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ABSTRACT

The last few decades has seen a definite increase in the number of countries that have
incorporated English as a Foreign Language (EFL) into their Primary Education
compulsory curriculum. Improving language learner competences through an early start
can be affected by a disregard of the teaching-learning context. In fact, publications on
strategies for teaching children scarcely mention the impact of this factor on the

learning process in school.

This research project addressed this issue by identifying the challenges that Chilean
early primary school teachers face, and investigated the contextual factors that can
facilitate or hinder the teaching-learning process. Data were collected from EFL
teachers working in this sector through an online questionnaire, semi-structured
interviews, classroom observation, and group interviews with children aged 9. This
research project followed a mixed methods approach, featuring quantitative and
qualitative methods from two concurrent studies: a survey study and an intervention

project.

The findings of this research reveal the main challenges in these classrooms were
related to monitoring learning. Additionally, this study shows that contextual features,
such as limited time for planning, lack of parental involvement and a mismatch between
policy and school reality, affected the teaching-learning process. The findings also show
that teachers in Chile used age-appropriate activities for teaching children; however,
they felt that their teaching context impaired their use. Similarly, group work was only
occasionally used in Chilean EFL classrooms, partially due to well-known drawbacks

and the time constraints involved. Children in these classrooms showed their preference
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for activities that involved movement and gave them an active role, as well as those

which provide collaborative and cooperative classroom opportunities.

These findings highlight the complex dynamic interactions in the young language
learners’ classroom. In order to further understand the examined context, the tenets of
Complexity Theory were incorporated. These findings also draw attention to the
evaluation of the expected results and implementation process, considering the local
classroom context and the complex interactions of the different components within the

classroom as a crucial element to this process.
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PART I: INTRODUCTION

In this chapter, I describe the motivations behind and the purpose of this research
project. First, I explain how my personal experience as a Chilean teacher helped me to
develop the research questions. Then, I briefly mention the aims of the project and
describe the Chilean educational system and the role of English as a foreign language in

this context. Finally, I provide an overview of the thesis’ organisation.
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Chapter 1: Motivation for and Purpose of the Research

Project

1.1 Introduction and structure of chapter

The last few decades has seen a definite increment in the number of countries that have
incorporated English as a Foreign Language (EFL hereafter) in their Primary Education
compulsory curriculum. Two main reasons have been identified behind this decision.
Firstly, it has been argued that Teaching English to Young Learners (TEYL hereafter)—
understood as children from 5 to 11 years old—encourages motivation, expands
intercultural experiences (e.g. Pinter 2006), and enhances the use of the language in
action (e.g. Moon 2005a). Secondly, the status of English as an international language
has been established. Thus, learning English could provide better opportunities to
acquire information and promote science and the economy (e.g. Graddol 2000). For
many countries a population with a proficient level of English is a key factor for

development in today’s globalised economy.

In Chile, learning EFL at school level is seen as a way to bridge the inequity gap as it
could provide access to information and more opportunities in the job market. This is
one of the main reasons for including EFL as part of primary education, and why it has
recently been suggested for early primary grades (from 6 years old) (Ministerio de

Educacion 2012a; 2013).

In order to accomplish this goal, a programme was developed by the Ministry of
Education (MoE hereafter) during the 2000s to improve the EFL teaching-learning
process in primary and secondary education. In addition, the Chilean government has

modified its National Curriculum for EFL, attempting to fulfil the national and

3
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international demands for better language skills. Despite these efforts, research in the
field of EFL teaching in primary and secondary education is still limited, as will be

further examined later on (1.3.2 and 5.3).

This research project focuses on English language teaching (ELT hereafter) in the
primary classroom in urban schools. Particularly, it seeks to identify the challenges that
Chilean teachers in urban contexts face in TEYL and the contextual features that can

facilitate or hinder the teaching-learning process.

In this chapter, I present a rationale behind the decision to investigate TEYL in Chilean
urban contexts and the aims of the current research project (1.2). Then, I give an
account of the research context by concisely describing the Chilean educational system
(1.3.1) and the presence of EFL in the National School Curriculum (1.3.2). Finally, I

outline the organisation of the thesis.

1.2  Research motivations and aims

The current research project originates from my professional experience of teaching
EFL in Chilean schools. I taught at different schools with children and teenagers, and I
experienced and realised the different and contrasting conditions in which teachers
work. For example, opportunities for Continuous Professional Development (CPD
hereafter), teaching resources and time for planning are different and dependent on the
school administrative system. In 2009, I was working full time at a municipal school.
The overwhelming work load and time limitations challenged my teaching skills. It
made me explore ways to provide my 40 young language learners with meaningful

learning experiences. However, at the same time, I struggled to respond to their diverse
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learning needs. My interest in the challenges of TEYL in Chilean urban classrooms is

mainly motivated by this experience.

I found that a reasonable amount of literature has been published on large classes (e.g.
Allwright 1989; Coleman 1989b; Locastro 1989; Pasigna 1997; Hess 2001; Jimakorn &
Singhasiri 2006; O’Sullivan 2006; Benbow et al. 2007; Shamim et al. 2007; Glas 2013).
However, most of it has focused on difficulties rather than on the solutions or
opportunities this context offers. Similarly, the large number of publications on
strategies for TEYL (e.g. Scott & Ytreberg 1990; Brumfit et al. 1991; Halliwell 1992;
Cameron 2001; Nixon & Tomlison 2001; Linse 2005; Pinter 2006) have scarcely
mentioned the impact of large-class contexts on the learning process; only recently have
some studies in this field referred to these issues in relation to TEYL worldwide

(Enever et al. 2009; Copland et al. 2013; Rixon 2013; Copland & Garton 2014).

Elaborating further on the context presented above, I considered the actors (teachers and
learners) and elements (context, challenges, and teaching strategies) that are usually
involved in the language classroom. This multiplicity of components interacting in the
children’s learning experiences has been approached through Complexity Theory
(Larsen-Freeman 1997; Cameron & Larsen-Freeman 2007), which allowed the
definition of YLLs’ classroom as a complex dynamic system (Seyyedrezae 2014; Burns
& Knox 2011) (see Section 9.4). Firstly, I acknowledged that TEYL entails a set of
assumptions about children’s language learning processes, as well as expectations of
age-appropriate teaching and activities. Secondly, given the features of the educational
context in Chile, I assumed that teachers would have some issues fulfilling these
expectations, and that children’s learning experiences may be affected. Hence, this
research project was elaborated around four themes which attempt to represent the

different elements interacting in the YLLs’ classroom in Chile, namely challenges,
5
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listening and speaking activities for YLL, group work and learning experiences. In

general terms this investigation seeks to:

e determine the challenges, if any, for teaching TEYL in the Chilean urban

context,

e identify the impact these challenges have on the implementation of well-known
activities to develop listening and speaking skills of young learners in large
classes, and the way group work can be beneficial for supporting its

implementation in this context,

e explore learning experiences in relation to EFL instruction at school,

e explore the complexity of the elements interacting in the TEYL process.



Chapter 1: Motivation for and Purpose of the Research Project

With these three core aims in mind, I framed this project following research questions
within the aforementioned four themes:
A. Challenges A.1: What are the challenges present in the examined context'?

A.2: What factors in the teaching context are related to the challenges

identified in the examined context?

B. Listening and B.1: What activities are used to develop listening and speaking skills
speaking activities of young learners as presented in the literature?
for YLL B.2: Which of the activities aimed at developing listening and

speaking skills of young learners, are present in the examined
context?

B.3: What factors, if any, constrain the use of activities aimed at
developing listening and speaking skills of young learners in the
examined context?

C. Group work C.1: How frequently is group work used in the examined context?

C.2: What factors influence the frequency of group work
implementation in the examined context?

D. Learning D.1: What are the young learners’ perceptions of their EFL lessons?
experiences D.2: Do specific listening and speaking activities have any impact on
the learners’ involvement in the lesson?

D.3: Does the implementation of listening and speaking activities
through group work have any impact on the learners’

involvement in the lesson?

These questions aim to address the complexity of the teaching-learning process in
language classrooms in the urban Chilean context and thus attempt to fill the gap in

existing knowledge, based on learning outcomes in TEYL in primary education.

! Examined context will be understood as the urban Chilean EFL classrooms of young language learners.

7
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1.3  Research Context

This research project has been developed in the context of language teaching in urban
classes of YLL in Chile. The aim of this section is to introduce the role of EFL in Chile.
I start by briefly describing the Chilean educational system, which provides necessary

information to better understand the introduction of EFL into the National Curriculum.

1.3.1 The Chilean education system

The Chilean education system is considered one of the most segregated in the world
(Valenzuela et al. 2013; Committee of the Right of the Child 2015), and participation in
the private schooling system is one of the highest among the OECD countries

(Valenzuela et al. 2013; British Council 2015b).

This is mainly due to the market-oriented educational reforms established in the country
during the Pinochet dictatorship (1973-1989) (Santiago et al. 2013). The main aspect of
these reforms was to transfer the administration of schools from the MoE to the
Municipalities, while opening the public education system to the private sector.
“Established after 1980, subsidised schools are privately run and are recognised for
‘their cooperation with the State's role in education’. They are primarily funded by the
State and secondarily by the possibility of making charges to families” (Almonacid
2004:168). Since the dictatorship, the democratic governments have not structurally

reversed this situation, making only superficial changes.

This scenario has left the country with three administrative entities for primary

education (adapted from Santiago et al. 2013, p.15):
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1. Municipal schools: public schools administered by the respective municipalities,

generally with no entry requirements for pupils.

2. Subsidised schools: schools administered by private non-profit or for-profit
organisations that receive a public subsidy per student of the same amount as

municipal schools, but have the possibility to charge entry and monthly fees.

3. Private schools: schools administered by private non-profit or for-profit
organisations that do not receive public subsidies. They tend to have entry
requirements based on academic achievements by the pupils and the financial

circumstances of the parents.

According to the MoE (Centro de Estudios 2013), in 2013 53.6% of students were
enrolled in subsidised schools, and only 37.4% in the municipal system. In fact, the
number of students attending municipal schools has “steadily decreased in the last 20

years” (Santiago et al. 2013, p.16).

Subsidised and private schools advertise their institutions, offering high standards of
education quality. This situation has created a sense of correlation between the amount
paid and the quality of education you obtain. A good example of this can be ascertained
from the results of the System of Measurement of Quality of Education (SIMCE). This
test was created in the 80s to ‘“contribute to improving the quality and equity of
education, reporting on the achievements of student learning in different areas of the
national curriculum, and relating them to the school and social context in which they
learn” (http://www.agenciaeducacion.cl/simce/que-es-el-simce/). Every year SIMCE
results have shown that students in paid schools outperformed those in municipal
schools (Montecinos et al. 2010, p.489). Consequently, SIMCE is used by schools as a

marketing strategy to attract students and their families.
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This segregated system based on family income has created a crisis in the educational
system, in which education is understood as a commodity and not as a right. This has
caused deep social discontent. The first national demonstrations began with secondary
students in 2006, followed by the greatest student protest demanding quality and free
education in 2011. Currently, in 2015, students and teachers continue to demonstrate for

quality and equity of education in Chile.

The dictatorship reforms also affected teacher status in the eyes of Chilean society.
These reforms compromised teacher education by downgrading the professional
training from a university degree to a technical certification. Professional institutes that
provided this certification had minimal academic entry requirements. After the Pinochet
regime, teacher education returned to being a university qualification, but its academic
entry requirements were still low. During the 2000s, scholarships were offered to high-
achievers to enrol in teacher education programmes. Despite all these measures, Chilean
teachers’ status remains compromised. Bellei & Valenzuela (2010, p.258) provide a
critical summary of the current situation:

“[...] in our country teaching is a discredited profession. With an

increasing number of low quality universities and teacher training

programmes, in which most of the students are low-achievers at school,

with the lowest salaries among Chilean professionals, with in-service

teachers perceiving that their work is not respected by the governmental
authorities, and an extremely low social recognition.”

Given this context, the different governments after the dictatorship have attempted to
bridge the gap of quality and equity in education, with scarce improvements (e.g.
Committee of the Right of the Child 2015). One of the issues that have been considered

to contribute to bridge this gap is the development of English skills.
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1.3.2 English language teaching in Chile

Chile, as many other countries in the Americas, has developed programmes of language
teaching in primary and secondary education. Many resources have been invested in

developing English language skills at school level since the 2000s.

In terms of resources and materials, the MoE provides each student attending municipal
and subsidised schools with course books for their English lesson, designed and adapted
by publishing houses to the Chilean National Syllabus. It sets the overarching objectives
that should be covered during the year, mainly oriented to developing communication
skills. The National Syllabus has been developed based on “the Communicative
Approach as well as some complementary lineaments from the Natural Approach,
Cooperative Language Learning, Content-Based Instruction and Task-based Language
Teaching” (Ministerio de Educacion 2012b, p.1). It is consistent with the international
standards of the Common European Framework of Reference for Languages (CEFR
hereafter) because of the “series of clear and flexible descriptions of achievements in
English, which are a great contribution when establishing the language learning
objectives” (Ministerio de Educacion 2012b, p.6). A syllabus for each year from
primary to secondary has been developed by the MoE; however, schools have the right
to create their own syllabi. Table 1.1 shows the National English Level Standards

established by the MoE.

Table 1.1: National English Level Standards

LEVELS CEFR ALTE Level
Primary education 5™ — 8" Grade A2 Level 1
Secondary education 1% — 4™ Grade Bl Level 2
In-service teachers B2 Level 3
New standard for initial teacher Cl Level 4
education

(Source: MoE website and British Council 2015)

11
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The MoE has devised a plan of action to fulfil these requirements. In 2003 it created the

English Opens Doors Programme (EODP hereafter) to encourage English learning and

teaching in the municipal and subsidised system. In 2012, the EODP created a Pre-

service Teacher Education Department which works together with the Universities with

EFL pre-service teacher education programmes, and with the collaboration of the

British Council and US Embassy (Ministerio de Educacion 2015b).

Table 1.2 Summary of the EODP programmes to support EFL in Chile

Pre-service Teacher

. In service Teachers Students
Education
Scholarships English Proficiency - English Contests
One semester abroad for Certification - Spelling Bee (5™ and 6™
Pre-service teachers. Diagnostic Assessment Grade)

- Seminars
About ELT pre-service
teacher education, with the
participation of
international experts as
Head of Department and
academics in pre-service
teacher education
programmes.
- Workshops and Consultancy

in Regions
Workshops for academics
Consultancy for Heads of
pre-service teacher
education department

Network of Educators of

Teachers of English
Formed by Heads of pre-
service teacher education
departments and academics
of the English language
teaching programmes in
Chile.

International Certification

Courses
Onsite English courses
Online English courses
Diploma in ELT

Methodology Workshops,
with the participations of
national and international
experts
Support from English-
speaking volunteers in the
classroom
Training meetings with
teachers teaching English at
rural schools

Use of "It's my turn"

Network of Teachers of
English

Oral Presentations (7" and
8" Grades)

Debates (1% to 4™ Grade
secondary)

English Camps
Winter Holidays

Summer holidays

Online English Courses

(Source: Ministerio de Educacion 2015b)

Among other things, this programme supports primary and secondary school teachers

by providing training to improve their language skills, as well as teaching

methodologies and strategies. According to the MoE (Ministerio de Educacion 2015b),
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in 2013 there were 8,709 school teachers teaching EFL. Table 1.3 shows a summary of

the qualifications of the teachers working in the school system.

Table 1.3: Summary of teachers teaching EFL in Chile in 2013

% N
Primary teachers with EFL training 13% 1,090
EFL teachers with training in secondary education 68% 5,906
Other professional qualification with English language skills 5% 461
Other professional qualification with no English language skills 10% 855
No qualification 3% 264

(Source: Ministerio de Educacion 2015b)

Most of the teachers working at schools are EFL specialists; however, almost a fifth has
no EFL training. Therefore, the EODP role is crucial for supporting these professionals.
From 2012 to 2014 over five thousand teachers voluntarily took the Cambridge
Preliminary Test, and from these over a thousand obtained the First Certificate in
English (Cambridge ESOL certification). In addition, 560 teachers took Diplomas in

ELT for primary education between 2007 and 2014.

In 2010, for the first time the MoE assessed all 3" Grade secondary students (around 16
years old) in the country through SIMCE in English®, which has taken place every two
years since then. The 2014 results showed that, out of a maximum of 100 points, the
average score was 51. Only 24.5% of the students attained in A1 or B2 in the CEFR;
and of these students, only 1.5% belonged to the low socio-economic group and 7.2% to

the medium-low socio-economic group (Agencia de Calidad de la Educacion 2015).

In April 2015, the MoE launched a plan called Strengthening English Teaching-

Learning in Public Education 2015 (FEP Inglés in Spanish). This plan involves a pilot

% In 2010 the test used for SIMCE in English was TOEIC Bridge, a standardised test that measured only
reading and listening skills. The 2012 and 2014 version of the test was created by Cambridge ESOL
examinations (Agencia de Calidad de la Educacion 2014).

13
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programme with 300 schools (Fig 1.1) nationwide. There are two main strands:
Continuous Professional Development and Support of the Teaching-Learning Process

mside and outside the classroom.

Figure 1.1: Strengthening English Teaching-Learning in Public Education 2015

Plan for supporting Teaching-Learning Process
(inside and outside the classroom)

Plan for Continous Professional Development

Strand 1 Strand 2 Strand 3 Strand 4 Strand 5 Strand 6

Curricular Extra-curricular
appropriation and support plan, through
Sl

Diagnostic evaluat Plan to update Plan to create

of teachers' leve Te S’ networks of teachers
English N y. of English S from English- activ nd online
1% graders secondary. speaking volunteers courses for students.
Online and on site
English courses.

(Source: Ministerio de Educacion 2015b)

This plan involves the work of international scholars and networks of teachers of
English. The innovative approach involving joint work between teachers and academics
allows the inclusion of local expertise, changing the way policy has been implemented

so far.

Recently, the British Council (2015b) published a report entitled English in Chile. It
gathered data by conducting an online survey, in which two sample groups participated:
members of the general Chilean population and employers. Similarly, interviews were
conducted with different actors, such as governmental officers, human resource and
recruitment professionals, and English language learners at undergraduate level. Some

of the key findings from this report are:
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e There is a general positive correlation between English language ability
and education attainment, private schooling and household income.

e Academic requirements are the strongest catalyst for English learning:
the most common reasons for learning English are that it was mandatory
in secondary school (61%) or primary school (43%) or that it was
necessary for university (33%).

e Chilean students who are confident in their English writing, reading and
speaking skills attribute this to self-motivation and personal language
practice.

e The largest barriers to learning English are cost and a lack of access to
government-funded programmes.

e The majority of non-learners (82%) would study English to improve
their employment prospects, and both learners and non-learners tend to
view English as a tool for greater employability.

e English learners feel that the biggest value of English is in being able to
communicate with more people.

o Almost a third (30%) of the employers surveyed offered English
language training opportunities for employees. Chilean employers
largely feel that English is essential for management-level staff, and 48
per cent feel that it is an essential skill in general.

(British Council 2015b, p.8)

The British Council also identified that some of the factors limiting English language
learning are shortage of qualified teachers, income inequality, limited exposure to

English, and negative attitude and low motivation.

Even though the EODP is an example of efforts to improve the language skills of their
primary and secondary students (British Council 2015b), little has been done to explore

and investigate what happens in the Chilean EFL classroom.
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1.4  Organisation of the thesis

This thesis consists of five parts, organised in ten chapters. This Part I (Chapter 1) has
outlined the rationale and research objectives, and described the investigated context.
Part II reviews the literature on young language learners (Chapter 2); large classes
(Chapter 3); group work (Chapter 4); and TEYL in urban contexts in Chile (Chapter 5).
Part III (Chapter 6) presents the design of this research project, referring to its
participants and the different processes and instruments of data collection. Part IV
outlines the data analysis process (Chapter 7), and displays the findings (Chapter 8).
Part V discusses these results (Chapter 9), and Chapter 10 summarises this
investigation, outlines its limitation and strengths, suggests implications for research,

policy and practice, and provides concluding remarks.
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It will be recalled from 1.2 that this research project aims to identify the factors
involved in the language classroom of young learners in Chile, and the way they affect
the teaching-learning process. In the following five chapters, I review theoretical
literature on children learning language, large classes, group work in the EFL
classroom, and EFL in the Chilean primary curriculum. More specifically, in Chapter 2,
I present characteristics of young language learners and discuss their role in the learning
process. In Chapter 3, I review the challenges and opportunities for language learning in
large classes. In Chapter 4, I provide a definition and the advantages of group work, as a
suggested strategy to deal with large classes. Finally, in Chapter 5, I review the
language policy in Chile for primary education, as well as identifying the most relevant

issues about teaching EFL for young learners in urban Chile.
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Chapter 2: Young Language Learners

2.1 Introduction and structure of chapter

Developing listening and speaking skills has been suggested as a starting point to
improve the motivation for learning EFL from an early age (e.g. Halliwell 1992).
During the last couple of decades a tendency has emerged which involves including
foreign language learning as part of the early primary curriculum. However, just
recently, some interest has been shown in exploring young language learners’

classrooms and perspectives in this regard.

This section reviews the current literature on children learning languages. Firstly, I start
by defining young language learners (2.2), and describing their developmental
characteristics and their role as social actors (2.2.1 and 2.2.2). Secondly, I identify the
most relevant issues about research on and with young language learners of English
(2.2.3) and the relevance of their voice as part of classroom research (2.2.3.1). Thirdly, I
introduce a detailed review of the literature and research on the development of
listening and speaking skills of young language learners (2.3) and the activities
suggested for this purpose (2.3.1). Then I review the methodological considerations and
present the implications for the current research project study (2.4). Finally, in 2.5, I

summarise the main issues discussed in the chapter.
2.2 Definition of Young Language Learners

Young Language Learners (YLL hereafter) will be understood in this research project as
those from 5 to 11 years old. Children of this age are developing their language and

cognitive skills. A case will be made below as to why they need to be considered as a
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particular group of learners, especially because their learning experiences and
motivations are different from adults and teenagers (Nikolov 1999b; Moon 2005b;

Pinter 2011; Sevik 2012).

The following sections (2.2.1, 2.2.2 and 2.2.3) describe their specific characteristics as
language learners in regards to their cognitive and social growth, as well as their role in

their own learning process.

2.2.1 Young Language Learners’ developmental and social characteristics

From a developmental perspective, YLL are in a state of change. They are developing
cognitively, building up their first language skills, and are in the process of acquiring
social and conversational skills from the world around them (Piaget 1929; Loyd 1990;

Wood 1998; Berk 2005).

YLL are continuously learning about the world through social interaction. From their
experiences before school, children seem to have developed communicational skills for
familiar contexts; however, the classroom environment and the teacher should enable
them to develop new skills through interaction with other adults and peers (Vygotsky
1978). As their cognitive skills are growing and changing, at the beginning of their
school experience their attention span tends to be very short, around fifteen minutes,
and they are prone to be easily distracted (McKay 2006). Later, as they are in contact
with more stimuli, they tend to adapt and become able to focus their attention for a
longer period of time, organising and classifying the information they receive (Wood

1998; Pinter 2011).

During this period, children are still developing their mother tongue. Therefore, they

give the impression of not being able to reflect on or compare their own language with a
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new one. Furthermore, at the beginning, they seem to be still discovering the school-
classroom context, and the interactional-conversational skills it requires (Clark 1990;
McKay 2006; Lightbown & Spada 2013). Additionally, it has been suggested that the
strategies children tend to use to discover and decode their first language could be
useful for learning a foreign language, if they are guided to the new language through a

focus on meaning and engagement (Wood 1998; Pinter 2006).

The above description about YLLs features has been validated by scholars through
research in EFL or ESL (e.g. Cameron 2001; Moon 2005a). From a developmental
perspective, children follow a set of stages of incomplete competence until adulthood.
Therefore, they are more likely to be considered passive objects in social interactions,
leaving little room for taking into account their perspectives on their own learning and
life experiences (Woodhead & Faulkner 2008; Pinter 2014). The following section
addresses a perspective that challenges the idea of YLLs as “incomplete beings” and

understands their role as active in the learning process.

2.2.2 YLLs as social actors

In the last decade a new standpoint has emerged from sociology, New Sociology of
Childhood. 1t defines children as social actors, who are able to contribute to portraying
their everyday life and understandings (James et al. 1998). James et al. (1998) refer to
children as social actors “conceiving the child as a person, a status, a course of action, a
set of needs, rights and differences” (ibid: p.207). They also describe the child as a
socially constructed part of “the local rather than global phenomenon, with a tendency

to be extremely particularistic” (ibid: p.214).

Supporters of this approach argue that children are capable of providing useful and

reliable insights into their own lives, as well as being resourceful and knowledgeable,
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especially concerning their own experiences (Christensen & Prout 2002; Christensen &

James 2008; Mayall 2008).

Following this approach to researching with children, some points relevant to the
current research project have been made. Firstly, this approach should be considered as
a standpoint which complements developmental perspectives. According to Woodhead
& Faulkner (2008), considering children as social actors and active participants does not
mean that their developmental features should be ignored. The authors suggest looking
beyond the dichotomies and embracing the idea that “children are ‘becoming’ at the
same time they are ‘beings’” (ibid: p.35). Secondly, it is necessary to create instruments
that allow researchers to involve children. In her paper regarding hearing children’s
voices in policy matters, Roberts (2003) argues that mechanisms need to be devised in
order to be able to learn from successful experiences, and effectively involve children

and young people in the policy making process (ibid: p.34).

The following section identifies research carried out in the field of YLL, determines the
benefits for YLLs when learning EFL, and explores the advantages of considering

YLLs voice as part of language classroom research.
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2.2.3 Research and Young Language Learners of English

The last few decades have seen a definite increase in the number of countries that have
incorporated EFL in their Primary Education compulsory curriculum. In the Survey of
Policy and Practice in Primary English Language Teaching Worldwide, Rixon (2013)
addresses this rapid expansion as “a process which has continued without a saturation
point yet being approached, or, as this survey reveals, a satisfactory state of affairs
being arrived at in all contexts regarding quality of provision or levels of attainment”
(ibid: p.4). For this survey the British Council contacted its local offices or significant
professional associations in the area of TEYL in 64 countries. According to it, by 2013
a fourth of the countries in Latin America had introduced TEYL as part of their official
curriculum, with an average starting age of 6 years old. In a review regarding the
practices in TEYL, Garton et al. (2011) surveyed teachers in 144 countries, contacted by
regional British Council offices and researchers’ professional contacts, and observed
classes in five continents. They found that teachers rate national curricula as useful
when planning their lessons, showing that governments and policy makers have a great

impact on the way EFL is taught.

For some researchers, however, it seems that the inclusion of EFL from an early age is
based on ‘anecdotal evidence’ regarding age and foreign language learning. In this
regard, Marinova-Todd et al. (2000) claim that the supposed effectiveness and
expectations about early foreign language learning are actual misconceptions or not
realistic. In particular, in regards to the existence of a critical period in second/foreign
language learning, they assert that older learners are able to efficiently learn a foreign
language; thus, children’s ‘biological readiness’ should not be the reason for

introducing it from an early age (ibid: p.10).
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Nevertheless, there are other factors, apart from biological readiness, that would support
the introduction of foreign language to young learners. The main elements are that
TEYL encourages motivation (Pinter 2006; Drew & Hasselgren 2008), expands
intercultural experiences (Pinter 2006), and enhances the use of the language in action

(Ellis & Heimbach 1997; Cameron 2001; Cameron 2003; Moon 2005a; Lang 2009).

Furthermore, TEYL is also supported by the characteristics of young learners’ cognitive
and social development, which, according to a developmental perspective, would aid in
learning a foreign language. Firstly, research findings suggest that children possess the
ability to construct meaning from the context even when they do not understand each
word individually. In studies focusing on children’s understanding of stories in a foreign
language, Medina (1990), Kolsawalla (1999) and Pefiate and Bazo (2001) showed that
YLL were able to follow stories when these were supported by gestures, rhythmic
phrases and repetitions. Moreover, some researchers (Halliwell 1992; Cameron 2001;
Lang 2009) argue that this ability to make sense of sounds is derived from children’s

acquisition of their mother tongue.

Secondly, children’s learning of a foreign language will depend on their opportunities to
experience the language. For example, Brewster, Ellis and Girard (2002), Moon
(2005a), Linse (2005), Pinter (2006) and Akikan & Taraf (2010) agree that children
learning a foreign language benefit from the input through interaction, where they are
involved in language use, and where learning is implicit. Ellis and Heimbach (1997)
carried out an experiment about meaning negotiation on young children's vocabulary
acquisition in a second language, finding that negotiation aided comprehension. In
another related instance, Monsalve and Correal (2006) found in Colombia that the
possibility of relying on previous knowledge, as well as exploring imaginary worlds,

were key elements for children bonding with a foreign language. Thus, the more
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possibilities children have of being exposed to the language in a meaningful context, as
well as to using it for a specific purpose, the more effective the learning process

becomes.

This last point is closely connected to classroom experiences in EFL. The creation of an
appropriate learning environment for EFL seems to be critical in terms of the
effectiveness of an early start, particularly with regards to exposure and motivation.
Carmen Mufioz’s work (2006; 2008; 2011; 2014a) provides interesting insights,
particularly regarding the opportunities children have to experience the target language
in a foreign language context. The researcher and her team were in charge of the
Barcelona Age Factor (BAF) project, which was a longitudinal project carried out with
Catalan-Spanish speakers in Spain. The investigation used different instruments to
measure the levels of attainment of learners starting EFL instruction at schools at the
age of 8 and 11 three times over six years. Mufoz’s (2006) findings suggest that older
learners learn faster and more effectively than early starters, attributing this difference
to the role of cognitive development. The author argues that younger learners take
advantage of implicit learning, which “improves with practice, but occurs slowly and
requires massive amounts of exposure” (ibid: p.33), but which is not the case for formal
foreign language learning. Mufioz asserts that, at school, limited time and input is given
to the foreign language; therefore, children “may not have enough time and exposure to
benefit from the alleged advantages of implicit learning” (Mufoz 2006, p.33).
Furthermore, classroom experiences are also likely to be related to motivation. For
instance, in a longitudinal study on Hungarian students, Nikolov (1999b) found that
children’s motivation for learning EFL was highly dependent on their experience in the

classroom, as well as on their teachers’ personalities.
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Some features have been registered in the literature as expected from competent YLLs
teachers. Firstly, teachers TEYL need to be knowledgeable about children’s learning
and thinking processes (Cameron 2001; 2003; Moon 2005b; Pinter 2006), as well as
pedagogy and appropriate teaching strategies (Harmer 2001; Moon 2005a). Secondly,
they have to have a proficient level of English and be fluent in oral skills (Cameron
2003; Enever & Moon 2009). Cameron (2003) also argues that they have to be qualified
to teach literacy in English, and emphasises the need for adaptive skills, in order to “be
alert in [children’s] responses to tasks, adjusting activities and exploiting language
learning opportunities that arise on the spot” (ibid: p.111). In regards to the learning
environment, scholars agree that YLL teachers need to provide a classroom
environment that makes children feel secure (Nikolov 1999b; Onat-stelma 2005; Stelma
& Onat-Stelma 2010; Lundberg 2006), supports their self-confidence (Nikolov 1999b),
and provides meaningful contexts for language learning (Cameron 1994; Onat-stelma
2005; Lundberg 2006). Stelma & Onat-Stelma (2010) and Lundberg (2006) also point
out that these teachers need to validate children as active “stakeholders” and “effective
contributors” to their own language learning process. Finally, some authors (Scott &
Ytreberg 1990; Yildrim & Dogan 2010; Biiyiikyavuz 2013) have mentioned some
personality features, such as being patient, caring, and able to mime, act, sing and draw,

as part of the professional competences expected from YLLs teachers.

For children to take advantage of foreign language teaching, different strategies and
techniques have been suggested as appropriate for their cognitive development. Brumfit
et al. (1991), Brewster et al. (2002), Cameron (2003) and Moon (2005b) point out that
competent YLL teachers, age-appropriate methodology and curricula, as well as

sufficient hours of exposure to the language, are crucial elements in TEYL.
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Nevertheless, not much has been said in regards to the role YLLs play as active

participants in their own language learning process.

2.2.3.1. YLLs’ voice as part of language classroom research

Within applied linguistics and the field of language learning, there are very few studies
to date that have been carried out with children, and which acknowledge children as
active participants (Pinter 2014). According to Pinter (2014), incorporating children as
agents in research is beneficial for all parties involved, as it challenges the adult-centred
knowledge structure, and may contribute new questions and perspectives about the

language learning process.

Considering this, alternative ways to approach data collection and involve children in
research have been developed. Group interviews, focus groups (Yanez & Coyle 2011;
Pinter & Zandian 2012; Pinter & Zandian 2014; Sayer & Ban 2014) and surveys
(Yildrim & Dogan 2010) are frequently used in researching with children. The data
collection processes have focused on challenging the power gap in adult-child
interaction. In their article about a group interview with children carried out in
Cameroon, Kuchah & Pinter (2012) showed that, by breaking the traditional power
relations between children and the adult, YLLs were able to challenge the adults’
perspective on the features of “good teaching”, thus modifying the research project

(Kuchah & Pinter 2012).

Other methods, such as metaphor analysis or exploration of narratives, have also been
successfully used for revealing overlooked aspects of language learning. In their work
on learning motivation among Chinese primary learners aged 7 to 9, Jin et al. (2014,
p.291) used metaphor elicitation by “using some games with picture cards, coloured

cards, or role playing to encourage the children’s imagination for metaphor creation”. In
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these group or individual conversations, children were prompted with examples from
their family life and encouraged to say whatever they wanted. According to Jin et al.
“this method appears to be more revealing than a standard interview format” (ibid:
p-296) for providing access to information regarding underlying motivational elements
of EFL. Besser & Chik (2014) explore the identity narratives of Hong Kong primary-
school children (aged 10-12) through photo—elicitation. Children used disposable
cameras to take photos of opportunities for learning English. The photos collected were
discussed in groups “giving insights into the participants’ English identities” (ibid:
p.302) and bringing the relevance of cultural values into YLLs’ English learning

experiences.

Finally, in a study carried out by Turek (2013), the participatory role of YLLs
contributed to the design of a research instrument. A drawing task was designed by the
researcher to be presented to children. YLLs’ contributions and comments on the
instructions made these tasks “child-friendly” (ibid: p.38), validating the data collection
instrument and making findings more reliable. The findings presented here could not

have been unveiled through traditional methods.

In the previous sections, I have defined and described YLL. I have also pointed out the
relevance of children’s role in their own learning process. In the following section I
focus in detail on the activities suggested in the literature for developing listening and

speaking skills in the classroom.
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2.3 TEYL: Developing listening and speaking skills

Listening seems to be one of the first skills to be developed in YLLs, mainly because
they encounter the new language and interact with it through audition, with the teacher
as the main source of input (Cameron 2001; Medina 2002; Moon 2005b; Pinter 2006).
Moreover, according to Linse (2005) and Cakirgu (2004), listening skills development

is also helpful for building up literary skills later on.

From research, some techniques and strategies have been suggested as effective for
developing listening skills of YLLs. For instance, in a quasi-experiment on using digital
stories for developing listening comprehension in TEYL, Ramirez and Alonso (2007)
found that, through digital stories, children were able to focus their total attention on
stories, as they could play them as many times as they needed in order to enhance their
listening comprehension. Similarly, Goh and Taib (2006) found that metacognitive

instruction increased YLL confidence when completing listening tasks.

Speaking is generally considered a consequence of listening skills. It needs, however,
much more support in order to be developed, rather than just comprehensible input
(Cameron 2001) and interaction. For instance, Shintani (2011) carried out an
experiment comparing the effects of input-based and output-based instruction on the
acquisition of vocabulary of EFL YLLs in Japan. Her findings suggest that learners in
the input-based instruction group outperformed the output-based instruction group in
both comprehension and production tasks, despite having had less opportunities for
production. In this regard, scholars (Cakir 2004; Monsalve & Correal 2006; Gordon
2007) suggest three key elements are necessary for children to be able to speak a foreign
language: guidance, modelling and meaningful contexts. This means that teachers need

to be clear on what is expected from YLLs, in order to guide and support them to
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express themselves orally. Similarly, teachers should provide simple language for
children to imitate within a purposeful and meaningful context (Broughton et al. 1980;
Bourke 2006; Pinter 2006). In her report on how actual structures of a task determine
the way YLLs interact, Pinter (1999) identified that children repeated phrases they feel
comfortable with. These findings refer to situations that are familiar to children’s real-

life environments (Nunan 2011).

Thus, even when these skills effectively respond to children’s cognitive development,
with literacy skills still in progress, YLLs need guidance to achieve them successfully.
The literature on TEYL suggests approaches, techniques, and strategies to support

YLLs in their listening and speaking skills development.

2.3.1 Activities for developing listening and speaking skills

Literature regarding TEYL offers a series of strategies and activities to develop these
primary language skills in children. Garton et al.’s (2011) investigation of TEYL global
practices showed that teachers used a wide variety of activities in their classes,
including listening to a tape-recorder/CD, reading aloud, playing games and singing
popular songs. These are consistent with the literature in TEYL, and the focus given to a
meaningful context for language usage. A summary of the activities most commonly
mentioned in the literature as effective for developing listening and speaking skills can

be found in Table 2.1.
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Table 2.1: List of the activities commonly mentioned as effective for developing YLL

listening and speaking skills

Activity Type

Activity Description

Pre-while-post
listening approach

Pre-listening to introduce schematic knowledge. While-listening (gist; 2nd listening:
more detailed; 3rd listening: True-False statements). Post listening: inferring
vocabulary or expressions from the context (Hedge 2000; Medina 2002; Yuliana
2003; Lynch 2009) and reflection on the listening experience (Goh & Taib 2006).

Short responses

Identifying exercises (listening for details), tick off items, T/F statements, listening
to a description and identifying objects among the pictures, listening for mistakes
(Scott & Ytreberg 1990; Ur 1999; Gabrielatos 1998).

Listen to a description and identify the mistake in the pictures (Scott & Ytreberg
1990; Halliwell 1992).

Interviews and
questionnaires

Create questionnaires (Scott & Ytreberg 1990) .

Likes-dislikes chart. In your class who..? Go around asking questions to find out
about other students. Identikit. Based on info given ask question and complete the
chart (Nixon & Tomlison 2001).

Total
Physical
Response
Listen
and Do

Obeying instructions, actions; responding to sounds, put up hands (Scott 1980; Scott
& Ytreberg 1990; Gerngross & Puchta 1994; Brewster et al. 2002; Cakir 2004;
Linse 2005; Pinter 2006; Gordon 2007; Homolova 2010; Nunan 201 1; Cakir 2014)

No overt response: body language to see if they are following (Ur 1996). Yes/No
cards (Linse 2005)

Colours: cards+numbers+stand up (Delamain & Spring 2003)

Arrange

Listening and putting elements (pictures, sentences, vocabulary, etc.) in order (Scott
& Ytreberg 1990; Brewster et al. 2002; Yuliana 2003; Cakir 2004; Shintani 2012)

Draw or
Colour

Describing an object in pairs following instructions (Halliwell 1992; Cakir 2004) .

Following instruction, finding the appropriate number (Scott & Ytreberg 1990;
Brewster et al. 2002; Linse 2005; Pinter 2006)

Role play

Playing different roles such as in a shop or cafe (Scott & Ytreberg 1990; Grugeon et
al. 2001; Kim & Kellogg 2007)

Finger plays (Linse 2005)

Dialogues (Broughton et al. 1980; Scott & Ytreberg 1990; Brewster et al. 2002;
Linse 2005)

Rhymes, songs,
chants

Listening and repeat rhymes and songs. Presenting the song activating previous
knowledge and prediction on the topic, taking turns to sing sections involving
children in singing along (Broughton et al. 1980; Scott & Ytreberg 1990; Medina &
Hills 1990; Halliwell 1992; Fonseca Mora 2000; Yuliana 2003; Brewster et al.
2002; Cakir 2004; Forster 2006; Linse 2006; Homolova 2010; Nunan 2011; Coyle
& Gomez Gracia 2014)

Mini-musical (Medina 2002; Yuliana 2003)

Games

What'’s the time Mr Wolf?, memory game, hide and seek, musical chairs, freeze
(Broughton et al. 1980; Rixon 1991; Halliwell 1992; Brewster et al. 2002; Yuliana
2003; Cakir 2004; Linse 2005; Bourke 2006; Moon 2005a; Tomlinson & Masuhara
2009).

Storytelling

Listening to stories and the make up together. Listening to stories and miming them
(Scott & Ytreberg 1990; Cameron 1994; Kolsawalla 1999; Brewster et al. 2002;
Linse 2005; Nunan 2011; Ellis & Brewster 2014).

Matching phrases and pictures. Guessing, cards + going to. Grasp the key info
(Halliwell 1992; Delamain & Spring 2003).

Telling students a fable and asking them to identify the moral of the story. Giving
different written fables to different groups. Discussing the understanding in groups.
Writing vocabulary on the board. Reorganising the groups with students reading and
reporting on what they have read. Drawing (Shamim et al. 2007).
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Scholars generally agree on the characteristics of the learning environment and the

techniques that would facilitate children’s learning of EFL. Interestingly, these

strategies can be summarised into five main ones: storytelling, games, songs, role play,

and listen and do activities. According to the literature, these five respond to children’s

developmental stages and familiar world; thus, they would facilitate foreign language

learning. A summary of their benefits for TEYL is presented in Table 2.2.

Table 2.2: Summary of TEYL Strategies and their Benefits

Methodological technique

Benefits for TEYL

Storytelling

They provide exposure to the language with great focus on meaning,
creating a real use of the target language and implicit learning (Medina
& Hills 1990; Halliwell 1992; Gerngross & Puchta 1994; Kolsawalla
1999; Brewster et al. 2002; Cakir 2004; Lang 2009; Pinter 2006; Nunan
2011; Ellis & Brewster 2014).

Games

They are purposeful and familiar activities for children, which provide a
meaningful and comfortable environment for the target language use
(Rixon 1991; Halliwell 1992; Brewster et al. 2002; Cakir 2004; Linse
2005; Mourao 2014; Moon 2005a; Tomlinson & Masuhara 2009).

Songs

They are enjoyable listening practice in which repetition makes input
salient entertainment (Scott & Ytreberg 1990; Medina & Hills 1990;
Halliwell 1992; Brewster et al. 2002; Homolova 2010; Nunan 2011;
Cakir 2014; Coyle & Gomez Gracia 2014).

They give children the opportunity to join in when they feel comfortable
to do so. In this safe environment they reproduce chunks of language as
part of their routine, communicating meaning (Scott & Ytreberg 1990;
Rixon 1991; Medina 2002; Yuliana 2003; Cakir 2014).

Role play

It enhances children’s motivation to imitate and to pretend. It gives them
the opportunity to follow a pattern of language use, with enough support
to practice it, to later be varied into spontaneous use (Scott & Ytreberg
1990; Cameron 2001; Linse 2005; Pinter 2006; Kim & Kellogg 2007).

Listen and Do activities

Children know the world and therefore learn by interacting with it. Their
involvement in actions such as drawing, moving around, ordering, etc.
allow them to experience the language in a meaningful and purposeful
way (Halliwell 1992; Brewster et al. 2002; Cakir 2004; Linse 2005;
Pinter 2006; Gordon 2007; Homolova 2010; Nunan 2011; Pinter 2011).
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2.4 Methodological considerations and implications

As evidenced from the above reviews (2.3), there have been a number of SLA and

language learning studies in which young learners “listening” and “speaking” skills

development and “vocabulary” learning, as well as “attitudes” and “perceptions”, were

relevant themes. Table 2.3 below provides a concise overview on the focus, type,

context and participants of the studies reviewed. The main design features and findings

of these studies can be found in the Appendices (CD).

Table 2.3: Focus, type, context and participants of studies reviewed

Study Focus Type of Study Context’ Participants
Vocabulary / Children in 2™
1. | Medina, S. L. 1990. ocabwiary Experimental US, EAL grade elementary
Listening
school.
Carpenter, K., N. Fuji, . . Children aged 5-
2. and H. Kataoka. 1995, Speaking Experimental JFL 10.
Ellis, R., and R. . Kindergarten
3. Heimbach. 1997. Vocabulary | Experimental Japan, ESL children.
4. | Kolsawalla, H. 1999, Vocabulary | £25¢ study - UK, EAL Children aged 5-6.
experiment
. . Children aged 6-
5. | Nikolov, M. 1999a Attitudes Ethnography Hungary, EFL 145 perspectives
Children aged 6 to
6. | Nikolov, M. 1999b. Speaking Observational Hungary, EFL 14, from 1¥ to 8"
grade.
7. | Pinter, A. 1999. Speaking Experimental Hungary, EFL Children aged 10.
8 Rea-Dickins, P., and S. Perspectives | Surve Worldwide, mainly ;Fezi(}:l};ir;;;ir
* | Rixon. 1999. P Y Europe, EFL. :
primary.
Peiiate, M., and P. Bazo. R Quasi- . 4™ grade, primary
i 2001. Listening experimental Spain, EFL. school children
10.| Carless, D. 2002. Speaking Observational Hong Kong, EFL E;Izileg}is;udents
. . 12-year-old
11. Kiss, C. & Nokolov, M. Attitude Atqtude Test Hungary, EFL children, primary
2005. design
schools.
Goh, C., and Y. S . . Primary students
12. Taib.2006. Listening Experimental Singapore, ESL aged 11- 12.
13.| Lundberg, G. 2006. Llsten}ng / Action research Sweden, EFL. In-service
Speaking Teachers.
Monsalve. S., and A. . . Children aged 8-
14. Correal. 2006 Speaking Case-study Colombia, EFL 10.
Listening
~ Speaking o . Learners aged 8,
15.| Muiioz, C. 2006 Reading Longitudinal Spain, EFL 11, 14 and over 18.
Writing

ESL — English as a second language; EFL — English as a foreign language; EAL — English as an
additional language; JFL — Japanese as a foreign language.
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16.| Butler, Y. 2007 Listening Experiment Korea, EFL Grade 6 students.
Kim, Y & Kellogg, D. . Discourse 6" Year and 5"
17. 2007. Speaking analysis Korea, EFL Year children.
18.| Llinares Garcia, C. 2007 | Speaking Experiment Spain, EFL. Children aged 5,
pre-school.
Ramirez, D., and 1. . . Quasi- . .
19. Alonso. 2007. Listening Experimental Spain, EFL. Children aged 6.
20. Szulc-kuspaska, M. Speakl.ng / Observational Poland, EFL. Pre-service
2007. Listening teachers.
21.| Ali, M. F. 2008. Listening Experimental Saudi Arabia, ESL. | Children aged 10.
Mihaljevi¢ Djigunovic¢, . h
. . . Ex Post Facto Croatia and 8" Graders,
22. ;ZmNékOlOV’ M. & Otto, L. | Listening study Hungary, EFL students aged 14.
Shak, J. & Gardner, S. . Intervention, . Children aged 9-
23. 2008. Attitudes mixed methods Brunei, ESL. 1.
24.| Tellier, M. 2008. Vocabulary | Experimental France, EFL. Children aged 4-5
" . . Comparative . Learners from 1-8
25.| Djigunovic, J. 2009. Attitude longitudinal Croatia, EFL. Grade.
. Listening / . Primary students
26.| Lang, K. 2009. Speaking Review EFL aged 6.14.
. o Children aged 10-
27.| Nagy, K. 2009. Attitudes Longitudinal Hungary, EFL 11, grade 4 and 5.
28. ?J;l(;an’ A & Taraf, H. g?;ﬂ;;lirY/ Experimental Turkey, EFL 4" Grade pupils.
C . Children (aged 7-
29.| Lefever, S. 2010. Llstenmg / Ex Post Facto Iceland,. no EFL in 8) at Grade 3
Speaking study the curriculum .
primary school.
. Primary education,
30. Shehadeh, A. & Dwaik, Vocabulary Exploratory Palestine, EFL. learners aged 11-
R. 2010. testing
13 years old.
Yildirim, R. & Dogan, . 4™ grade learners,
31. Y. 2010 Perspectives | Survey Turkey, EFL. aged 10-11.
. Attitude / Longitudinal, Croatia and Italy, .
32.| Lopriore, L. 2011. Listening mixed methods EFL Children aged 6-7.
Lopriore, L. & Attitude / o .
33.| Mihaljevié Djigunovié, | Listening/ | -ongitudinal, —f Croatiaand ltaly, | 4000 20ed 6.7,
. mixed methods EFL
J. 2011. Speaking
34.| Shintani, N. 2011. Vocabulary | Experimental Japan, EFL. Children aged 6-8 .
1¥ grade children
35.| Turanyi, Z. 2011. Vocabulary | Observational Hungary, EFL. and their EFL
teacher.
Yaiiez, L. & Coyle, Y. . Focus group / . Children aged 8§,
36. 2011. Perspectives Interviows Spain, ESL/EML NS and NNS.
. . Final year of
37. Pinter, A. & Zandian, §. Perspectives | Interview UK, EAL primary children
2012.
aged 11.
38.| Shintani, N. 2012. Vocabulary | Experimental Japan, EFL. Children aged 6.
. . Metaphor Singapore, Children with
39.| Jin, L et al. 2013 Attitude analysis EAL/Dyslexia dyslexia aged 8-14.
Kuchah, H. & Pinter, A. . . Children aged 10-
40. 2013. Perspectives | Group Interview | Cameroon, EFL 11 year old.
Mihaljevi¢ Djigunovi¢, Attitude / o . Children from
41. J.2013. Listening Longitudinal Croatia, EFL grade 2 to grade 4.
Cross-sectional, Central European .
42.| Turek, A. 2013. Perspectives | largely language school, lel ildren aged 7-
qualitative study | EFL. )
] . Primary-school
Besser, S & Chik, A. . Explorative .
43. 2014 Identity Narratives Hong Kong, EFL (l:lélldren aged 10-
44.| Butler, Y. et al. 2014 Vocabulary | Experiment EFL, Japan lcél ildren aged 4-
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45. Coyle, Y. & Gomez Vocabulary | Experiment EFL, Spain glhelllgérerrllii)gr?\?aff’
Garcia, R. 2014 >
school.
46.| Jin, L et al. 2014. Attitudes Metaphor China, EFL Children aged 7-9,
analysis Y1 and Y3.
47.| Lépez-Gopar, M. 2014, | Attitudes | Conographic =1y EFL Children aged 12.
action research
48.| Mourao, S. 2014. Speaking Observational Portugal, EFL Pre-primary
children.
Oga-Baldwin, W.L.Q. & . . Japan, EFL Children aged 5 to
49. Nakata, Y. 2014. Speaking Observational US, JFL 1
50. Pinter, A. & Zandian, S. Perspectives | Interview UK, EAL Flpal year of
2014. primary aged 11.
51.| Roberts, T. 2014. Speaking Review Worldwide, SLA
Sayer, P. & Ban, R. . . . . Primary school,
52. 2014, Perspectives | Group interview | Mexico, EFL. 10-11 years old.
53.| Yim, S. 2014. Attitude Survey Korea, EFL. Primary school
learners.

It can be observed from Table 2.3 that:

Almost all of the recent studies in young learners were carried out in the
contexts of EFL, either in Europe (28) or in Asia (13), with only a few in the
context of Latin America (3);

A third of studies on young learners took the form of experimental design
(17 out of 51) or observational design (7). From these, only one involved
teachers’ and learners’ perspectives (Turdnyi 2011);

Three studies had a mixed methods design; however, only one of these
involved an intervention project (Shak & Gardner 2008);

The majority of studies were carried out with YLLs as objects of inquiry
(32), with almost a third of those focusing on the children’s perspectives
(12).

From these investigations, only 4 involved children in early primary schools

aged less than 10 years old.
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The present research project differs from the research already conducted on TEYL in

two major respects. These are:

o It aims to research an EFL context which has not been investigated so far, as
it focuses on classrooms in Chile, where young learners learn EFL as part of
their compulsory curriculum in urban schools, and not in private language
institutions;

J It involves young learners— aged 9— and EFL teachers as the main
participants. To date, there have only been few studies which have taken
into account both learners’ and teachers’ perspectives (Turanyi 2011;

Kuchah 2013).
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2.5 Summary

In this chapter I have defined YLLs as a different group or learners with distinct
cognitive and social features (2.2 and 2.2.1). In addition, I have established that children
have an active role in society, and the relevance of their perspective for language
learning research (2.2.3). I have also reviewed the reasons for focusing on developing
listening and speaking skills of YLLs (2.3) and summarised the activities frequently
suggested for encouraging their development (2.3.1). Finally, I have recapped the
research carried out so far in the field of TEYL and the contributions of my research

project to the current literature (2.4).

As presented in Section 2.4, little has been said regarding the implementation of TEYL
activities in large classes. Given the learning environment worldwide, large classes and
the context in which learning takes place needs to be considered in order to take
advantage of an early start. The next chapter focuses on large classes. Specifically, its

definition and research conducted in this area.
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Chapter 3: Large Classes

3.1 Introduction and structure of chapter

Attaining the goal of improving language learner competences through an early start is
likely to prove a difficult task, due to, among other reasons, disregard of the teaching-
learning context. Moreover, EFL tends to be taught as a school subject inside a non-
English-speaking environment, where English is rarely found outside the classroom
(Cameron 2003; McKay 2003; Mufioz 2006; Haggis 2008a; Bailey 2008; Enever &

Moon 2009; Muiioz & Singleton 2011; Quintero Gorzo & Ramirez Contreras 2011).

This chapter focuses on the literature of class size, in particular on large EFL classes. I
start by defining the concept of large classes (3.2) to then focus on the research carried
out in this context (3.2.1). A detailed review of the challenges and opportunities of large
classes is presented in 3.2.1-1 and II. Following these main points, I delineate the
methodological considerations for the current project and their implications. Finally, in

3.4 T summarise the key points discussed in this chapter.
3.2 Definition of Large Classes

The issue of class size has been approached in the literature from different perspectives.
Some scholars (e.g. Pedder 2006) claim that researchers have failed to establish a clear
relationship between class size and its effect on learning. While others (e.g. Wilson
2002; O’Sullivan 2006; Benbow et al. 2007; Denis 2009; Brithwiler & Blatchford 2011;
Harfitt 2013) have shown that, as the Pupils per Teacher Ratio (PTR hereafter)

decreases, learning results tend to increase.
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Some researchers affirm (e.g. Herbert et al. 2003) that it is difficult to give a specific
ratio, as it may vary from discipline to discipline. Therefore, a general definition is
suggested, such as a class in which there are more students than the teacher prefers, and
in which resources are not enough to fulfil those students’ needs (UNESCO 2006;
Wang & Zhang 2011). Nevertheless, the context in which EFL is taught in places like
Africa and Latin America makes it necessary to take into account factors that go beyond
the number of students. In the case of this research project, large classes would be
understood as groups of more than 38 students, in which teachers are overloaded and
constantly concerned about the lack of resources, classroom management issues and
difficulties in improving teacher-student rapport (Watson-Todd 2006; Benbow et al.
2007; Shamim et al. 2007; Kuchah & Smith 2011; Gimenez 2009). In many countries,
the EFL teaching-learning process tends to be mediated by this type of class (Enever &

Moon 2009; Smith 2011; Copland et al. 2013).

3.2.1 Research on Large Classes in ELT

Research on large classes has a long history, starting with the ‘Study of Large Classes,
Lancaster-Leeds Language Learning in Large Classes Research Project’ in the late 80s
(Allwright 1989; Coleman 1989a, b, c, d; Locastro 1989). This explorative investigation
provided new insights into ELT contexts worldwide. Currently, research has focused on
two main perspectives: on the one hand, those who refer to its challenges; and on the
other, those who, in the light of this being a recurrent ELT context, have tried to identify
the opportunities these classes offer. The following subsections describe some of the

findings from each perspective.
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3.2.1.1. Challenges

Scholars (e.g. Locastro 2001) have identified some of the most common challenges that
teachers encounter in large classes. Shamim et al.(2007) based their work on the
‘Hornby School’ in 2006, in Ethiopia, where teachers of English from different
countries in Africa discussed the issue of language teaching in large classes. In this
publication, teachers reflected on the challenges they usually face in large classes.
Interestingly, most of the issues presented agreed with earlier studies, such as those by
Allwright (1989), Coleman (1989a; 1989c), and LoCastro (1989). In a more recent
investigation on global practices in TEYL, Copland et al. (2013) found that among other
issues, many teachers worldwide faced the challenges of large classes and the attendant

problems of discipline, motivation, and differentiating learning.

In general terms, the literature is consistent on the issues in language teaching in this
context concerning four main themes: insufficient student involvement/learning;
classroom and time management; assessing learning and providing feedback; and
limited resources for teaching. A summary of these challenges can be found in Table

3.1.
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Table 3.1: Challenges of Language Teaching in Large Classes, according to the literature

Limited opportunities
for learners to express
themselves in English

Themes Challenges Authors
Difficulties using
student-centred (Li 1998; Denis 2009; Shamim et al. 2007)
approach.
Difficulties in securing |\ o0 1989; Ur 1999; Hess 2001; Jimakom &
everybody’s Singhasiri 2006; Shamim et al. 2007; Renaud et al. 2007;
Student participation in Smith et al. 2014)
. . activities.
involvement/learning

(Jimakorn & Singhasiri 2006; Shamim et al. 2007; Copland
et al. 2013; Smith et al. 2014)

Classroom and time
management

E;iﬁfgmis ;Vlﬂtl (Locastro 1989; Ur 1999; Baker & Westrup 2000; Copland
xeeping students etal. 2013; Smith et al. 2014)

interested.

Additional time

necessary for (O’Sullivan 2006; Benbow et al. 2007)

instruction giving.

Difficulties managing
discipline, noise and
controlling the class.

(Coleman 1989a; Locastro 1989; Ur 1999; Hayes 1997;
Baker & Westrup 2000; Hess 2001; Jimakorn & Singhasiri
2006; Benbow et al. 2007; Nakabugo et al. 2007; Shamim
et al. 2007; Renaud et al. 2007; Nakabugo et al. 2008;
Gimenez 2009; Quintero Gorzo & Ramirez Contreras 2011;
Copland et al. 2013; Smith et al. 2014)

Assessing learning
and providing
feedback

Difficulties identifying
learners’ problems.

(Coleman 1989a; Shamim et al. 2007)

Difficulties assessing
learners’ progress.

(Locastro 1989; Ur 1999; Jimakorn & Singhasiri 2006;
Shamim et al. 2007)

Inability to assess
learners individually,
provide feedback and
remedial actions.

(Locastro 1989; Hayes 1997; Jimakorn & Singhasiri 2006;
Shamim et al. 2007; Nakabugo et al. 2008; Chen & Cheng
2010)

Inability to pay
attention to individual
needs and learning
styles.

(Coleman 1989c; Hayes 1997; Nakabugo et al. 2008; Hess
2001; Wang & Zhang 2011; Copland et al. 2013; Smith et
al. 2014)

Teaching resources

Lack of adequate
material to be
distributed to each
student

(Coleman 1989c; Baker & Westrup 2000; Hernandez-
Gaviria & Faustino 2006; Renaud et al. 2007; Nakabugo et
al. 2008; Denis 2009; Kuchah & Smith 2011; Garton et al.
2013)

Materials available are
rigid, aimed at one type
of learner, so they are
difficult to adapt for a
heterogeneous class.

(Ur 1999)

Strain on resources,
such as textbooks,
furniture, etc.

Difficulties adapting
different classroom
arrangements.

(Baker & Westrup 2000; Hernandez-Gaviria & Faustino
2006; Renaud et al. 2007; Nakabugo et al. 2008; Denis
2009; Kuchah & Smith 2011; Garton et al. 2013)

* Adapted from Inostroza (2011) ‘Assessing Group Work Implementation and the Difficulties Faced by
Chilean Teachers of English as a Foreign Language with Young Learners in Large Class’
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Firstly, regarding the students’ involvement in the lesson, one of the recurrent teachers’
concerns registered by the literature is the difficulty of ensuring students’ participation
in the class (Ur 1999; Ives 2000; Baker & Westrup 2000; Hess 2001; Shamim et al.
2007). One of its likely consequences is to limit students’ actual opportunities to use the
language in the lesson. For example, Li (1998) found that teachers of English in South
Korea struggled with the implementation of Communicative Language Teaching
(hereafter CLT) due to the large number of students in their classes. “The teachers
found it very difficult, if not entirely impossible, to use CLT with so many students in
one class” (ibid: p.694). Another issue related to this lack of involvement is the
tendency of a small number of students to regularly participate in the lesson, affecting
the rest of the students’ motivation. According to Watson-Todd (2006), Hayes (1997)
and Quintero Gorzo & Ramirez Contreras (2011), affective factors, such as low student
motivation, tend to be a recurrent consequence of unsuccessful attempts at engaging

students in large classes.

Secondly, classroom management is one of the most commonly mentioned challenges
by teachers and literature, particularly, problems related to discipline (Coleman 1989c;
Baker & Westrup 2000; Jimakorn & Singhasiri 2006; O’Sullivan 2006; Nakabugo et al.
2007; Renaud et al. 2007; Quintero Gorzo & Ramirez Contreras 2011; Wang & Zhang
2011; Copland et al. 2013; Smith et al. 2014). In this regard, Li (1998), LoCastro
(2001), Benbowet al (2007) and Shamim et al. (2007) have identified that noise is an
element that worries teachers. The main reason for this is that loud classes seem to be a
consequence of a lack of classroom management and interfere with the development of
the lesson. In sum, discipline issues could create a lack of involvement and limit the

teaching-learning process.
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Thirdly, the difficulty of assessing and monitoring students’ progress and learning in
such an environment has also been pointed out by researchers (e.g. Bennett 1996;
O’Sullivan 2006). In this regard, scholars (Hayes 1997; Hess 2001; Locastro 2001;
Watson-Todd 2006; Shamim et al. 2007) have determined that two main issues are of
particular difficulty, namely identifying individual learning progress and providing the
necessary feedback. Likewise, Copland et al. (2013) identified among TEYL teachers a
concern for working with children with learning difficulties and disabilities. Challenges
regarding assessing and monitoring learning may have a direct influence on learning, as
they represent an essential element in the teaching-learning process. According to
Brown (2010, p.5) “all these observations [monitoring and identifying student’s
progress] feed into the way the teacher provides instruction to each student”.
Consequently, as attention tends to vary significantly from student to student, the same

applies to their objective achievements.

Finally, the quality and quantity of the resources available for teaching a large number
of students seems to be a common issue in many countries (Baker & Westrup 2000;
Shamim et al. 2007; Denis 2009; Diaz 2009; Kuchah & Smith 2011; Quintero Gorzo &
Ramirez Contreras 2011; Garton et al. 2013). By resources, I not only refer to materials
(coursebooks, audio and visual aids, benches, chairs, pencils, etc.), but also to teachers’
training, access to CPD and teaching strategies to deal with these particular class
characteristics (Rixon 2013). Therefore, if teachers are educated or instructed for this
setting, they should be in a better position to optimise their resources and the materials
available (e.g. Forero Rocha 2005). In this regard, O’Sullivan (2006), Renaud et al.
(2007) and Quintero Gorzo & Ramirez Contreras (2011) emphasise that, in order to
develop effective teaching strategies for this context, the role of teachers’ pre-service

education is crucial.
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3.2.1.2. Opportunities

For a long time large classes have been described by ‘mainstream’ ELT as a problem
(e.g. Rainey de Diaz 2005; Smith 2011), overlooking the fact that it is a reality for most
of the countries teaching EFL. Recently, an interest in this field has reappeared,

attempting to identify the opportunities such an environment offers.

Firstly, large classes have been identified as a situation rich in a wide variety of human
resources, in which each student represents a different world of ideas, physical features,
preferences and individual learning styles ready to be explored and shared (Ur 1999;
Baker & Westrup 2000; Hess 2001; Shamim et al. 2007; Kuchah & Smith 2011). These
differences provide the teacher with almost endless “material” to be used as a

meaningful communication trigger in the lesson.

Secondly, some researchers suggest (e.g. Forero Rocha 2005; Quintero Gorzo &
Ramirez Contreras 2011) that a large group of students can trigger the teachers’
creativity in finding different and innovative ways to teach and evaluate. Due to the
wide range of variables involved in this teaching context, teachers are forced to be in
constant professional development, becoming active participants in problem solving

techniques.

Finally, it has been mentioned that, in this context, there are more possibilities of
meaningful interaction and cooperation among students (e.g. Forero Rocha 2005;
Nakabugo et al. 2007). Some scholars suggest that training learners on cooperative
strategies would create a more collaborative environment (Ur 1999; Shamim 2012) in
which the teacher becomes a monitor and guide in the teaching-learning process. This
would allow learners to be responsible for their own learning processes (e.g. Kuchah &

Smith 2011).
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So far the literature available has focused on identifying the challenges that large classes
represent for teachers; nevertheless, little has been done to find or describe cases of
effective teaching in these contexts (e.g. Kuchah & Pinter 2012; Kuchah 2013). The
following section summarises and describes the empirical research undertaken

regarding large classes.

3.3  Methodological considerations and implications

As evidenced from the above reviews (3.2), there has been a number of language
learning studies in which “class size” and “large classes” and “challenges”, and
“practices” were relevant themes of research. Table 3.2 below provides a concise
overview of the focus, type, context and participants of the studies reviewed. The main

design features and findings of these studies can be found in the Appendices (CD).

Table 3.2: Focus, type, context and participants of studies reviewed

Study Type of Study Focus Context Participants
UK, Brazil,
Senegal,
Ef&f;t:;f; Turkey, Teachers and lecturers
1. Coleman, H. 1989b | Exploratory Large classes ? in secondary and
Madagascar, tertiary education
Greece, Jordan, y ’
Mali, Japan,
Spain. EFL/ ESL
Coleman, H. Large classes L Teachers at university
2| 1989c. Exploratory | caiienges Nigeria, ESL level.
Teachers at secondary
3. | LoCastro, V. 1989. | Exploratory Large classes Japan, ESL and university level,
university students.
. th
4. | Kumar,K.1992. | Observational | Class size India, ESL Students in 67 grade
and 9™ grade.
5. | Bennett, N. 1996. Survey Class size UK, Pr_lmary Head-teachers,
education teachers, parents.
Smith, P & .
6. | Warburton, M. Case study Large classes UK, Pr'lmary Head-teachers,
1997 education teachers.
Blatchford, P. & . . UK, Primary Teachers of reception
7| Clare, M. 1998. Explorative | Class size education aged children.
8 Boyd-Zaharias, Experimental, Class size US, Primary Kinder to 3™ grade
© | J.1999. longitudinal education children.
. South Korean, Secondary school
9. | Li, D.1998. Case study Challenges EFL teachers.
. Tertiary and
10. | Sarwar, Z. 2001 PrOJe_c t-based Large classes Pakistan, ESL undergraduate female
learning
college students 16-21.
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11, | Blatchford, P. Observational | Class size UK, general Children aged 4-5.
2003. education
Blatchford, P. et . . UK, general Children in Year 6

12. Observational Class size . classes (aged 10/11
al. 2005. education

years).
i

13. Forero Rocha, Y. Case study Practices Colombia, EFL. 7 grade students aged
2005. 11-13.

Carpenter, J. M. . US, Retailing .

14. 2006, Experimental Large classes class University students.
Hernandez, F., and Pre-service teachers in

15. C. Faustino. 2006 Ethnography Practices Colombia, EFL primary and secondary

state schools.
Jimakorn, P., &

16. | Singhasiri, W. Experimental Large classes Thailand, EFL Tertiary-level teachers.
2006.

17. | Mayora, C. 2006. Case study Practices Venezuela EFL Sgcondary students in a

private school.
S US, Early . .

18. Milesi, C. & Survey Class size Childhood Kindergarten children

Gamoran, A. 2006 . class.
Education
O’ Sullivan, M. . Uganda, ESL and | Lcachers and their

19. Observational Large classes # primary students aged 6

2006. Science t0 14
Teachers from early
Nakabugo, M.G. et . Uganda, ESL and .
20. Observational Large classes primary and school
al. 2007. Maths .
administrators.
. Ex Post-Facto . . .
Shamim, F. et al. Large classes African countries, | Primary and secondary

21. research and

2007. Challenges ESL teachers and students.
handbook
Renaud, S. et al. . Large classes .. .

22. 2007. Action research Challenges Haiti, EFL. Pre-service teachers.
Nakabugo, M.G. et . Uganda, ESL and .

23. al. 2008, Action research | Large classes Maths Primary teachers.
Xanthou, M., & . Teachers of primary

24. Paviou, P. 2008. Mixed methods | Challenges Cyprus, EFL schools.

. Teachers, students and

25. | Denis, . 2009. Cross-sectional | Large classes Uganda, ESL and head teachers in

survey Challenges Math.
secondary schools.
South African teachers
Chen, C. & Cheng, . situated in an

26. Y. 2010. Case study Challenges Taiwan, EFL intercultural team-

teaching.

27. Blatchford, P. et Observational Class size UK, ggneral Pupils in primary and
al. 2011. education secondary.
Briihwiler, C. & Switzerland Teachers in primar

28. | Blatchford, P. Experimental Class size witze i cachers n primary
2011 science class and secondary school.

Europe
(Croatta, Bngland, | cilqren aged 7-8,

29. | Enever, J. 2011. Longitudinal Practices ¥, Jnether S teachers, school
Poland, Spain, rincipals and parent
and Sweden), principals parents.
EFL,FFL, SFL

30. | Harfitt, G.J. 2011. | Case studies Class size Hong Kong, EFL Students and teachers

in secondary school.
Secondary students
Kuchah, K. & . .
31. Smith, R. 2011. Action research | Challenges Cameroon, ESL. (aged 16-17) and their
teachers.
Pre-service teachers
Quintero, J & Action . and their classes of
32. Ramirez, O.2011. | Research Challenges Colombia, EFL secondary students
aged 12-16.
Harfitt, G.J. . Students and teachers

33. 2012a. Exploratory Class size Hong Kong, EFL in secondary school.
Harfitt, G.J. Multiple case . Teachers in secondary

34. 2012b. study Class size Hong Kong, EFL school.
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Copland, F. et al. Mixed- . Teachers in primary
3s. 2013 methods Challenges Worldwide, EFL education.
36. | Emery, H. 2013. Survey Practices Worldwide, EFL Primary EFL teachers
and head-teachers.
Garton, S. et. Mixed . . .
37. al.2013. Methods Practices Worldwide, EFL Primary teachers.
Early primary teachers,
Gimenez, T. & Curriculum . . university professors
38. Toneli, J.R. 2013. development Curriculum Brazil, EFL and educational
authorities.
39. | Harfitt, G.J. 2013. Is\i[&légple case Class size Hong Kong, EFL. | Secondary teachers.
40. | Rixon. S. 2013. Survey Curriculum Worldwide, EFL, | Frimary education
teachers.
Croatia, England,
Italy, Netherlands,
41. | Enever, J. 2014. Longitudinal Practices Poland, Spain, Primary teachers and
and Sweden, head-teachers.
EFL,FFL, SFL
Europe
42. | Karavas, E. 2014. Survey Curriculum Greece, EFL
43. | Ng, M.L. 2014 Case study Challenges Hong Kong, EFL. I:;r:}ilzrr%arten EFL

It can be observed from Table 3.2 that:
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From the studies presented above (43), very few have been carried out in
Latin America (6). Among the investigations which have been implemented,
only one focused on primary education (Gimenez & Tonelli 2013).

Half of the studies focused on large classes/challenges and children have
been carried out in general primary education or school subjects unrelated to
EFL (9).

There are cases of research on large classes of young learners with a focus
on EFL/ESL (9), but these are mainly oriented to the teachers’ perspectives
and practices. From these, only two involved learners as well as teachers’
perspectives;

Of the studies presented above (43), most focused on class size (13) or large
classes (9), with only seven focusing on practices, and none dedicated to

challenges and practices;
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o The studies on large classes and/or on challenges (19) took the form of
either a quantitative (4) or qualitative design (13);
J Only three studies had a mixed methods design; none involved an

intervention project;

The present research project differs from the research already conducted on TEYL in

two major respects. These are:

o It has a complementary mixed methods design in which all sources of data
contribute to the understanding of the challenges and practices in the
Chilean YLL classroom.

o It takes EFL teachers and primary learners as the main participants. To date,
there have only been a few studies which take into account both teachers
and children as key actors in the language classroom (O’Sullivan 2006;

Enever 2011).
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3.4 Summary

In this chapter, I have defined large classes (3.2) and examined the literature and
research regarding its challenges and opportunities (3.2.1). In 3.3, I have reviewed and
discussed previous research on large classes and identified the contributions of my

research project to the current literature.

As presented in Section 3.2, large classes are part of many EFL contexts worldwide.
The next section focuses on one of the ways identified in the literature as an effective

strategy for overcoming some of the challenges in large classes, namely group work.
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Chapter 4: Group work

4.1. Introduction and structure of the chapter

As I have shown in the previous chapter, contextual features of EFL school classrooms
in many countries make language teaching a challenge and could hinder learning. Even
though it is relevant to be aware of the possible limitations presented by a particular
TEYL context, there is a need to identify teaching practices that could facilitate
learning. This chapter focuses on group work as a grouping strategy that could aid

teaching/and learning EFL in large classes.

I start by presenting the different perspectives on the use and relevance of group work
for ELT (4.1). I then move into defining group work (4.2.1), outlining its benefits
according to the literature (4.2.2), and describing the process of -effective
implementation (4.2.3). Following these main points, I review the methodological
considerations of the current project and their implications (4.3). Finally, in 4.4, 1

summarise the key points discussed in this chapter.
4.2 TEYL in Large Classes: Group work

The use of group work has been identified by some scholars (e.g. McKay 2003; Hiep
Hoa 2005) as a strategy related to CLT. In this regards, McKay (2003, p.145) claims
that Chilean teachers and authorities “have concluded that some aspects of [CLT],
particularly its emphasis on group work, are not effective in the Chilean context”.
Surprisingly, in the article the author does not develop this idea by providing a

definition or referring to the implementation of group work in the 