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Abstract.  Piaget (G.C. Davenport, 1994, pp 126-144) believed that intelligence was all about making appropriate adaptations to 
things around us quickly and efficiently. He stated that babies start making schemas and move on through adaptations, 
assimilation and accommodations. In order to adapt he said that we need to organize our experiences in some way, as without 
some mental organization it would be difficult to learn simply from experiences. My task as a teacher/educator is to help children 
to see, to discover, to understand their close environment and to organize experiences in a meaningful way. In today’s society, 
knowledge and intelligence are fundamental pillars therefore it is highly important for students - even at a very young age - to 
become experts with the world of knowledge. This work presents an attempt to provide three year old children with a broad view 
of the relationships and concepts in their surrounding world using concept mapping as a tool and as a mode of independent 
learning. The results of using concept mapping with the class have proven it to be an effective tool in giving a broad view of the 
world and to see relationships and inclusivity among concepts. It has helped children to see patterns, make connections and to 
externalize their ideas in a collaboratively way. 

1 Introduction 

It is characteristic of children in this age group to organize their thinking around basic mental schemas which 
will eventually develop into more elaborate ones. They understand basic sequencing in a story or process, such 
as “beginning”,” middle” and “end”. They are capable of seeing the connection between cause and effect. The 
idea of belonging to a group or family helps them to make categories.  “Same” and “different” are concepts they 
understand clearly. They are able to solve simple numerical problems. They are always ready to suggest 
different endings to a situation or story. They will give innumerable solutions to conflicts. These are children 
who need to express through play and representations. And above all they are highly motivated towards learning 
in general. 

 
In my school teaching instruction is organized by means of objectives. These objectives are aimed at 

through contents, processes and attitudes.  Contents are concepts, ideas to be taught. These concepts are grouped 
under an umbrella of topics: The Family, The School, The Body, The Seasons, Farm Animals, Transportation 
etc., all part of the child’s close environment.  The different skills are developed through mental and physical 
processes. Positive attitude towards learning is encouraged constantly and the children slowly and steadily work 
to meet the objectives.  

 
The methodology used in the school allows the child to develop physically, socially, emotionally and 

intellectually. Using different resources/materials and making a good use of Information and Communication 
Technologies devices the child is provided with the appropriate tools to develop cognitively and emotionally. 
Some of the cognitive tasks used in the classroom are: pondering, classifying, collecting, comparing, 
contrasting, describing, discovering, identifying, predicting. Association techniques connect ideas with lines or 
even circles are used for this purpose. Activities implying numeric sequences are also used but these children 
have never been exposed to concept mapping before. 

 
The important challenge was to create the right conditions for learning to take place. This was 

accomplished by showing the children a tool which could help them to see and understand the world around 
them, to recognise and depict relationships among concepts, and to recognise the hierarchy which supported the 
structure. The aim was to show them the whole picture in a snapshot. The Instrument: The Concept Map. 

 
The research project was started with a Vee diagram, (Gowin, 1981), Figure 1. 

2 Methodology: approach to the map 

The subjects selected were sixteen children between the ages of three to four. All had started school in 2007; 
receiving six instructional sessions every day. I considered taking some of these sessions to achieve my final 
goal. Lessons and strategies were carefully planned, all the stages scaffolded, and time spent for each activity 
was taken into account plus resources and materials. It was necessary to be aware of all the skills and cognitive 
tasks with which the children would be involved. 
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Conceptual Side 

 

 

Philosophies:  

• J. S. Bruner (1973), Constructivism: 

learning is an active process in 
which learners construct new ideas 
or concepts based upon their 
current/past knowledge. Cognitive 
structure provides meaning and 
organization to experiences and 
allows the individual to "go beyond 
the information given". 

• D. Ausubel (1983), Meaningful 

Learning:  Students learning 
process depends on cognitive 
structures. 

• Novak: Propositions are statements 
about some object or events in the 
universe, either naturally occurring 
or constructed. Propositions contain 
two or more concepts connected 
with other words to form a 
meaningful statement 

Theories: 

• Constructivism. 

• Meaningful Learning. 

• Cognitive learning. 

Principles: Hierarchy, inclusiveness, 
linking phrases, global vision. 
Concepts: Propositions, linking words, 
inclusive and subsumed concepts, 
hierarchy. 

 

 

Focus Question 

 

Can children produce propositions  

at the age of 3? 

Do children of 3 understand 

inclusivity? 

Are children of 3 aware  

of hierarchy? 

 

 

 

 

 

 

 

 

 

 

 

 

 

Object/ Event: 

• Process. 
• Record of activities. 
• Activities development. 
• Maps, Vee Diagram, 

pictures… 

Methodological Side 

 

 

Value Claim: 

• Effectiveness 
• Recommendation: assess 

process rather than result. 
 
Knowledge Claim: 

• Children are capable of making 
propositions. 

• Children understand inclusivity. 
• Children know about hierarchy. 
 

Transformations: 

• Assessment – results 
 
Records: 

• Observed data. 
• Registers of before/during/after. 
• Observational records. 

Figure 1. The Vee Diagram showing the research project. 

2.1 Step 1 

Firstly it was necessary to discover whether the children knew the vocabulary related to all the concepts taught 
in the classroom. Deloache, Uttal e Pierroutsakos (1998), discuss the symbolic meaning of objects rather than 
focus on the object itself. With this concept in mind and activity was created where the students had to picture-
read flashcards, naming all the concepts seen so far in our lessons. Te children had no difficulty reading all the 
cards presented. 

2.2 Step 2 

In the next activity the idea of inclusivity was checked, knowing that a more inclusive concept is one that, 
according to the learning task in progress, can be considered a superordinate concept. The children were 
presented with a pack of flashcards containing: members of a family, some farm animals and some pictures of 
rooms in a house. The instruction for the task was to group the cards in three piles. The students quickly 
grouped the pictures as shown in Figure 2. When asked their reasoning for their grouping, they produced some 
interesting responses: “It is a family”; “all animals live on the farm”; “we see this in a house”. The Family, 
Farm Animals, The House; were the responses in which the children were showing their understanding of 
inclusion and hierarchy. They knew there was a superordinate level or concept from a hierarchical perspective.  
Randomly more flashcards were shown with images such as “an apple”, “some garments”. To my amazement 
the students started showing some recognition of the relationship among some of these concepts seen on the 
cards. They were producing sentences like: “Mummy wears a hat when it is cold”, or “we eat tomatoes”, or “I 
have a dog”. All along they were making propositions, i.e. sentences containing two or more concepts 
connected using linking words or phrases to form a meaningful statement. The propositions are the element that 
makes concept maps different from other similar graphic organizers. 
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Figure 2. Children’s first relationships 

2.3 Step 3 

By this stage all three focus questions had been answered. The students were showing the cognitive skills 
involved in Dr. Novak’s concept maps. It was then that the idea of arrows was introduced to make connections 
and show directionality. An activity was prepared where the children had to join with arrows products with their 
corresponding animals using arrows. A worksheet with two columns was designed. See Figure 3. On one side 
were the animals and on the other side the products. Children quickly understood the task but the idea of using 
arrows instead of a line took a while to grasp. Different activities had to be designed to show clearly their 
understanding of directionality. See Figure 4. 
      

Figure 3.  Activity showing inclusion.                                               
Figure 4.  Activity showing directionality. 

2.4 Step 4 

Knowing children were able to: see the relationships among concepts, understood inclusivity, were able to 
produce propositions and they understood directionality it was time for our first attempt to do a map. In the 
morning session the idea of maps was discussed, different types of maps were shown to the children and we 
talked about their use. “With maps we can find where things are. We can find where the house is, we can see 
roads, names, little pictures of buildings”. The children were taught that maps could be used for different 
purposes and that they were going to be shown how to do these. Like a real map, their map was going to have 
roads and labels and pictures were going to be included.  

 
I prepared a huge piece of white paper along with some arrows made of straws and the flash cards which 

had been used consistently. A group of only four children were trained to concentrate better on the task but 
before the session was over some other children had joined in and were also making suggestions. This was a 
magical moment as the different children were seeing different relationships among the concepts and the arrows 
were pointing in different directions. They were learning from each other. My instructions were clear and 
concise, I would flip the cards and they would have to tell me were to place them and how to connect them with 
the arrows. The first card to appear was the cat, and everyone agreed it had to go on a corner of the paper. The 
second card was the picture of a mother and it was placed on the opposite corner. The third card was a picture 
showing an ear, the children decided to put it in between the mother and the cat with arrows point both ways as 
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mothers and cats have ears. The map was forming and little by little the children were not only placing the cards 
and placing the arrows they were debating their arguments and their reasoning for their decisions. When the 
picture of Father Christmas appeared there were two different responses. Some children decided it had to be 
linked with the cold weather, but another child said it had to be connected with the family, their reasoning being 
that “Father Christmas comes when it is cold” and “Father Christmas brings toys to the children in the family”. 
So arrows were placed pointing in quite different directions, towards the family and towards the flashcard that 
represented cold weather. See Figure 5. 
 

 
Figure 5.   Children’s map 

Little by little and through guided questions the children constructed the map, they watched carefully how 
connections were made and they saw the linking words used to connect the concepts. 

3 Summary 

This research project has shown evidence of children’s ability to understand the concept of inclusion, hierarchy 
and their ability to make propositions. Therefore I see concept maps as a useful instructional tool even in 
preschool education. The concept map has also proven to be a valuable assessment instrument, while the 
children were organizing the map they were showing their understanding of the concepts learnt throughout the 
school year. The collaborative work and the way the children externalized their ideas was another positive 
aspect of using concept maps, so further research will take place to look into the many possibilities of concept 
mapping and its use in preschool settings.  
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Abstract. The distinction between casual and academic or formal English is highlighted as teachers and students come to realize 
the language required for success in school settings necessitates a greater level of commitment to achieve. Academic language 
development is explored using SDAIE (specially designed academic instruction in English) to facilitate acquisition of grammar 
and IHMC CmapsTools are used to assist with hybrid and on-line teaching. Emphasis is placed on the combined usage of the 
instructional strategy and the learning tool.  

1 Introduction 

Teaching academic writing focuses attention on academic language development. Academic language must be 
taught especially to second language learners. One of the cornerstones of academic writing is knowledge of 
grammar rules. As second language learners develop mastery of the various levels, it is usually with an eye 
toward academic and professional writing. Students entering college with this goal in mind face numerous 
challenges and grammar is the first hurdle. 

 
Choosing an instructional approach to ensure the development of academic and professional language is 

critical. Tools such as this enhance the intructor’s teaching practices and are important for student success. An 
instructional model, SDAIE, (Specially Designed Academic Instruction in English) 
http://www.lbschools.net/Main_Offices/Curriculum/Areas/SDAIE is presented in this paper which integrates 
language development within the context of academic English, utilizing IHMC CmapTools as a resource to 
guarantee that new concepts and rules introduced are more easily remembered. http://cmap.ihmc.us 
 

 

 
 

Figure 1. Combining Instructional Strategy and Learning Tool 

2 Discussion 

Howard Gardner highlighted different learning styles in his research over thirty years ago, and explained how 
this perspective enabled more students to remain engaged at any given time during a lesson. Varying the 
presentation increased the likelihood that the various intelligences would be used in mastering new material 
(Howard Gardner, 2006). As attention to on-line (OL) learning intensifies, his message appears to be more 
valuable than ever. In addition, as personal and world economies shift, many students find it difficult to 
purchase textbooks, or given their non-academic workload dedicated to contributing to the family income, 
complain of not having time to read an entire textbook. Consequently, they rely solely on the availability of 
readings in the reserve room of the library, which are limited in number. This harried world that tries to learn so 
much in so little time, poses a challenging problem for today’s educator. Therefore, combining the SDAIE 
instructional model with CmapTools ensures that students engaged in the learning process have easy access to 
grammar rules during the writing process. 
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The elements of SDAIE include: the use of graphic organizers, in this case, CmapTools, grouping strategies 
to facilitate cooperative learning in the virtual or actual classroom, consideration of various learning and 
teaching styles, and where appropriate adaptation of the text. While being mindful of the language level of the 
students, attention is also paid to accesssing prior knowledge, and increasing wait time in consideration of 
reducing the affective filter. Academic language learning is further supported by modeling in the classroom or 
OL with repetition through constant use of the target vocabulary. Students are taught to become aware of their 
particular strategies to master material, such that those strategies can be modified by the individual, as the need 
arises. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 2. Creating a Composition at a Glance 

CmapTools facilitate memorization of the rules required to dominate the language. Within the context of 
interactive learning experiences, students utilize vocabulary and concepts in the classroom environment to 
deepen their understanding in a hybrid or OL environment. 

 
Given the cognitive demands of academic language, and the focus on meaningful opportunities to utilize the 

combined approach of SDAIE and CmapTools in an authentic situation, the students quickly come to realize the 
benefits of this approach. They become aware of moving from the big picture to specific ideas within a topic. 
Gaining access to the subject matter in a second language through the use of context embedded language with 
the help of a handy reference guide such as CmapTools, students learn to use the language as a tool to 
understand a subject rather that to simply focus on language learning itself.  

 
Within this context, students are exposed to a wider range of the target language and discover that use of the 

language enables them to access a world of ideas thereby empowering them in the process. Students have the 
opportunity throughout the learning process to review grammar rules and re-use the new vocabulary taking 
advantage of the collaboration of SDAIE and CmapTools using themes in teaching to ensure the familiarity that 
develops enables the students to have greater confidence and therefore a better experience. With this language as 
meaning making approach, language is kept whole and its rules kept handy. As Freeman and Freeman point out, 
“…an important part of learning is the process of constructing meaning by determining which parts count” 
(Freeman and Freeman, page 87, 1993). 
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Figure 3. How a Writer Stimulates a Reader’s Interest 

3 Conclusion 

As students use all four aspects of language: listening, speaking, reading and writing, and evolve an 
understanding, they discover that yes, language is about rules, but it is also a tool to be used to negotiate 
meaning. With this dual focus on self-efficacy and academic competence, students learn early on that writing is 
as important as listening, and reading is as important as speaking. Taking charge of the personal learning 
process through the use of CmapTools is efficient and empowering. 

 
The use of SDAIE strategies ensures that teachers do not oversimplify the subject matter by focusing the 

English language development exclusively. The use of CmapTools illustrates that there are many roads to the 
same goal. Using the strategies and tools together allows the teacher to present the curriculum materials in their 
complexity in a top down fashion so that students see that the parts they know belong to a whole. This makes 
certain that students are in a position to place themselves within the total picture of the learning experience, 
giving themselves permission to learn as much as possible. 
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