clearly 

structured lessons. The lessons included cross-curricular links and a 

range of connected, interactive activities which they visualised in their 

post-intervention drawings. They gained essential skills for teaching 

picturebook-based PELT lessons. Skills such as planning, selecting, 

adapting and developing materials for a picturebook-based PELT lesson 
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gave them confidence, which combined with their teaching experience, 

enabled them to rise above their personal low proficiency and 

associated worries. The story-based methodology transcended the 

picturebook to offer a scaffold for focal cases to compensate for 

proficiency concerns. Similarly, the picturebook emerged as an inclusive 

teaching tool which offered learning opportunities regardless of a 

student teacher’s (low) CEFR level, limited teaching skills and 

experience.  

6. The focal cases moved towards a holistic all-skills approach. This 

means that they focused not only on developing vocabulary and oral 

skills but also on reading, listening and writing skills. While repetition 

remained a focus of the lesson, the focal cases moved from repeating 

words after the teacher to repeating words in the context of a story.  

7. The focal cases recognised the suitability of the picturebook as a 

suitable teaching tool for PELT purposes across all primary age groups. 

This implies an understanding of the importance of picturebook 

selection, materials selection and materials adaptation and 

development. It also shows a reconsidering of the idea that picturebook-

based lessons require children to sit huddled around the teacher.  

8. The focal cases expressed the suitability of the picturebook as a 

teaching tool for teachers as it simultaneously offered the freedom to 

show creativity and a scaffold for their teaching.  

9. Despite expressing various concerns, the focal cases focused in their 

reflections on their achievements and not on possible proficiency 

shortcomings. It appears that the focal cases gained ELT skills which 

allowed them to teach a PELT lesson, or fill ‘black holes’ (Lundberg, 

2007, p. 25), effectively. This, in return, contributed to having a positive 

impact on their confidence and reducing their anxiety levels. 

10. The semester-based format and duration of this picturebook-based 

course is compact and can thus be easily included into a pre-service 

curriculum semester with restricted time allocation for primary English 

language teacher education.  
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 Limitations 
A few points can be addressed with regard to the limitations of this study. 

The first is the choice of case study research, as the extent to which case 

studies with their qualitative findings can be generalised remains a concern 

(Duff, 2006). Whereas my choice of a ‘multiple’ case study design 

contributes to enhancing the trustworthiness of the findings, they remain 

relevant to the specific context of the seven focal participants. The question 

thus arises to what extent these findings apply to other primary English 

(student) teachers. Duff (2006) explains how generalisability to a greater 

population and contexts can be supported by considering socio-cultural 

variables, such as the institutional context and relationship with the second 

language and culture. In this study, the focal participants and their context 

represent a number of criteria identified in the literature in Chapter 2. Some 

of these criteria are relevant on both a national and an international level, 

such as the low level of language proficiency, limited opportunities (few 

ECTS) to learn how to teach primary English, and personal experiences 

and anxieties related to teaching primary English. The inclusion of thick 

description affords the possibility to identify their suitability for another 

situation (Gall et al., 2003) and the emic perspective, as offered in each of 

the focal participants’ accounts, adds necessary detail to enable 

researchers to find possible parallels to transfer findings to their own 

research context (Duff, 2006). Generally, to support generalisability or 

transferability, a high level of detail is required to support contextualisation. 

Although much attention was given to aspects which might seem less 

central to the study, such as points about myself as a researcher (Chapter 

1), it is difficult to pre-empt the level of detail which will support fellow 

researchers. For example, to what extent the ECTs-based English Pabo 

programme and language proficiency measured in CEFR bands 

correspond to an American context remains unclear.  

Another consideration is time which refers to the duration of the 

intervention. Although it spanned from August 2017 to May 2018, it only 

consisted of 13 sessions. To accommodate this study, the intervention 

course replaced an existing course. This means that the ECTs value was 

predetermined, which in return, influenced the allocated teaching and study 
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time. As explained in Chapter 4, student teachers alternate between 

teaching placements and classes at Avans, which explains why these 13 

sessions were so far apart. Considering the available teaching time, I had 

to be very selective with the course content. As a result, the content with its 

activities merely touches upon the necessary ELT skills identified by the 

literature for teaching PELT by means of picturebooks (Chapter 3). This 

means any developments can be considered steps in the right direction. An 

example would be Nikki developing a ‘Find someone who’ handout for her 

second observed lesson. It was a first step to developing a post-reading 

activity, but it included a large number of questions, where fewer and more 

focused questions might have been more purposeful. However, our 

allocated class time did not allow to analyse and discuss focal participants’ 

created teaching materials in depth.  

A further example which highlights the impact of the time constraints 

would be Molly and her decision to select a picturebook which would help 

to promote tolerance in her classroom. Molly focused on the deeper 

meaning of the story and thus shifted her focus from the ELT value of the 

picturebook to its moral value. While she was able to ask some questions, 

the course did not include developing essential skills to support and 

stimulate discussions (Serafini, 2005; Bland, 2014). An increase in 

available sessions would have benefitted the development of student 

teachers’ visual literacy and thus their use of the visual side of the 

picturebook. In 3.3.2, I emphasise the rather obvious point that reading 

images and words needs to be taught to children and thus student teachers 

(Nodelman, 1988; Serafini, 2009). Although each of the eleven taught 

sessions drew on the picturebooks’ illustrations, the extent to which the skill 

of reading images and teaching visual literacy can be achieved in such a 

short timeframe is uncertain. In the case of Molly, time to work with Bang’s 

(1991) principles (see 3.2.3) to understand the emotional meaning 

conveyed in the drawings in her chosen picturebook would have supported 

greater inclusion of visual literacy in her lesson. Helping children to extract 

emotional meaning by looking at shapes and lines, might have reinforced 

the discussion on tolerance. 
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Mattheoudakis et al. (2007), as discussed in Chapter 3, observe that  

student teachers perceived teaching a picturebook-based EFL lesson in 

front of the adult student teacher audience as a challenge. In hindsight, I 

wonder to what extent this factor might have influenced focal cases' level of 

anxiety when I visited their lessons. An increase in time would have meant 

that the course could have included teaching practice observed by peers. 

This would have offered student teachers the opportunity to practise skills 

in a safe environment, receive feedback, share ideas but also increase their 

exposure to observing PELT lessons. 

I would like to move on to the aspect of feedback on the content of 

the intervention course. During the intervention course, all focal participants 

except for Nikki were based in primary schools which did not offer PELT in 

the lower levels. So apart from the one observed lesson, focal participants 

had no further opportunities to put taught content into practice or observe 

PELT lessons. As a result, there was little feedback on the suitability of the 

content to meet the teaching demands at their placement school. Although 

Early English primary schools are a growing trend in the Netherlands 

(Chapter 2), they remain in the minority which means student teacher’s 

exposure to PELT at a placement school is difficult to predict.  

The final point I would like to raise refers to a teacher’s view of 

foreign language literature as a teaching tool. In the Chapter 3 I mention 

the contribution the teacher’s passion for literature and enjoyment of 

teaching a selected text (Duncan and Paran, 2018) can make. In addition, 

there is the aspect of learners trusting the teacher and their engagement 

with a chosen text (Vercelletto, 2018). These personal qualities might not 

come naturally to every teacher. It might influence the outcome of study like 

this PhD, should it be replicated, and raises the questions of the teacher 

educator’s qualities and qualifications when working with picturebooks for 

English language teacher education purposes.  

 

 Implications 
It has been over 30 years since the introduction of compulsory English in 

primary education in the Netherlands, yet the criticism of primary English 

teacher education offered by teacher education institutions remains to this 



 278 

day. With the rise of Early English, primary teacher education must move 

away from traditional ELT methodology lessons and EFL classes. Neither 

correspond to how young adults want to learn skills or a language.  

The findings of this multiple case study confirm the intertwinement of 

ELT skills and English proficiency when teaching primary English. Hence, 

this thesis argues for the reassessment and reform of a primary teacher 

education which separates learning English as a Foreign Language (EFL) 

and learning to teach EFL. Instead, it proposes an integrated approach to 

educating generalist primary English language teachers in the Netherlands, 

using picturebooks as a stepping-stone. Consequently, foreign language 

literature such as the English picturebook must become part of the primary 

teacher English education curriculum. Chapter 2 highlighted the time 

constraints that Pabos face regarding the provision for PELT. The low 

allocation of ECTS not only expresses the limited scheduled teaching and 

study time for the teacher educator and student teacher but also the lack of 

importance this subject is given.  

This intervention course has shown that, like other short-courses as 

mentioned in Chapter 3 (e.g Tibbitts and Pashby, 2014; Ellis and Read 

2015) relevant language and teaching skills can be developed within a 

short period time by using picturebooks as a teaching tool. With little 

available time, developments can be achieved from both a skills and a 

confidence point of view.  

 

 Suggestions for future research  
Chapter 2, which focused on the context, showed that there was a lack of 

research offering a detailed overview of the way English is taught at the 

various primary teacher education centres in the Netherlands (Pabos). 

Such an overview on content, approaches combined with detailed profiles 

of the primary English student teacher (CEFR, past and present PELT 

experiences) and detailed profiles of the teacher educators (educational 

PELT background) would support future research into finding ways to 

support primary teacher education meet existing challenges. I would like to 

add some context to support the need for this future research suggestion: 

After completing the intervention, Margriet Veenbrink (Head of English at 
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Pabo Avans) continued teaching my course to both part- and full-time 

student teachers at Avans. As these student teachers did not have to 

participate in any research activities (e.g. draw-and-write tasks, CEFR 

testing), there was some available time to add an end-of-semester self-

study task. Inspired by the work of Annika Albrecht and Carmen Becker 

which focused on utilising teenagers’ creative energy in the secondary 

English language classroom by including task-based project work 

(Meddows, 2019), we asked student teachers to create their own, end-of-

course picturebook with PELT ideas. We called this project (picturebook-

based course and end-of-semester task) The Avans Picturebook Project 

(TAPP) (Gruenbaum and Timmermans, 2021). 

In the project, we received over seventy picturebooks and numerous 

student teachers made comments similar to those made by the focal cases. 

They mentioned that TAPP ultimately supported their confidence. They felt 

motivated and were more enthusiastic about teaching English but also 

reading in English. The latter comment supports the point in 3.2.6 by Bloem 

and Padak (1996) that the use of authentic children’s literature creates an 

impact beyond the duration of a course. 

The TAPP project indicates that creative task-based project work in the 

PELT Pabo curriculum in the Netherlands could offer a first step towards 

creating a sense of confidence and enjoyment in materials development. It 

would therefore be interesting to compare the role creative task-based 

project work in PELT education plays at other Pabos. However, only a 

comprehensive analysis and evaluation of the current PELT education will 

offer such insights. 

The review of the draw-and-write literature in Chapter 4 highlighted a 

number of areas which merit further research. There is the non-compulsory 

‘tell’ component of the draw-and-write technique, the diverse and 

sometimes opaque approaches to the data analysis and the lack of 

discussion regarding drawing styles, drawing skills, attitudes towards 

drawing and use of colour. I believe this is an area which could be explored 

further to offer greater guidance for researchers in data analysis. In return, 

this would enhance the trustworthiness of the results across draw-and-write 

studies in specific fields of studies.       
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 My final point refers to the Covid-19 pandemic and the absence of  

educational contingency plans in many contexts. Most had not planned for  

long-term school and university closures resulting in delivery modes of 

education transitioning to online teaching. Teachers were required to 

quickly adapt to remote educational environments with little to no 

experience in teaching subjects and foreign languages online. In order to 

support PELT teachers in their remote PELT endeavours, I began to 

wonder about the use of video read-alouds which various picturebook 

authors and illustrators began sharing on social media platforms. Although 

these read-alouds were predominately aimed at (L1) English-speaking 

children, my colleague Gail Ellis and I believed that with careful selection, 

they could be used as a valuable PELT e-teaching resource. Hence, we 

analysed the different approaches  to  recording video read-alouds to 

identify their affordances for English language learning (Ellis and 

Gruenbaum, forthcoming) and developed 24 e-lessons. These are based 

on an online picturebook lesson cycle for video read-alouds and are 

housed on the PEPELT website.        

  Our aim was  to support the primary English language teacher 

in their remote language teaching efforts,  by offering exposure to rich, 

authentic English and making stories accessible to children who are 

learning English as a foreign language (Ellis and Gruenbaum, forthcoming). 

Feedback from teachers around the world  has been overwhelmingly 

positive. It indicates that the  e-lessons and the online picturebook lesson 

cycle offer a suitable model which scaffolds the  various teaching ideas and 

provides enough flexibility  to adapt to the diverse needs of the primary 

teacher of English and their classes around the world. Picturebook video 

read-alouds are an underutilized resource and I thus wonder if  they could 

become a teaching tool to develop online PELT teaching skills which can 

be transferred to other subjects. The Covid-19 pandemic has shown that in 

the future, online teaching will need to become part of every teacher 

education programme.  
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Appendices  
Appendix 1: Interview guides 

(Questions were not necessarily asked in this order.) 

 
Post-drawing Interview Guide: Pre-Intervention 
Start: Can you tell me about your English language learning background 

(primary and secondary level) and PELT experience? 

(1) Please describe / explain your drawings and the space you have 

created? 

(2) Please describe / explain the characters and their roles? 

(3) How do you think language learning takes place in your lesson?  

(4) What stands out for you?  

(5) What do you think I can’t see?  

(6) How did you feel about these draw-and-write tasks? Was there anything 

you could not express in drawing? Can you comment of your choices of 

colour?  

 

 Post-drawing Interview Guide: Post-Intervention 
(1) Please describe / explain your drawings and the space you have 

created? 

(2) Please describe / explain the characters and their roles? 

(3) How do you think language learning takes place in your lesson?  

(4) What stands out for you?  

(5) What do you think I can’t see?  

(6) Was there anything you could not express in drawing? Can you 

comment of your choices of colour?  

End: Here are all your drawings (pre-and post-intervention). Can you 

please compare and discuss any (personal) developments you recognise?  

 

Post-lesson observation Interview Guide: Reflective Interview 1  
(1) How are you feeling?  

(2) How do you feel about your lesson?  

(3) What stands out for you?  
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(4) Is there anything you would do differently if you could teach the lesson 

again?  

 
Post-lesson observation Interview Guide: Reflective Interview 2  
1) How are you feeling?  

(2) How do you feel about your lesson?  

(3) What stands out for you?  

(4) Is there anything you would do differently if you could teach the lesson 

again?  

(5) What are your thoughts if you compare both (observed) lessons?  
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Appendix 2: Sample lesson plan 
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Appendix 3: Consent form for student teachers with opt-out option 
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Appendix 4: Thank you letter to school mentors
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Appendix 5: Confidentiality agreement
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Appendix 6: Sample of transcription 
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Appendix 7: Ethics form 
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Appendix 8: Consent form for focal cases with opt-out option 
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Appendix 9: Information letter and consent form for school mentors 

 

 

 


