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Abstract

This study focuses on the teaching processes involved in foreign language
learning, concentrating on the question of why Greek young learners are not more
successful in learning English, despite an early start and high exposure to the foreign
language. Central to my study are student-teacher and student-student interactions
within English language classrooms, including any linguistic, pedagogical,
motivational or cultural aspects that inform these interactions and student learning.
The study aims to extend the understanding of how to implement interactive methods
within the specific region and develop learners’ English communicative competence

in an examination-oriented education system.

The first part of my study provides an exploratory research, which has been
pursued in both state schools and frodistiria in a specific Greek region. Research
methods included: lesson observations, teacher interviews and transcription analysis.
The second part of the research introduces an intervention study dimension, which
consisted of monitoring and modification to classroom practice, exploring the
perspective of shifting teaching and learning, providing potential of a new Young
Language Learning philosophy within the Greek context. This part of the research
was achieved in a frodistirio in classes of students aged 7-11 in order to improve
current language learning classes and use the data for cross-sectional comparative
purposes. Data collection included open-ended field notes, video-recorded lessons and
speaking tasks were audio recorded. A group of older learners attending English
Proficiency classes for the preparation of Certificate of Proficiency Exams (CPE),
aged 14-15 years old, based in the frodistirio, were also interviewed on their past
experience of English language learnihg in state schools and frodistiria. The Director
of the frodistirio, observed 10 language lessons during the research period. These
observations provide feedback on students’ reactions to interactive tasks from an
external reviewer. Finally, parents were requested to complete a questionnaire at the |
end of the academic year, regarding their children’s progress and their feelings of the

new methods introduced.



The thesis reveals the complexities and paradoxes embedded in the learning
environment of English for Young Learners (EYL) in South Western Greece. The
findings include the identification of an effective interactive methodology that might
be applied in the specific regional setting as an outcome of my own teaching and
research. The research in question, explores the potential that exists both within the
educational structure and in Young Language Learning (YLL) in Greece. It introduces
interactive language learning and identifies its role within this context. The research
can contribute to the enablement of successful language learners in an environment
where children learn to appreciate the foreign language and encounter it as means of

communication and not for examination purposes only.
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Chapter 1: Introduction

1.1 Background of the Study

Young Language Learning (YLL) has enjoyed a substantial amount of interest
among researchers in recent years. Issues such as the optimum age for language
learning, language learning attitudes, the young learner, the language teacher,
classroom management and organisation and L1 use in the language learning context
have proven to play a vital role in YLL. Nonetheless, very little empirical research has
been conducted within the Greek language learning context. This study is an attempt
to fill the gap and explore language learning in a Greek regional context within a

strongly interactive and student-centred approach.

Early language learning has met many changes and approaches over the years, and
the priorities for learning foreign languages have shifted substantially in terms of
objectives and motivation. As the science of language teaching evolves, one can only
hope to contribute insights related to possible development and guidance with the aim
of supporting language teachers in reaching professional fulfillment through the
success of their language learners. This goal might be anything from authentic and
effective communication in everyday life, to obtaining a language certificate that may
be needed for professional purposes. In the first case mentioned, the approach may
conform to the concept of communicative language teaching, a feature of
contemporary pedagogy with an emphasis on learning through communication. In the
second case, it may be important to adjust to a more traditional pedagogical concept
where the teacher is the centre of the classroom and the only focus is the successful

completion of a course that will lead the learner to certification one day, or so it can

be argued.

The present study concentrates on early language teaching within a Greek regional
context, where the focus and main goal is language certification. Language lessons are
" delivered within a teacher-centred environment in primary state and private language

schools. The question that may arise is how effective language learning can be in
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these situations. Here, it is assumed that when language learning occurs from the age
of 7 or 8 to early adolescence, the main goal from the very start is language
certification, because in the case of the Greek language learning educational system, it
is highly valued in the community and the Greek job market. The present study
concentrates on teaching approaches within the region, questions whether
implementing student-centred approaches would function in this context, and how

learners and educators could benefit from a shift to such an environment.

Should language learners not experience the satisfaction of interaction in a foreign
language? Is it not vital that students are given the opportunity of receiving
comprehensible input and be guided to modify their output so that language
development can take place? These questions do not dismiss the need for
examinations and certification; there is not only one approach that can be used in the
language classroom. A language can be learned and developed within a student-
centred environment, where the students are given the opportunity to interact with
others by putting their new knowledge into use. Once the language has been
developed, the students may later choose to sit language examinations to gain the
qualifications they may need at that given time. The years students have spent on
learning a new language could lead to achieving language certification, without it
becoming the ultimate purposé for them beginning to learn the language in their
primary years. Preparation for examinations at such an early stage could eventually be
considered intimidating and uninteresting. The scope of the present study examines
the language teaching situation in Greek primary state and private language schools
through qualitative research. Additionally, there will be a presentation of the potential
for introducing a student-centred approach as demonstrated through an intervention

research study that is reported on, as a sub-section of the study.

The developing scholarly interest in YLL is a reflection of the increasing number
of young children learning English worldwide. According to Legutke, Miiller-
Hartmann & Schocker-von Ditfurth (2009), early language learning policy surveys
cleariy demonstrate an increase of primary Foreign Language (FL) programmes
across Europe. Additionally, the increase of global English language teaching as the
first FL has been demonstrated. According to Enever (2007:1), who has investigated

the early language learning situation across seven contexts in Europe, specifies that:
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[...] economic activity has operated in an increasingly global space. This unprecedented degree
of interconnectedness has led to a rising value being placed on the acquisition of foreign
language skills, which are now viewed by many as essential cultural capital for the future
economicC Success.

Politicians in most countries, including Greece, deem it necessary that their
national education system can provide a labour force with the knowledge of English
in order to participate in a competitive global market. One of the issues that have been
discussed most is the age at which a person should first be exposed to a foreign
language. This debate is significant to understanding the current view of the Greek
government, which argues that the age of eight is the optimum age of beginning a
foreign language in state schools. Rixon (2000) found that the majority of students in
Greece start language lessons in private language schools parallel to their studies in
state schools. This is a situation which continues to exist 12 years after her research
and results in students being exposed to the Target Language (TL) for approximately

six to nine hours a week.

Although there has been a significant amount of research in other countries, the
study of the teaching of Young Learners (YL) in Greece has been minimal.
Specifically, the study of classroom management, authentic communication within the
classroom and the potential for increased motivation, as a result, is a non-linguistic
construct that would be of interest in the field of communicative language teaching. In
the case of YLs in Greece, the preferred approach, as suggested by the Ministry of
Education, is the communicative approach. Researchers such as Maclntyre et al
(1998) have advocated that the ultimate goal of language learning should be
confidence to communicate and language teachers should therefore seek opportunities
for communication in the process of language education. Can this goal be reached in a
teacher-centred environment? The teacher-centred approach is preferred in state
schools and private language schools (the Greek term frodistiri-a, the plural form and
frodistiri-o, the singular form, are used throughout) where limited communicative
methods, whether authentic or guided, were observed. Here, there will be an
introduction to the aims and purpose of the study, and the possible potential of change

in language learning in Greek primary education.

The attitude towards language learning in Greece has changed over the years. In

the past it was considered a form of luxury for the fortunate few. State school
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language teachers who were interviewed reported that English was taught in
frodistiria only, and in the 1970’s there were very few available. They were
considered expensive at the time; therefore, the students who attended lessons at a
private institution were regarded as privileged. Those who were able to use the
foreign language and communicate with foreigners were the elite and the highly
educated of the community. Their approach towards the foreign language as learners
was positive as they felt this would place them in a higher rank in society. Nowadays,
the situation has changed. Language learning is no longer a privilege of the wealthy
and the few, since languages are now taught in state schools and frodistiria which are
affordable to a wider public. Language is still essential and learned to serve the
purpose of equipping students with additional qualifications for when they decide to
enter the job market. There is more of a focus on examinations rather than

communication and interaction as was the case in the past.

It is essential at this point to review and clarify the context of English as a Foreign
Language (EFL) in Greece today, with the intention of making the purpose of the
research more comprehensible. In 1961, EFL was introduced in the Greek curricula of
secondary schools nation-wide. In 1988, EFL commenced in some primary schools;
from 1993, English was included in the curriculum from Year 4 (age 9) across the
country. The course book, Funway, which is still used at present, was produced by the
Pedagogical Institute of the Ministry of Education, a public and independent
institution that plays an advising and executive role in the educational policy for
primary, lower, upper secondary and vocational education. The original course book
was introduced experimentally and continued to be used in 2003, when the Ministry
of Education decided to establish English Language Learning from Year 3. This
earlier introduction was considered to be beneficial as, according to the Pedagogical
Institute, children from the age of 8 (Year 3) reach linguistic and sociolinguistic
development, an essential prerequisite of communication (Kosovitsa & Chrysochoos
2003). The year the research took place, teachers were permitted to choose a course
book for year 3 from a list provided by the Ministry of Education. However, in year 4,
teachers are obligated to use Funway and repeat the material covered in year 3 as the
initial course book has not been upgraded since the government’s reform of language
learning in primary schools. Changes may have been made as to when children will

begin to learn English in primary school, nevertheless, preparation for the changes
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were not supported to ensure that they would be beneficial to language learners. Even
though the decision of including English language learning in the primary school
curricula may be viewed positively, taking into account the advantages of language
learning at an early stage, it has not been dealt with in a way that could actually prove

to be beneficial for students and teachers, as will be discussed later on.

In the private sector, the frodistiria are where parents and students entrust their
language learning and, therefore, take it more seriously. Based on recent research,
approximately 80% of Greek school children attend frodistiria and Greek families
spend on average 880 million euros on fees and course books every year
(Mattheoudakis & Alexiou, 2009). Language learning in frodistiria is examination-
oriented and from a very young age students are exposed to instruction with little
interaction, following a syllabus that is set by the examination requirements. Greek
students can only receive preparation for language examinations in the private sector.
The aim is to prepare students for language examinations as rapidly as possible to
avoid burdening them with lessons at a later stage when they must prepare for the
* very demanding University Entrance Examinations, Therefore, the entire education
system is based on examinations, whether it is for language or otherwise, and students
are considered successful if they achieve high scores. The system may seem sensible
when students compete for the limited places in Greek Universities, nonetheless,

language learning cannot be limited to examination preparation.

In following chapters there will be a discussion on professional development and
training of language teachers in Greece, with the aim of accounting for beliefs about
language learning in state schools and the reluctance for introducing variety within the
classroom. In order to elaborate on these topics, it is useful to mention the procedure

for the appointment of a state school language teacher in Greece.

According to the country’s educational policies, foreign language teachers are not
required to undertake any kind of pre-service teacher education. Gabriclatos
(2001:11), however, makes a valid point regarding pre-training requirements when
stating that:

[...] since there are quick and easy routes to becoming a language teacher, ELT is regarded by
many as a fairly low-status occupation, and language teachers are often treated as mere

materials operators in need of simple and easy-to-use miracle methods.
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On the other hand, mainstream primary and secondary school teachers are
requested to undertake training in their field of education before completing their
studies at university in order to qualify for a profession in education. In the final year
of the undergraduate degrees, potential teachers are expected to teach young children
while being observed by their supervisor and the mainstream teacher of the class. This
is accredited as a university module and potential mainstream teachers are awarded
marks based on their performance in the classroom. According to the government,
foreign language teachers in the public sector have all the skills needed to teach in a
state primary school. On the other hand, the puzzling question still remains of why
language lessons in state schools are not considered equivalent to language lessons in
frodistiria by pupils and the broader community, since the government asserts
teachers are fully qualified. The training of language teachers has a strategic role in
the Greek education system where trained language teachers could meet the

challenges of change and assist children in responding effectively to them.

Language educators have the task of expanding their learners’ knowledge and
cognitive skills in the sphere of language and culture. Their goal should be to allow
children to make sense of the world around them and beyond their own community, in
order to be able to communicate across cultural and linguistic borders. This, without a
doubt is a demanding and worthy task, which entails training in a wide collection of
teaching methods and approaches. When teachers have the chance to participate
collegially in the forming of education of their country and develop through learning,
they may then acquire a sense of ownership over the learning process and escape the
notion of a teacher-dominated method where they would feel more secure. This self-

confidence in a language teacher is more likely to promote learners’ success. -

1.2 Aims of Research

Gabrielatos (2003) argues that even though language learners begin to learn
English at a young age, they do not reach the same level of proficiency as other
European learners, as is discussed in following chapters. The study sets out to explore
the current language learning situation within the Greek context, and the potential and

outcomes of introducing change in the traditional teaching approaches that have been
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used in language education until now. The following research questions are thus
raised in order to investigate why, even though language learners in Greece begin to
learn English at a young age, they do not reach the same level of proficiency as other
European learners (Gabrielatos, 2003). This nexus of enquiry leads to three main

questions and a number of secondary questions.

la. Do state schools and private language schools in Greece provide language
learning opportunities that facilitate the acquisition of key competences for young
children?

1b. What are the aims of English for Young Learners (EYL) in Greek state and
private language schools?

lc. Do teachers in Greece receive appropriate training for teaching young learners?

2. What are the elements of motivation for a child to learn a foreign language in

private language/state schools?
3a. What is the students’ perceived goal, when they begin learning English?
3b. What are the parents’ goals for their children when learning English?

Furthermore, the study aims to investigate the effects of intervention research,
inspired by action research, in the context and how the research may operate in an
interactional, student-centred EYL classroom. The first part of the study provides
qualitative research, which has been pursued in both state schools and frodistiria in
one region in South Western Greece. Systematic observations have been completed so
that a wide range of activities could be observed and analyzed. The second part
focuses on an intervention action research study conducted in a frodistirio where
various teaching approaches are applied, which are not used in state schools and
frodistiria where the qualitative research took place. The process of the intervention
research provided the researcher with the opportunity to explore how foreign
languages could be learnt in the reality of the language classroom by using a different
methodological approach. This is fully described in chapter 4. It should be noted here
that the researcher has a family relation to the owner (see Appendix 1 for Permission

of Operation of Language School with translation) of the frodistirio where the
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intervention study was conducted, which facilitated ease of access for conducting this
research. Ethical considerations in connection with this are detailed fully in chapter 4,

under Research Methodology.

The present study provides a holistic view of language learning within a Greek
regional context and the potential effects of a student-centred communicative
environment, within this context. The study contributes to the understanding of the
complexities and paradoxes embedded in the learning environment of EYL in South
Western Greece. The findings will include the identification of an effective interactive
methodology that might be applied in the specific regional setting as an outcome of
my own teaching and research. The research in question, explores the potential that
exists both within the educational structure and in YLL in Greece. It intends to
introduce the benefits of an interactive language learning environment and identify its
role within this context. Additionally, with the findings of this research, I aim to
present an environment where children learn to appreciate the foreign language and
encounter it as a means of communication and not for examination purposes only. As
Sharpe (2001:111) has stated, “we do not simply want all children to be taught MFL
(Modem Foreign Languages); we want all children to be taught MFL well, so that
they can progress to higher levels of attainment more quickly”. Furthermore, the
initial and most vital purpose of this research is to advance teacher development and
give language teachers a voice to express their fears and frustration. The current
investigation is valuable since little research has been conducted that focuses on EYL
teachers in the specific region. Similar studies can supply Greek education with rich

data and analysis that could assist in its development,

The following chapter provides the reader with a background theory of >1anguage
learning and an overview of a scholarly discussion concerning the optimum
conditions of an early start to language learning and a summary of teaching
approaches relevant to YLs. The chapter will help define concepts of the early
language educational practice and effective policies that could bring the benefits of
early language instruction to the surface. Additionally, the terms foreign/second

language learning/acquisition are clarified in connection to the study for the clarity of

the thesis.
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Chapter 2: Critical Review of Foreign Language Learning in

a Primary Education Context

2.1 Background Theory and Relevant Literature on English Language Learning

In this chapter, I review recent research and theoretical concepts of early language
learning and differentiate the term ‘foreign/second language learning’ and ‘language
acquisition’. It is a generally accepted outlook that teaching children entails an
approach adjusted appropriately to their learning needs. General teaching
methodologies do not offer the knowledge of pedagogical content needed to do justice
to this particular age group, even though there are insights that are valid for primary
and secondary language education (Legutke et al, 2009). This chapter provides a
summary of recent research on early language teaching, together with a discussion of

what is known about optimal learning conditions.

As an introduction to the broad theme of my study, it seems relevant to reflect on
the claim made by Crystal (1997), who argued that the most obvious way of reducing
the power of the language barrier is to endorse the study of foreign languages. In
order to facilitate communication and interaction, strengthen and promote co-
operation, mobility, trade and the European economy, language learning is essential.
However, English has overwhelmingly become the main focus of Foreign Language
Learners (FLL) across Europe in recent years (EACEA, 2008). The developing
interest in YLL is a mirror image of the growing number of young children learning
languages in primary schools where, in the case of the current study, the country’s
official language is Greek and the first foreign language is English. The selection of a
particular early language learning model is decided by a combination of aspects such
as “the time available for language learning, perceived and realised intensity, material
and financial input, starting age, social and geographical settings, as well as the

language competence of the teacher” (Edelenbos et al., 2006: 14).

The‘ development of a global attitude has influenced and raised awareness

regarding the advantages of early language learning among parents in Greece, who
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are determined to provide their children with a rich linguistic background could
advantageous in the children’s future. The study of a foreign language in primary
school, and perseverance in such a study for several years, increases students’ chances
of developing a high level of proficiency, meaning that students reach an advanced
level of communicative competence and cultural understanding. Furthermore, Curtain
(1990) argues that the challenge children face when exposed to a foreign language at
school enhances cognitive development. The pupil experiences a certain learning
strategy that is foreign to their area of understanding, a conflict which becomes the

mechanism of new thinking,

According to EACEA (2008), in many European countries, the notion of Modern
Foreign Languages at primary schools, implies relatively limited amounts of time per |
- week from teachers who are neither highly fluent nor specialize in language learning,
with the goal of developing an initial competence. However, the situation seems to be
steadily improving in various European countries (ELLiE Team, 2011). Even though
the plan of including a foreign language in the primary curriculum is beneficial since
it entails a global perspective, positive attitudes to other cultures assists overcoming
prejudice and discrimination. Great complexity can occur due to diverse approaches,
views and aims, Driscoll & Frost (1999: 23) argue that the design of primary language
learning must be responsive to the actual local context. There may well be an ideal
scenario in terms of the age of the child, the allocation of time and the skill of the
teacher “but if we are to succeed in giving primary children the benefits of MFL, we
have to be realistic and accept that practice has to be shaped by actual circumstances”.
This valid point is worth considering because of the fact that many 1anguage learners
practice the FL, within the limits of the classroom. The European Commission Action
Plan 2004-2006 has recommended that “member states should move towards ensuring
that foreign language learning at primary should be effective” (Commission of the
European Communities, 2003:7) and it is essential that the learning process be |
handled in such a way in order to benefit the pupils. There are European countries that
are characterised by top-down research projects, in which decision-makers ‘have
aimed to develop appropriate curriculum programmes for young learners and have
traditionally wanted to gain'insights, whereas in other countries, foreign language
teaching is ‘introduced as a result of prcss\uré from pafents, politicians or other

interested parties. Lessons may be obligatory upon schools and carried out with

20



minimal supervision and control from educational authorities (Nikolov & Curtain,
2000). It is, therefore, clear that young learners can be influenced by a number of
situations, which vary from country to country. There is no doubt that the trend of an
early start is more complicated than some may acknowledge. What makes it so
complex is not just the methodology used in the language classroom, or any debate
about the most appropriate age to begin learning a FL, but the fact that behind the
linguistic exterior hide political and sociocultural perspectives which inﬂuenbe the
success or failure of the field. Enever & Moon (2009), have stated that political
demands and changes of leadership can influence or change stable policy formation
and continuity. The question we must prompt ourselves to ask is whether these
perspectives include pedagogical language learning methods successful enough to
equip children for the future and benefit their present and how political and

sociocultural perspectives affect the language teachers.

The following section aims to distinguish between gaining an understanding of a
FL and actual language acquisition. The development of these two concepts and
contemporary distinctions drawn between them provide essential background for this

study of yoimg language learners within the current context.

2.2 Foreign Language Learning Research and Theory

In order to investigate primary language education within the region, it is crucial
at this stage, to establish a clear statement of what is meant by FLL and refer to its
background as it connects to the focus of the methodology of this thesis. Scholars and
researchers have defined FLL as a field of study which examines theories of learning

an additional language other than the mother tongue (Byram, 2004).

Researchers and linguists have been caught between the terms of second/foreign
language learning/acquisition and, it would be essential to clarify the terminology so
as not to create any confusion in following chapters. ‘Second’ and ‘foreign’ are used
in general terms that hold both naturalistic and tutored acquisition. Nonetheless, Ellis

does place the open question of whether the acquisition process progresses similarly
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or differently in these diverse situations (Ellis, 1986). On the one hand, Littlewood
states that a second language has a communicative function within the community
where it is learned. The foreign language however, is a language that has no function
inside the learner’s society but is used for communication with people from other
communities (Littlewood, 1984). Krashen (1982) made a distinction between learning
and acquiring characterizing language acquisition as a natural process, whereas
language learning is a conscious one. Yule (1996) employs a lucid distinction

between ‘acquisition’ and ‘learning’ where he explains that:

[...] the term “acquisition’, when used of language, refers to the gradual development of ability
in a language by using it naturally in communicative situations, The term ‘learning’,
however, applies to a conscious process of accumulating knowledge of the vocabulary and
grammar of language (Yule, 1996:191),

For the needs of the thesis and the findings which will be presented in the
following chapters, the general terms FLL and early language learning will be used

throughout.

In the case of the current study, I will be referring to FLL within a formal
classroom context and when questioning the term of FLL, the language teaching
profession will be reflected. In the following section of the chapter, I will become
more specific and focus on the sector of early language learning, particularly the
optimum conditions of an early start to the foreign language where I will discuss the

challenges and benefits of teaching YLLs and present the main arguments used in the

literature to justify an early start.

2.3 The EFL Policy and Optimum Starting Age

This section of the thesis will present a discussion of the optimum age of learning
an FL in connection with a consideration of the optimum conditions in which the
language is introduced. In the EU, almost all countries have lowered the starting age

policies in the past 20 years. 13 countries are now consenting for a starting age of 7
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whilst 10 other countries commence language learning at the age of 9, with only 4

countries starting at the age of 10 or 11 years old (Enever, in print). The following

chart (Enever, 2011:24) summarises the European data, including Greece, where the

starting age is eight years. In the case of Greece, early implementation was not

followed by a well-planned policy, as will be discussed more in following chapters.

Figure 1: European national policy requirements for FL introduction (Enever,

2011: 24. Reproduced with permission of author)
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Despite the increasing interest in early language learning, there continue to be

difficulties in the processes of implementation and debates regarding the appropriate

starting age and the necessary conditions for success. Early attempts of foreign

language instruction are often based on the claim that ‘younger is better’, and that the

child is likely to prevail in competency because he/she is “endowed with certain

language learning abilities that will allow him/her to become a more proficient user of
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the language” (Legutke et al, 2009:15). On the other hand, Nikolov (2009:2) argues
that:

[...] young learners are widely perceived to acquire languages in a qualitatively different way
from adolescents and adults. Children, before a certain age seem to pick up a new language

with ease and success, whereas older learners often fail to do so.

Studies of FLL have occupied neurolinguists who support a neurofunctional
perspective on language which “attempts to characterize the neurolinguistic
information processing systems responsible for the development and use of language”
(Lamendella, 1979:5). Children are believed to be cognitively open to learning a
foreign language, as opposed to adults, and as Johnstone (2009: 36) has outlined,
there are additional benefits to learning a foreign language at an early stage when
students are less language-anxious. He specifically argues that young language

learners have:

e More time available overall (time is a major factor when learning an additional
language at school, particularly when it is linked to other factors including pre-
eminently good teaching);

e More opportunity to form productive links between their first language and the
additional language they are learning. Thereby metalinguistic awareness is
developed;

¢ More opportunity to allow natural acquisition and more formal learning processes
over time to complement each other (meaning that if YLs take in certain words in
assembled portions, they may be capable to return to these later on, but in more
analytical conditions);

e More time in which to integrate their learning of an additional language into their
general cognitive, social, emotional and cultural development, hence, to exercise a
positive and formative influence on their sense of identity. With older beginners,

by contrast, their identity may already largely be formed.

Singleton (2005) argues that in FLL, younger is better in the long run; there are,
nevertheless, many exceptions noting that an adult may be successful in a language
even though they may have started learning it well into adulthood. Moon (2005)
suggests that the claim of ‘younger is better’ can be considered controversial, since

there is evidence that adolescents and adults are more efficient learners than children.
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However, she argues that children have the advantage of having sensitivity to
pronunciation. Pinter (2006) supports this argument and is in favour of the position
that young children hold an “intuitive grasp of language and their ability to be more
attuned to the phonological system of the new languages and enjoy copying new
sounds and patterns of intonation” (Pinter, 2006:29). Driscoll and Frost (1999)
explain that young learners have an innate ability to imitate sounds more accurately,
compared to older language learners. Nonetheless, there is a risk of not being given
the opportunity to use this instinct if their teachers lack in fluency. Edelenbos et al
(2006), claim that an optimum starting age has not yet been established. An early start
to language learning can offer the child an overall longer period of learning and a
prospective of influencing their personal development whilst in a formative stage.
Nonetheless, an early start on its own is unlikely to make a spectacular difference.
Children have more chances of becoming successful and motivated language learners

if their early start comes with quality teaching.

Ideally, the language teacher introduces the child to the foreign language and
helps him/her become a successful language learner within a relaxed and comfortable
environment. YLLs feel that the classroom is more familiar as it is part of their
everyday lives. Singleton and Ryan (2004) reach the conclusion that an early
exposure to the foreign language will result to positive outcomes. Learning to
communicate in a foreign language and stepping away from the mother tongue can be
a demanding task. Students will have to take on various stages in order to reach a
level of confidence become successful language learners. This cannot be achieved
without the encouragement of the adults around them, starting from their families to
their teachers at school. In order to achieve successful language learning in the
primary level, the educator is required to supply their pupils with the aspiration to
acquire the knowledge and ability to engage in language learning tasks. According to

ELLIE (2011: 25):

The close personal relationship which the teacher establishes with each child as an individual
is in marked contrast with the more formal relationship that the teacher of older FL leamers
might have with their class. For the FL teacher of young children then, a combination of FL
expertise and age-appropriate teacherly skills for teaching FLs are needed, in addition to a
broad educational base related to child development and the psychology of learning.
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All areas of education require teaching professionals that are well-trained. This is
considered a prerequisite to quality education. As Legutke et al (2009) has argued,
governments advocate the implementation of primary language learning, nevertheless,
they are reluctant to offer funding to teachers of pre- and in-service level
Specifically, Moon (2005:33) argues that:

When countries first introduce a foreign language at primary school, there is a need for proper
professional support fifom Ministries to guide the implementation, ensuring that schools,
teachers and supervisors receive adequate curricular guidelines with clear aims and expected
outcomes, sample materials, ideas on the type of methodology suitable for use at primary
levels, and guidance on appropriate assessment techniques. These do not have to be
prescriptive but should provide indicators of desirable practice for teachers to work with and
help to ensure that all children receive the highest quality EYL teaching and assessment.

It can be argued that if language teachers do not undergo the necessary training to
teach in the primary level, the optimum conditions to early language learning will not
be met. According to Rixon (2000:4) the teachers’ command of the foreign language
can affect the type of language the students are provided with and the methodology
preferred and adopted.

It can easily be seen that a teacher who lacks confidence and fluency in the
language is unlikely to be able to set up the occasions for genuine interaction. These
factors are crucial for the YL. Firstly, it is widely accepted that one area in which YLs
are superior learners is in their ability to imitate a pronunciation model. There is a
strong case, therefore, for ensuring that the models available are acceptable ones.
Secondly, without adequate opportunities to engage in genuine interaction with other

users of the foreign language, another capacity of YLL will go to waste.

Teachers have the responsibility of providing major language input to young
language learners. It is necessary for teachers of this age group to have interactive
skills with the purpose of introducing activity-based and interactive methods, as well
as the appropriate teaching strategies that will generate interest in learning. According
to Moon (2005), these methods are more appropriate for teaching children a foreign
language. An early phase of appropriate language instruction can equip children with
a positive outlook, so the methods in question need to be compatible with their

linguistic and cognitive levels. Children are more than capable of learning a foreign
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language, however, depending on the age factor alone can be a risk with negative

outcomes. According to Moon (2005: 5):

[...] there are many other important factors to consider when deciding whether to begin
English early. Unless you have enough time, appropriate materials and curriculum, well
trained and competent teachers, there is a high risk that very little is gained by starting
younger and quite a lot lost in terms of resources, maybe frustrated teachers and young
learners who get demotivated early and yet know they have to continue with English into

secondary school.

There were two main purposes of this chapter. The first was to clarify the broad
topic of FLL in relation to the current study which is primary classroom-based
language learning. The second purpose was to review the theoretical perspectives of
the optimum starting age of FLL and the optimum conditions that would provide great
value to language education, as the current study investigates early language teaching
conditions that might contribute to effective education. I have chosen to separate this
chapter from the literature review in Chapter 3, in order to focus on particular
theoretical aspects and the background of the language teacher and learner, since the
review of early language teaching policies is essential to the current study. The
following chapter focuses and elaborates on teaching methods and approaches that are
relevant to the research, and will help define concepts of the study and the language
teaching situation in Greek state schools and frodistiria. By shedding light on the
teaching approaches in connection with language teaching policies in Greece, the
researcher was able to conduct research which could contribute to language teaching

development and advancement of language learning policies.
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Chapter 3: Language Teaching Methodology: a literature

review regarding young language learning and teaching

3.1 Methods of Teaching English to Young Learners

This chapter presents the theoretical foundation of the study and describes the
method, approach and technique of early learning pedagogy in connection to the
outcomes that emerged in the study, namely the Grammar Translation Method
(GMT), Task-Based-Learning (TBL) and Communicative Language Teaching (CLT).

Pedagogical experts, researchers and linguists alike have been searching for a
faultless method that would enhance FLL and successfully teach students a foreign
language in the classroom. Anthony (1963) provided his definition, theory and
concept of method, stating that a method is a set of suppositions regarding the
character of learning, language and teaching. He presented three hierarchical elements
that have been enduring: the approach, method and technique. A method was
considered to be an overall plan for regular presentation of the foreign language based
on an approach. The approach was described as a set of correlative assumptions
regarding the nature of language learning and teaching. Techniques on the other hand,
were identified as particular classroom activities which depended on a method in

agreement with an approach (Richards & Renandya, 2002).

Each teaching method and approach that has been presented in the literature is
based on a particular language learning view. In the following section, there will be a
focus on teaching methods, in order to explain the effect of each on EYL practice and
later relate to the data gathered in the study. There are issues mentioned that are
further connected to teaching practices such as teachers’ goals, the nature of teacher-

student, student-student interaction.
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3.1.1 Grammar Translation Method

In the literature, the GMT is described as an approach that dominated the early
days of modern foreign language learning. Here, it will be portrayed in relation to
YLL. In following chapters, I will elaborate that even though such a method may be
seen as antiquated, and this is so in spite of the Ministry of Education recommending
CLT, as mentioned in Chapter 1, it is widely used in Greek primary state schools and
frodistiria for the learning of MFLs.

The GMT derives from traditional approaches, where in the Western world the
learning of Greek and Latin were thought to promote intellectuality (Brown, 2000). It
allowed studying a language as a subject where neither teacher nor student needed to
‘embarrass themselves’ by actually using the language in the classroom. The mother
tongue is the medium used to teach the foreign language which enhances a sense of
security, especially amongst young learners who may enter a language classroom in
fear of the unknown or of being ridiculed by their peers. The method is based on the
written word which could eliminate anxiety since learners are given the opportunity to
self-edit and identify language errors. Educators who apply this method in their
classrooms may argue that children who learn an FL at an early stage are less exposed

to listening and speaking, which may increase anxiety and decrease self-esteem.

The GMT is a resource-friendly method since all that is needed is a grammar
book, a text and a teacher who can explain the rules and translate the text; there is no
need for a language laboratory or computer, nor a near-native speaker, and there are
few pronunciation issues. The GMT contains elements used in other approaches as
well, such as rote learning through repetition in the audio-lingual approach,
contrastive consideration of constructions in any approach that gives insight a place in
addition to subconscious acquisition. Translation is likely to occur, apart from the
most radical approaches that ban L1. The problematic element of grammar-translation
method is that production is limited to written translation into the foreign language,
which requires a grammatically perfect output, prohibiting any natural approximation

-to the target language. This method, according to Crystal (1997:378):

'[...] is based on the meticulous analysis of the written language, in which translation exercises,

reading comprehension, and the written imitation of texts play a primary role. Learning
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mainly involves the mastery of grammatical rules and memorization of long lists of literary
vocabulary, related to texts which are chosen more for their prestigious content than for their
interest or level of linguistic difficulty. There is little emphasis laid on the activities of
listening or speaking. |

The method in question reveals a non-communicative nature and is grammar-
oriented. It is used nowadays in many contexts, particularly where language teachers
have not had access to a substantial amount of pre- or in-service training for teaching

YLs.

3.1.3 Task-Based Learning

TBL has played a vital role in both research and language education (Seedhouse,
2005) and is typically separated into three parts; the pre-task, which is attempted as a
whole class activity under the teacher’s supervision and guidance, the fask which is an
attempt the learner makes to work individually with limited teacher guidance and the
third being the post-task which is the evaluation of the task (Prabhu, 1987). This
approach may be particularly suitable with young children, offering them extensive
listening time to become accustomed to the sounds of the new language. Waer (2009)
states that in order to maintain the task outcomes, language learners must negotiate for
meaning and communicate with others, asking for clarification, or checking
comprehension, Language in this case is used for genuine purposes, meaning that
authentic communication takes place. Students are forced, in a way, to take
responsibility for their own learning without the constant assistance of the teacher.
Breen (1987) characterised TBL as a structured language learning venture which
contains a specific objective, content and working procedure. A range of outcomes
can occur from this process and as Kaplan has argued, ‘task’ in this sense, “refers to a
range of work plans that have the overall purpose of facilitating language learning,
from the simple and brief exercise type, to more complex and lengthy activities such
as group problem solving or simulations and decision making” (Kaplan, 2002:217).
The assumption made is that the use of the target language during the task is the
means to language development as interlanguage development is driven through tasks
and not merely by the teacher’s control and input (Kaplan, 2002; Long, 1989; Prabhu,
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1987). Advocates of TBL suggest that it provides the building blocks for language
development and consider this approach an appealing development of CLT, which
will be discussed in the following section. In the last twenty years the interest in TBL
grew strongly and TBL tasks have often been used as supplementary material.
Additionally, a number of course book series claim to be task-based (Kaplan, 2002).
The aim of TBL is to encourage fluency, accuracy and complexity as a result of
engaging with authentic and communication tasks (Skehan, 1998). Kumaravadivelu
(1993) claims that pre-determined language tasks cannot be followed. They ought to
be thought of as ‘learning material rather than teaching material’ as the form of
communication provided by these materials can only be used as an indication of
content because the negotiation of actual language must be left to the teacher and the
language learners. Furthermore, Kumaradivelu (1993) explains that practicing
teachers cannot expect to be given in precise terms what structures and vocabulary
they would be introducing in their classes. Cameron (2001:30-31) suggests that task-
based learning, focused on young learners, must have a realistic goal if they are to

intrigue and give content to language lessons. She specifically states that:

The best we can do is aim for dynamic congruence: choosing activities and content that are
appropriate for the children’s age and socio-cultural experience, and language that will grow
with the children, in that, although some vocabulary will no longer be needed, most of the
language will provide a useful base for more grown-up purposes.

Cook (2001) focuses on the disadvantages of task-based learning, arguing that the
language that is practiced and then evaluated would only be used in the classroom and
that TBL follows the standard line of minimizing L1. There are claims that TBL is
only appropriate when the learners have a specific goal such as “an interest for
language or personal liberation” (Cook, 2001:223). Task-based pedagogy needs to be
presented in such a manner that young language learners are tempted to take
. advantage of the classroom and become autonomous. Furthermore, it needs to be
“balanced with other styles to make certain the coverage of language components is
adequate even to achieve its own goal of communicative competence” (ibid).
Nonetheless, it is seen as a social dynamic activity and can encourage young students
to become active participants in their language development and engage in the

negotiation of meaning which is the nucleus of human interaction.
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3.1.4 Communicative Language Teaching

The initial goal of the communicative method was the ability to use the language
successfully achieving one’s goal, rather than displaying accuracy of grammatical
knowledge. The communicative performance of native speakers was used as a model
to imitate and incorporate language functions (Cook, 2001). As the approach
developed it came to be evaluated more “in terms of processes that people use to carry
out specific tasks rather than static elements such as functions and notion” (Cook,
2001:212). Many researchers and educators consider that the main objectives of
language learning and classroom teaching are achieved by using communicative
techniques. Cook has attempted to categorise communicative techniques, suggesting
that they can be grouped into three main categories of the communicative approach as

“social communicative, information communicative and task-based learning” (Cook,

2001:212).

When concentrating on the entity of the classroom, it is necessary to examine the
pedagogical aspect of communication and a curriculum framework that accompanies
it. Speakers and listeners engage in sharing meanings which are both dependent on the
conventions of interpersonal actions and the ideas communicated are of various

possible meaning (Breen & Candlin, 2001).

Communicative activities demonstrate characteristics, involve and motivate
students in a manner that their desire to interact in the target language increases.
Harmer (1991) suggests that such tasks are vital for language learners as they are
encouraged to use the language as individuals and arrive at the point of autonomy.
The communicative classroom is different from the traditional teacher-centred
settings, The teacher is no longer the authoritarian figure who dominates the
classroom, controls and guides the pupils every second of the lesson. In this setting
the teacher steps back and pupils take responsibility for their own learning, where
they are urged to start conversations and learn the language by practicing. Cook

(2001:214) argues that ideally, the main difference in the communicative classroom is

that the learners are not entailed to:
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[...] produce speech with the minimum of mistakes in native terms. Instead, they can use
whatever forms and strategies they can devise themselves to solve their communication
problem, producing sentences that may be entirely appropriate to their task but are often
highly deviant from a native perspective.

Howatt’s (1984) concern is that there are classroom practices which focus on
either form or meaning and the ability to convey meaning considered fundamental in
language learning. The outcome of the method is that form-based activities are not
preferred. Kumaradivelu (1993) questions communicative classrooms as well, and
refers to research studies that have shown that even teachers that were committed to
CLT occasionally failed to create opportunities for authentic interaction during the
language lesson. Ellis (1994) clarifies that classrooms have their own rules and that
various studies show far less range of speech than in a common everyday dialogue.
This may partly be because schools are separate and sheltered environments where
one cannot assume that by adopting a communicative approach in the classroom that

there is going to be an identical range of language as in the outside world.

Kaplan (2002), states that a certain focus on formal structures of language can be
achieved where CLT is nearer to a methodology-specification rather than a syllabus-
specification. In order to portray this limitation Kaplan believes it is more suitable to

use the term approach. Nonetheless, there have been strong attempts to develop CLT

further.

CLT is considered to be a product of the studies of social scientists on group
dynamics, teaching, learning and social relationships. Groups of students, who
cooperate in the language classroom, discuss material with one another and help each
other to comprehend it and encourage each other to work hard with the aim of gaining
better results; this is a procedure that can enhance students’ relationships and supply
them with positive social and cognitive benefits (Willis, 2007). Nevertheless,
DelliCarpini (2009) introduces a valuable point when c1ainiing that culture and its
influences are present in learning preferences and styles and that in various cases,
research has shown that learners are passive because of the environment they are
known to be exposed to and haVe becomé familiar with. In support of this claim,
Gabrielatos (1992), Who has conducted action research in Greece where language
lessons are mostly teacher-centred and teacher-domihated, has reported that the Greek

language learners felt that their confidence was increased and that they learned useful
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structures of the language despite the fact that interactive strategies are not used in

their classroom contexts.

Effective CLT can promote learners to discuss a topic in various ways and from
different points of view as in any everyday discussion that they may have with
members of their family, a friend or even a tourist who visits their country for the first
time and would like to find out more about it from a local. This form of instruction
creates numerous opportunities for input and output, which can be more beneficial
than simply answering and asking questions. In spite of the positive indications of
CLT, research has indicated that primary and secondary school teachers in
DelliCarpini’s (2009) study in New York were reluctant to apply it. One would expect

this approach to be widely pdpular, but on the contrary, evidence shows an underuse.

It has been argued that the purpose of language is communication and there is no
form of conversation without its social side and a reason to speak. The following

section will discuss the social side and communicative approach of the school context.

3.2 Schools as a Context for Learning

The language classroom is not only a space to practice language, but also an
environment where meaning-making is a priority. Vygotsky, who looked more into
social interaction as a primary source of behaviour and cognition, argued that children
are social creatures and fully develop through social interaction.

Every function in the child’s cultural development appears twice: first, én the social level, and
later, on the individual level; first, between people (inter-psychological) and then inside the
child (intra-psychological). This applies equally to voluntary attention, to logical memory, and
the formation of concepts. All the higher functions originate as actual relationships between
individuals (Vygotsky, 1978:57).

However; Vygotsky suggests that cognitive development occurs in particular time
periods which he refers to as the Zone of Proximal Development (ZPD), proposing
that in this period a learner achieves new skills with help. Vygotsky argued that a
child follows the adult’s example and learns to develop the ability to perform various

tasks without the assistance of others, whether they are adults or more capable peers.
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He believed that education served the purpose of providing children with experience

which is in their ZPD and encourages the development of autonomous learning.

When students are placed in a classroom, they are put into their own society in a
microcosm. There is a distinctive atmosphere where the teacher is partially the
determiner. Therefore, any combination of teachers and students would provide a
social component, which may differ from any other. Young children find it essential
to establish good relations with their peers and apply a great deal of energy in doing
so, “at first, relationships are tentative and transitory, but before long the child has

acquired one or several friends” (Charles, 1965:54).

According to Cameron (2001:2) “the child is seen as continually interacting with
the world around her/him, solving problems that are presented by the environment. It
is through taking action to solve problems that learning occurs”. Effective learning
could be a result of pupils working together. Ddrnyei (2001:100), states that
cooperation is an advantage in learning and argues that “studies from all over the
world are unanimous in claiming that students in cooperative environments have more
positive attitudes towards learning and develop higher self-esteem and self-confidence
than in other classroom structures”. Children become more secure in their language
* learning environment and learn to express themselves in the L2. Once learners realise
their accomplishment, their motivation and self-esteem are likely to strengthen. This

could facilitate the development of their communicative ability in the FL.

The logic of using more communicative approaches of teaching, is to move away
from teacher-centred approaches and tasks in order to make a more interactive
perspective available; as mentioned in the previous chapter, learning takes place in a
more self-directed and independent environment. Contemporary language teaching
supports the view that language is not simply symbolic, but largely inference based.
Although in more traditional settings the emphasis was on presenting the language
through rules, now the emphasis is on practicing the language, comprehending and
transmitting meaning through real interaction. Long (1996), claims that language
learning is made possible when learners attain understandable input and the prospect
to negotiate meaning when and if communication breakdown occurs. This
fundamental outlook on language can be explained with the following example: 7've
seen a hedgehog today’ where the word ‘hedgehog’ is symbolic. If the person does
not understand the meaning of the word ‘hedgehog’, they would not be able to
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understand what I have seen. Although the meaning of words is very important,
knowing the code is not the whole story. If somebody asks: Can you help me for a
minute?, the addressee will infer that this is not a question about ability (cf. Can you
play chess?) but a request, that the reference to a minute is not to be taken literally (60
seconds), nevertheless, there is nothing in the symbolic content to suggest this. Some
inference will be language and culture-specific, but much not, i.e. we are good at
figuring out what someone is intending to convey and negotiate meaning. There is
disagreement on how often our assumptions are wrong. These assumptions are also
based on para- and non-linguistic signs such as gestures, body language, and of course

we try to make sense of natural phenomena.

From a humanistic perspective, students must be seen as complex human-beings
and not merely as language learners. Language education should explore their
“affective and intellectual resources as fully as possibly, and be linked into their
continuing experience of life” (Tudor, 1993: 22). Nunan (1999) claims that the notion
of a student-centred environment has been divisive because of the fact that educators
feel that it is devaluing to them and language teaching, whereas researchers believe it
to be beneficial for the learner. His personal belief on the matter is that language
learners must be systematically trained to reach their goal. Therefore, instead of
presuming that students are armed with critical learning skills, the teacher must realise

that potential learners will only acquire such skills after a course of instruction.

There is no doubt that in a learner-centred environment, the dynamics of the
language classroom strengthen. Primarily, to achieve this, individuals must
comprehend and accept others’ needs and encourage them through educating and
building up their confidence and satisfaction in what they are doing. This is not
possible in teacher-directed classrooms (Rivers, 1987). In this type of context CLT is
feasible, where language learners’ attitudes and practices are tools to promote mutual
support in groups and active involvement of all members (Richards & Renandya,
2002). Therefore, students have the opportunity to act as resources towards their peers
and adopt an active role in language learning. Furthermore, it is argued that CLT
fosters cooperation rather than competition. As Johnson et al. (1994:194) has argued:

[...] cooperation is working together to accomplish shared goals. Within cooperative

situations, individuals seek outcomes beneficial to themselves and all other group members.
Cooperative learning is the instructional use of small groups through which students work
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together to maximise their own and each other’s learning. It may be contrasted with
competitive learning in which students work against each other to achieve an academic goal

such as a grade of 4°.
The use of group activities and pair work have been advocated among language
teachers and researchers since these learning activities increase students’ participation

in language lessons and provide more natural means of communication.

In connection to the above, the use of group and pair work is widespread in
education. The nature of group interaction has been the topic of extensive research in
social psychology and general education. In education, for example, there are a large
number of research studies on cooperative groups. This research has identified the
essential elements of cooperative groups, the merits of cooperative learning and how
learners relate to each other within the groups and factors- such as academic status or

as gender- that affect these relations (Storch, 2002).

The next part of the chapter will concentrate on the nature of classroom
management and elaborate on group/pair work. I will be drawing on the views of
experienced teacher-trainers and researchers observing language lessons, to

summarise their understanding on the topic.

3.2.1 Classroom Management and Organisation

Classroom management and organisation can be beneficial for interactive
language teaching. This section will focus on research related to the environment
necessary for providing the appropriate learning and teaching potential. Graff (2003)
suggests that the community of the classroom may provide a sense of trust and
interaction among learners. The feeling of community can be argued to be imperative
to successful language learning and learning in general, therefore, it is orily natural for
educators to aim creating an environment advantageous to student learning.
According to Paulsel (2004), teachers learn to establish routines, develop classroom
rules to maintain order, and arrange the classroom in such a way in order to facilitate
the learning prbcess. The teaching environment could be seen as comprising three
~ components: social, physical and educational. Teaching intentions can be

communicated to language learners by the way the environment is organised.
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In order to accomplish successful interaction and group activities, a teacher must
be aware of the importance of the appropriate management in the classroom. It is
essential to provide a suitable atmosphere during the lesson, so that students can feel
secure and confident. Kaulfers (2006) believes in the significance of organised
classroom management by supporting the notion that the principles of class
management, efficient ordering of the language learning environment and the
effective control of discipline can be effective in all teaching situations. The foreign
language class, taking the nature of its subject matter into account, can provide many
opportunities for unique and creative types of control, a luxury other curriculum areas
do not have. There are times during the lesson, when it is preferable for children to
work in pairs rather than in groups, or back-to-back depending on the setting of the
classroom. “Left to their own devices pupils will normally choose to sit with their best
friends, their friend of the moment, in peer groups or in isolation- none of which is the
best arrangement for learning” (Bryson, 1998: 20). When encouraging learners to
work together, some difficulties may occur until children realise what is expected of
them. Ur (2004:8) argues that:

[...] as regards discipline: this basically depends on the personality of the teacher, her class,
and the relationship between them, not on the type of the activity. On the whole it is safe to
say that a class, which is controlled in frontal work will be controlled also in groups.
Thoughtful and efficient organisations can, however, contribute a good deal to solving the
problems,

If teachers are involved in allocating material and looking for equipment they
overlook opportunities of organising their classroom. This can lead to valuable time
of language teaching being lost. Wright (2005: 291) argues that:

[...]Jformal education is defined by time periods. The division of education into time units is

also a way which it is managed. For a doctor, the consultation may be the defining unit of
time, for the athlete, a game or a race may be the natural unit; for the teachers and students it

is the lesson.

Unsuccessful chronological management has consequences for classroom events
and can demotivate students. Smith and Laslett (1993), based on the work of
practitioners, suggest three phases to educators that will facilitate classroom
management so that their lesson can be as productive as possible. Being present
before the class arrives can institute a role of host. The teacher, in a discreet manner

can greet the students and highlight a sense of authority without that being
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intimidating to the children. Consequently, the teacher has the comfort to ensure that
the classroom is in an appropriate state and that all that is needed for the lesson is
there. This will “provide the mental composure essential to relaxed assurance” (Smith
and Laslett, 1993: 4). The seating arrangement may vary, according to the age group
or nature of the lesson; however, Smith and Laslett (1993) believe that the teacher
must primarily decide where the children should be seated. This action would also
illustrate ‘the natural establishment of responsibility’. They may encourage children
to sit with their friends in order to create a cooperative environment; nonetheless, this
is a matter in which the teacher could have control of. It is important to begin the
lesson promptly and smoothly, and accomplish mental tuning-in of the student mind,

which is necessary for the course of the lesson.

Classroom management and organisation can be considered a vital factor in FLL.
As Doyle (1986) has argued on the issue, classroom management is a process of
solving the problem of order in classrooms. The problems of misbehaviour and
student engagement are not insignificant; however, they are not the language teacher’s
primary issues. The teacher’s primary and foremost management task is to establish
and maintain work systems rather than punishing misbehaviour. Nonetheless, the
physical characteristics of the classroom in general are often neglected (Weinstein &
Mignano, 2003). The milieu is one aspect of classroom organisation that can reduce
the potential of serious disruption by avoiding pupils becoming discouraged, feeling
inadequate, incompetent and seeking attention any way possible as a sign of lack of
confidence or loss of interest (Smith & Laslett, 1993). The environment can provide
the teacher with opportunities when the necessary attention is commanded. This,
however, does not imply that organisation of a pleasant learning environment is a
simple task. The primary teacher must have a high organisational ability in order to be
successful. Kyriakou (1992) argues that the appearance of the classroom designates to
children the concern and care that the teacher puts into providing them with an
environment that will make them feel comfortable and is advantageous to learning.
When children enter a language classroom, especially if it is their first encounter with
the foreign language, they need to feel that they are entering an environment where

they can feel safe and welcome.

An environment that is hostile to their eyes can bring about negative feelings that

may be difficult to discard. Colours, drawings, posters can intrigue students and bring
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out positivity that can guide them all through their course. The general displays of the
language classroom, as Cullingford (1991) states, can make a distinct impression on
the pupil. On the other hand, D&myei & Murphey (2003) warn that the perfect
classroom environment will not automatically motivate every language learner into
complete focus, “even in environmental paradise there are some groups that do not
seem to focus on learning and do not come together effectively. The ideal
environment will not save a teacher with insufficient group development and teaching
skills” (DSrnyei & Murphey, 2003:76). Wright (1987) makes a point that a teacher’s
style and technique is vital to harmonious language lessons. There is more to
classroom management than control and spatial organisation, “the teaching style lies
at the heart of the interpersonal relationship between the teacher and the learner”
(Wright, 1987:68). Nunan (1999) explains that the traditional method of classroom
organisation was teacher-fronted; all desks were placed in rows and faced the teacher.
Learners in this environment were not encouraged to express themselves, share ideas
or cooperate. Today’s educational community is eager to explore a constructivist
approach in language education. This can only be constructed in a task-based,
cooperative learning environment with language learners working together, either in
groups or pairs., Ddrnyei (2001) views cooperation as an advantage. Language
learners that have participated in numerous studies worldwide have shown that when
in a cooperative mode they have higher self-esteem and self-assurance than when
exposed to other classroom structures. Dornyei (2001) has provided the field with a

rationale for constructive cooperation which is pertinent to this study:

o All learners in the classroom share a certain goal and the expectations are relatively
higher than what they would be if the language learners were to work individually.
This is because of the security they feel due to a situation where they can also rely

on their peers.

e Learners feel that they belong in a social environment which can increase their
motivation and attitude towards language learning. '

e When working in a group, students have a sense of moral responsibility, obligation
and commitment towards their ﬁeers.

e Cooperative situations result in less anxiety and stress as seen in other classroom

settings.
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e There is an increase in autonomy as children try to work out their learning for
themselves. They are aware of the fact that the teacher is there to guide them;
however, immediate supervision is not necessary.

o Lastly, language learners have an increased feeling of satisfaction when working
with their peers, where a group celebration of their success usually follows.
Harmer (1991) advocates the advantages of cooperative learning and provides an
analysis of the effects of pair work and group work. Although he mostly focuses on
adult learners, his position on pair and group work is also relevant for young

learners.

Pair work allows students to use the foreign language and cooperate, which
increases motivation. As mentioned earlier, young learners can help each other and
release tension since they no longer feel the teacher’s control. According to Harmer
(1991), when working in pairs, language learners can actually practice the language
and joint learning. On the other hand, there are certain worries concerning pair work
such as incorrectness. However, “accuracy is not the only standard to judge, learning
by communicative efficiency is also vitally important and pair work encourages such
efficiency” (Harmer, 1991: 244). Additionally, educators worry about the noise and
indiscipline that may occur when children work together. This depends on the teacher
and the management techniques they wish to apply during the task. Harmer (1991),
suggests that children should not be left in pairs for too long because they may
become distressed and restless. This may result in the noise reaching disproportionate
levels. Pairing students is a task that needs to be reflected on carefully. Language
teachers are required to decide whether the weaker students are going to be seated
with stronger students or if there is going to be an alternative combination. Pair work
can be used for numerous activities whether the language skill in question is speaking,

reading or writing.

Group work on the other hand, has become widely popular among language
teachers who have been persuaded that it is a technique which can be quite productive
if used wisely. As in pair work, there is an increase in student talk and participation in
general. Students are more involved in the lesson and the cooperation with their peers
liberates them from the constant need of verification and assistance from the teacher.
Harmer (1991:245) states that “students will be teaching and learning in a group
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exhibiting a degree of self-reliance that simply is not possible when the teacher is
acting as a controller”. Group work is livelier than pair work, exactly because there
are more students involved and a greater chance for discussion and debate. However,
according to Allwright and Bailey (1991:148), there is no key difference between
dyads and groups as far as the verbal interaction is concerned, as found in their
research “both of these conditions resulted in significantly more modified interaction,
more negotiation for meaning, than did the same task in the teacher-fronted
condition”. Of course, the problems that teachers fear will occur are identical to those
of pair work. According to Harmer (1991), the greatest problem is that of the selection
of group members where teachers use a sociogram in which students are asked to
make a social choice. One possible technique is that they may be asked to write down
the néme of a classmate with whom they would want to spend time on a desert island.
This could give the teacher an idea of how to select group members without that
meaning that the issue has been taken care of. Additionally, group size is also an
important issue and can be problematic at times. Most teachers prefer groups of no
more than 4-5 students to avoid excessive noise and bring out a greater amount of
productivity. The use of group work can offer endless possibilities to language
learners as it works as a useful tool for a wide vai'iety of activities within the young
learners’ classroom. It also allows different groups of children with different

personalities and abilities to work towards achieving the same goal in the same

language classroom.

Neither group nor pair work are possible if the appropriate setting is not provided
to the students. If language learners are asked to conduct a task as a group and the
layout of the classroom is not appropriate, teachers face the risk of complaints,
decrease of enthusiasm, excessive noise and discomforf. The planning of the layout
for every task is an indication of successful classroom management and organisation
and an understanding that the teacher must take advantage of every corner in the
classroom in order to provide the needed layout for the students to carry out the
assigned task to the best of their ability. Dornyei (2003), identifies three seating

arrangements as suitable for pair and group work:

The Semi-Circular Seating Arrangement is considered a common arrangement

for group work where the teacher can be seated in the open ending of the U-shape.
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The arrangement in question provides students with direct visual contact and
facilitates communication. Nonetheless, it reinforces the leader’s status as he/she is

the centre of the communication network. (See Figure 2):

Figure 2: Semi-Circular Seating Structure (Dérnyei, 2003:81).

(I
I

The Circular Seating Structure (Figure 3), is where no determined headship is
given as the teacher is not part of the group. Ehrman and D&rnyei (1998) have found
in their studies that this arrangement draws out a friendlier and relaxed atmosphere
and shorter pauses in discussions. However, in order for this arrangement to be
achievable desks will have to be removed which may cause confusion at first,
especially if the students are accustomed to traditional settings where desks are
always present and are considered essential. Ddrnyei (2003) argues that inflicted
closeness can raise negative feelings and mild aggression. He also raises the point that
as studies have shown, people seated opposite to each other tend to interact with each

other more than when seated side-by-side.
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Figure 3: The Circular Seating Structure (Ddrnyei, 2003:82).

The Ad Hoc Clusters of Chair/Desks, (Figure 4), may be a useful seating
arrangement when aiming to reinforce students’ autonomy and accountability. The
great benefit of this arrangement is that the teacher is not present or viewed by the
students, when students are, in fact, involved in their task. Students are responsible for
their own communication network. D8rnyei (2003) specifies that such activities entail

space and moveable furniture, which is regrettably not offered in most FL classrooms.

Figure 4: The Ad Hoc Clusters of Chair/Desks (D8rnyei, 2003:82).

It is understandable that at times cooperative learning can prove to be more
trouble than it is worth (Croll & Hastings, 1996), nonetheless, the advantages seem to
outweigh the disadvantages and effective classroom management can be a major

contributory factor to EYL. Holliday (1994:54), states that cooperative learning is
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ideal for language learning, claiming that it “sets the conditions for a process-oriented,
task-based, inductive, collaborative, communicative English language teaching

methodology”.

3.2.2 The Language Teacher of Young Learners of English

The language teacher plays a fundamental role in English Language Learning
(ELL). According to Nikolov & Mihaljevi¢ (2011:21) “they are not only the main
sources of input and motivation, but they are also responsible for what happens in
classrooms”. Studies that have explored teachers’ classroom practices, use of the
foreign language and beliefs are essential in understanding the development of the
language learner. As Gabrielatos (2002) has observed, there are two broad views
which could determine the efficiency of a language teacher. One element could
concentrate on the teacher’s language and teaching approaches (Shulman, 1994;
Rivers, 1972). The other element could be the teachers’ personality, in particular, their
self-awareness and rapport with the students (Ur, 1997). In this section of the chapter,
there will be a focus on the language teachers, specifically those who specialise in
young learners. Research understandings of what is known about the role and
perceptions of the YL teacher are important for this study, providing a framework

within which to evaluate evidence from Greek classrooms.

There is no doubt that language teachers must have different approaches when
instructing a foreign language to children than to adults. It is critical for teachers to
consider the needs of their target learners when planning their lessons and thé
approaches they will apply. The very concept of teaching languages to young learners
suggests that due to the age difference, the YLs classroom is different to older
learners in terms of learning needs and development of cognitive skills. Introducing,
for example, children to storytelling in the foreign language, songs and games are
only few of the approaches a YL teacher can use to make the lesson more appropriate
and interesting to the specific age group. Such techniques increase children’s
enthusiasm and make them active language learners. Additionally, children, unlike

adults, enjoy learning from direct experiences and physical activities where instead of
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seated tasks, students engage in kinesthetic activities which can have a great influence
on their instructional design and keep students with a short attention span focused for

longer (Brown, 2001).

There has been an increased emphasis on the quality of language teaching in
recent educational discourse. Cameron (2001), for instance, studies teachers’
approaches to their occupation and the techniques they apply in order to achieve their
aims. Here, Cameron (2001) reports that it is important for language teachers to
coinprehend the perspective that lies within every learner that enters their classroom.
Realising the connection between learning and teaching are essential instruments used
to maximise the positive impact of what occurs in the language classroom. Williams
and Burden (1997) point out the fact that teachers may meet a degree of resistance
from some of their students. They, however, state that if language learners “are
viewed narrole as resisters, teachers may well employ methods involving
compulsion rather than seeking ways of helping them to want to learn the language or
to see the value in what they are doing” (Williams & Burden, 1997: 57). 1t is crucial
that the language teacher has the ability and will to keep students motivated and bring
out enthusiasm from those who attended their lesson. Gabrielatos (2002:3) draws

attention to the implications of the fact that:

[...] limited or faulty language knowledge will communicate an inaccurate picture of the
target language. Inappropriate methodology will make learning too time-consuming and may
discourage learners. An uninterested or offensive teacher will offer very little support and few

opportunities for learning, and may de-motivate learners.

The role of the language teacher cannot be defined in simplistic terms. Ideally,
evéry teacher would wish to work in an environment where they are free to make their
own choices on how they will teach their lessons. The institutions where teachers
work also play a vital and decisive role in how the language lessons will be executed.
The teacher may, for instance, be obligated to follow a traditional or contemporary
teaching approach. When a teacher-centred method is chosen, in some cases this may
be decided for them, they select to be in the centre and active. Richards and Rodgers
(1986) describe the role as a teacher-dominated method where the educator “models
the target language, controls the direction and pace of learning, and monitors and
corrects the learners’ performance. The teacher must keep the learners involved by

varying drills and tasks and choosing relevant situations to practice structures”
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(Richards & Rodgers, 1986:56). In contrast, in a learner-centred context, the role of

the language teacher changes;

Breen and Candlin (2001:99) believe that in this case the teacher is assigned two
key roles. The first would be to:

[...] facilitate the communication process between all participants in the classroom, and
between these participants and the various activities and texts. The second role is to act as an
independent participant within the learning-teaching group. The latter is closely related to the
objectives of the first role and arises from it. These roles apply a set of secondary roles for the
teacher; first as an organiser of resources and a resource himself, second as a guide within the
classroom procedures and activities.

Despite the philosophy of an institution or the training a language teacher may
experience, the way one teaches is often a matter of personal interpretation and what
they believe would be feasible in a certain situation (Richards & Lockhart 1996).
When discussing teachers’ roles, it is vital to reflect on the teachers’ and learners’
cultural background. Attitudes that may coincide in Western education, for example,
may not agree with teaching methods of the East. Of course, this is a generalisation,
and as will be seen later in the thesis, not all Western policies focus on individual
learner creativity and encourage the teacher to promote independent learning as
Richards and Lockhart (1996) suggest. Nonetheless, language teachers have a number
of responsibilities towards their students and defining their role is essential in order to
be able to deliver a productive lesson. Nikolov & Mihaljevié Djigunovic (2011:21),
argue that there are a certain number of quality measures a teacher must meet; they
are “expected to be proficient in their pupils’ L1 as well as in their L2, familiar with
the content and methodology of the general curriculum, and the principles of how
children learn in general and languages in particular”. Brumfit, et al. (1991) believe
that language teachers, and whoever is involved in students’ foreign language
learning, need to consider a range of factors to promote language learning
development, such as teacher talk, and to examine the learning conditions they
provide, and whether they are similar to those through which the child acquired their
first language. There is no doubt that language learning conditions at school cannot be
similar to the ones at home, however, teachers do have the responsibility to offer their

students an age-appropriate learning environment.
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In order for language educators to achieve their goal, they must have the
knowledge and appropriate teaching skills. This would require that they be
sufficiently proficient to have the knowledge and expertise to instruct the language.
Undoubtedly, the teacher must have the training and ability to teach the rudiments of
the foreign language and encourage pupils to learn the material, and more
importantly, to employ it (Gardner, 1991). Every teacher who considers the long-term
development of their students has the responsibility, not only to teach the material but
to motivate the pupils as well, since one does not exist without the other. Many
researchers have concluded that a language teacher must have high expectations as far
as their students are concerned. “It is not enough to be merely committed to the
students’ academic progress, you also need to have sufficiently high expectations for

what the students can achieve” (Ddrnyei, 2001:35).

According to Ddrnyei (2001), the relationship between the student and the teacher
plays a significant role in the language learning process. Teachers who share warm,
personal interactions with their students, who respond to their concerns in an
empathetic manner and who succeed in establishing relationships in mutual trust and
respect, are more likely to inspire them in academic matters than those who have no

personal ties with the learners. Of course, this again is a highly culture-sensitive issue.

3.2.3 Language Learner-beliefs, attitudes and motivation.

Although the study does not investigate the perceptions YLs hold regarding
foreign language teaching and learning, it is important to mention that language
instruction can influence their attitude towards the FL which can have an immediate
impact on the teacher, who may be challenged with consequences in his/her work.
Many teachers feel that they should be aware of the reasons YLs react the way they
do during the language learning process. In order for this to be done, learners’ beliefs

and opinions should be addressed (Psaltou-Joycey & Sougari, 2010).

In education, the teachers are not alone in having expectations. Children have
expectations of their teachers and the subject they offer. Many children attend school

thinking that their teacher possesses all knowledge and would be able to answer any
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question that may occur to them, even if it is not related to the lesson taking place.
Wittenberg, Williams and Osborne (1999:25), describe this as:
[...] a notion that the teacher ought to have an encyclopaedic mind which pours out facts and
information, rather than someone who is concerned to help children to learn and acquire ways
of understanding the world. The desire for a teacher who holds all knowledge derives from a
childhood feeling that parents possess all information, facts and wisdom.

The child assumes that the adult knows everything about the world, and this
knowledge is to be passed on to them. In a way, children subconsciously hope to
become omniscient in the future. It is the teacher’s skill and knowledge that will
motivate and guide the learner towards the right direction and meet their demands.
The students’ needs referred to at this point can be described as objective needs.
Nunan (1999:149) states that they “can be diagnosed by the teacher on the basis of the
analysis ofpersonal data about learners along with information about their language

proﬁcienéy and patterns of language use”.

It is important to sustain learners’ enthusiasm towards foreign language and
accept the qualities they bring to the classroom. Motivation is one of the key factors
that could determine the success ’of L2 attainment. It provides the main
enc’ouragement needed to initiate foreign language learning and helps students sustain
the will to proceed through a long and even difficult learning process. Even pupils
with the best of abilities and intentions cannot achieve long-term goals without being
motivated to do so. The term motivation is used when describing successful or
unsuccessful learners. This reflects the intuitive belief that during a lengthy process of
mastering a foreign language (L2), the learner’s enthusiasm and commitment are key
determiners of their success or failure (DSrnyei, 2001). Therefore, without sufficient
motivation, learners would be unable to persist long enough in order to attain useful
language. Because of the fact that motivation is difficult to measure, many questions
have not been answered fully, As Covington (1998: I) argues “motivation, like the
concept of gravity, is easier to describe than it is to define; of course, this has not

stopped people from trying”.

The attempts of an individual to satisfy emotional needs have been defined as
personality reactions (Skinner, 1974). This notion links to one of the various
definitions of motivation that has been proposed over the years. A person’s behaviour

is governed by needs and interests, which may influence their performance, Language
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learners anticipate and desire a reward for their effort; the support received will help
motivate students to continue the long term task of FLL. “Driven to acquire positive
reinforcement, and driven by previous experiences of reward for behaviour, we act
accordingly to achieve further reinforcement. In this view, our acts are likely to be at
the mercy of external forces” (Brown, 2000:160). Additionally, another theoretical
orientation is the cognitive approach, where the focus is on how a learner’s behaviour
can be influenced by conscious attitudes, thoughts, beliefs, and understanding of
actions that is, how mental processes are transformed into accomplishments (Dérnyei,
2005). Therefore, much emphasis is placed on the students’ decisions as to what

experiences and goals they will attempt to have or even avoid (Keller, 1983).

Finally, the constructivist view of motivation concentrates on social context and
personal choices. “Each person is motivated differently, and will therefore act on
his/her environment in ways that are unique. These unique acts are carried out within
a cultural and social milieu and cannot be completely separated by the context”
(Brown, 2000: 161). In this case, one reason students are motivated to learn a foreign
language could be because this skill is highly valued in the context of a society. If
there was no possibility of language learning being appreciated within the social
context, and the need of the foreign language was artificial, motivation would not be

accomplished regardless of the age of the learner.

As Dornyei (2001) has argued one’s motivation to learn is complex. A number of
diverse conditions and sources are involved and derive from the learners’ immediate
learning environment. As the student develops in the language classroom their attitude
towards the language and its peoples are likely to change depending on the influence
the teacher and the learning environment may have on them. If language learners, in
my opinion, are exposed to more than a textbook, they can develop an understanding
for the other culture and therefore understand the language and the reason why it is
used the way it is. Various teaching material such as songs, stories and games that
originate from English speaking countries can influence and increase children’s

motivation as they are more likely to make a connection to what it is they are
learning.

Learning a foreign language requires, more or less, all levels of situational, global

and task-orientated motivation. The fulfillment of needs is rewarding and can be

50



interpreted in a social context. Brown (2001:161) refers to the example of young
children motivated to learn how to read because they can perceive the reward of
reading “they meet the needs of exploration, stimulation, knowledge, self-esteem, and
autonomy, and they do so in widely varying ways and schedules in the context of a
society that values literacy”. There is no doubt that language learning can be a
challenge for learners, therefore, motivation is needed to enhance foreign language
learning. Since there is now an earlier start in the current context one of the obvious
consequences might be that the younger language starters may accomplish levels their
peers would at a later stage; consequently, new strategies for building their knowledge
and maintaining their motivation over an extended period of time are needed (Nikolov
& Mihaljevié Djigunovic, 2011). When students are motivated, they are most likely to
face the challenge of using the foreign language to communicate their feelings and
ideas whether that is in written or spoken form, in a monolingual or multilingual

classroom context.

The following section will elaborate on the differences of the L1 (in this case
Greek) and the L2 and the use of the Target Language (TL) in the monolingual

language classroom.

3.2.4 Target Language Use and the Influence of the Diversity of the First and

Foreign Language.

This section of the chapter considers research on the debated issue of the use of
TL in the language classroom and will help define concepts and attitudes towards
language teaching in a monolingual context. Differences between Greek and English
are presented to describe the influence one has on the other, and the dilemma
language teachers are faced with when it comes to the éxposure of childreﬁ’s TL

during the lesson.

Researchers in foreign language acquisition have long been debating the
continuous issue of what is the appropriate amount of the native language (L1) that

should be used in the language classroom. Whilst some support the percéption that
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every second on L1 in the foreign language classroom, is a second wasted and commit
themselves to maximizing the target language (Cook, 1991; Turnbull, 2001; Mayfield,
2005), others believe in a humanistic and practical need to allow the use of L1
(Harbord, 1992; Atkinson, 1987; Dendrinos, 2006). Researchers such as Ellis (1984)
and Chaudron (1988), emphasize the importance of teachers’ foreign language use
and the exposure to as many language functions as possible. Chaudron (1985:21),

specifically stated that:

[...] in the typical foreign language classroom, the common belief is that the fullest
competence in the TL is achieved by means of the teacher providing a rich TL environment, in
which not only instruction and drills are executed in the TL, but also disciplinary and

management operations.

Peng and Zhang (2009:212) second this notion and have explored the use of TL in
China where L2 is not used outside the language classroom. They state that “foreign
language learning usually takes place in classroom events; teachers’ use of the TL
becomes an important'source for students to obtain input in the TL”. Ellis (1984), for
example, argues that language learners are deprived of useful L2 when pedagogical

goals and classroom management organisation are not carried out in the TL.

; Satchwell (1997) argues that in the primary level, teachers can begin to build the

foundations for language learning. For that to be accomplished, children must be able
to view how they can use the new language by reproducing phrases and vocabulary
they have learnt to create their own messages and meanings. This can be rewarding
for both the teacher and the learners. Turnbull (2001) argues that teachers who use
less than 25% of the TL, depend a great deal on the learners’ L1, using it as a medium
to present the language but taking no notice of the fact that language learners need to
put what they are instructed into practice in order to obtain fluency and confidence.
Additionally, researchers such as Shapson, Kaufmen and Durward (1978) speculated
that the appropriate amount of TL use should be as high as 75%. It is a risk to make
final statements on this matter, as more research on the topic is needed. According to
Cook (2001), expecting to °‘license’ teachers to use L1 is equally vague and
hazardous. Nonetheless, teachers constantly need to evaluate their language use and
individually investigate their contribution to their pupils’ learning. On the other hand,

Atkinson (1987) states that there is a gap in the methodological literature, which to
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some extent may be the reason that teachers feel uneasiness towards TL use in the

young learner’s classroom.

It is not difficult to think of several general advantages of judicious use of the mother tongue.
The most significant of these is presumably that translation techniques form a part of the
preferred learning strategies of most learners in most places, the importance of which should
not be underestimated. It is commonplace to say that little is known about what constitutes
effective language learning, yet it is not unusual to discover among teachers the assumption
that students are not in the position to judge what is best for them; this is the teacher’s job
(Atkinson, 1987:242).

It is believed that in a monolingual context where children are only exposed to the
foreign language when in class, it is helpful, if not essential, for children to become
accustomed to the phonological systems and pronunciation of the foreign language by
their teachers since they are their most vital source. The purpose for this would be that
students can achieve meaning and perception behind sound patterns, stressed and
unstressed syllables and intonation. This, of course, is not a task that is easily

implemented.

For teachers to assist their students with the phonetics and phonology of the
foreign language, they ought to have an understanding of how these speech sounds are
reproduced as physiological and acoustic events (Byram, 2004). The Greek and
English phonological systems are largely dissimilar, According to Papaefthimiou-
Lytra (2001), Greek learners of English have a great amount of difficulty in

articulating many English sounds. Additionally, she refers to a number of features in

Greek which language learners use when speaking English:

o Less energetic articulation than English native speakers, with lax vowels, less lip-

rounding and less lip-spreading.

e Lack of contrast between weak and strong syllables in natural speech as compared

with English.

e Lack of elisions and assimilations; this makes the English of Greek speakers sound
slow, drawling and rather formal.
o Tendency to speak at a higher volume and on a more uniform pitch level as is done

in the Greek language.
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Different stress and intonation patterns where Greek tends to only have one
stressed syllable in a word. Greek language learners therefore, when learning English,
tend to pronounce one primary stress and give all other syllables a weak stress

(Papaefthimiou-Lytra, 2001:129).

Further discussion regarding the significance of stress for language learners is
offered by Nunan (1999), who distinguishes the differences of segmental and
suprasegmental features of phonology, where the stress in segmental features concern
stress on individual sounds, whereas suprasegmental focuses on intonation, stress and
rhythm. In foreign language teaching, tasks are known to be designed to offer students
the differentiation of sounds. Additionally, the question of L1 influence arises which
has been considered a central issue in FLL. Lado (1957) and Fries (1945) reported
transfer to be a burden on L2, Language educators and researchers may argue that it is
only natural for a language learner to encounter difficulties and struggle with the

interference from their L1. Legutke, et al. (2009:28) argue that this is:

[...] what comparison of the linguistic systems of the first and a new language by way of
contrastive analysis demonstrated- an assumption which was supported by behaviourists who
believed that language learning is habit formation. What leamers would therefore need is
correct input followed by intensive imitation of this input so that gradually new language

habits would be formed.

Nonetheless, young language learners may make errors that are not necessarily a
result of incorrect transfer of their L1 to the FL, but an indication that the learner is
developing linguistic rules. Legutke, et al. (2009) mention the example drawn from
their own research where a student used the word ‘goed’ instead of ‘went’ and placed
an —s on the word children to make it plural. They may be at the stage where they
begin to realise that these rules are not universally valid and that every rule in a

ylanguage may have exceptions.

For many teachers, especially within the context in question, the fundamental
nature of the language lies in grammar. Others believe that it is not necessary since
most young learners’ cannot relate to grammar even after years of instruction of
grammar rules. It would be beneficial if earlier research acted as a warning to those
who may argue that any grammar teaching is better than none at all, where the

outcomes can derive from actual language learning experience. Many teachers in
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Greece consider themselves as grammarians and attempt to describe every rule (a
synonym for patterns) and display its operation in an exceedingly systematic way.
This is mostly due to the fact that this type of learning was introduced to the teachers
themselves when they were language learners, and not necessarily YLs. Language
teachers of the region would feel inadequate as an educator if they too did not account
for well-formed, grammatically acceptable sentences. Interestingly, Byram (2004)
refers to traditional grammar and the fact that it generated from Ancient Greece where
it was considered “an external observation and analysis of the product, resulting in a
form of classification” (Byram, 2004:249). It may be that Modern Greek education
has continued to maintain these values regarding the importance of grammar. This

matter will be addressed in the analysis of data.

The aim of this chapter was to review the literature that has an immediate
connection with the research and context in which it was conducted. The portrayal of
the issues mentioned can provide the reader with an outlook of the study and the
" chapters that will follow. The next chapter will present the research methodology
applied for the collection of data. Taking into consideration the significance of design
and validity in the choice of the research instruments, justification of the method of
data collection will be included followed by a description of the data analysis. The

ethical issues regarding the research procedure are also clarified.
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Chapter 4: Research Methodology

4.1 Introduction to the Course of Action and Organisation of the Study

This chapter introduces, and includes a discussion of, the research design and
methodological approach employed to investigate early language learning within a
Greek regional context. A mixed method design (Cresswell, 2009) was developed in
order to obtain the required data that could help answer the research questions. The
research approaches are of equivalent value- one is not of superior merit to the other,
By not depending on a single method, research results are more constructive, due to
increased reliability and validity (D6rnyei, 2007). Additionally, by following a mixed
method research approach, a fuller background description can be captured of the
units under study. The perspective of the classroom nature and its social reality, where
these phenomena are so entangled, is also increased. This research approach was
essential to maintain the closeness to the situation which evidently permitted a greater
understanding of the multiple sources of data. Due to the complexity of English
language education in the region where the study took place, and to address the
questions aforementioned in section 1.2, a mixed method research approach was
designed to carry out the study and present data that will contribute not just to the
understanding of the particular Greek situation but also to the field of early language
learning in general. In this case, there has been an integration of different types of
qualitative research supported by quantitative evidence. The qualitative research
includes the interpretation of data from questionnaires, semi-structured interviews and
an action-research inspired intervention study. This approach enabled the researcher
to answer confirmatory and intervention research questions in the first phase of the

study, as mentioned in section 1.2;

la. Do state schools and private language schools in Greece provide language
learning opportunities that facilitate the acquisition of key competences for young
children?

1b. What are the aims of English for Young Learners (EYL) in Greek state and
private language schools?
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Ic. Do teachers in Greece receive appropriate training for teaching young learners?

2. What are the elements of motivation for a child to learn a foreign language in

private language/state schools?

In collaboration with the participants the researcher addressed the following

research questions:
3a. What is the students’ perceived goal, when they begin learning English?
3b. What are the parents’ goals for their children when learning English?

Qualitative research generally “seeks understanding by observing phenomena in
their natural settings” (Byram, 2004). The central aim to this approach is to
“document the world from the point of view of the people studied” (Hammersley,
1992:45). Researchers such as Kumaravadivelu, 1993; Karavas-Doukas, 1996;
Scholfield and Gitsaki, 1996; Papathanasiou, 2009; Peng and Zhang, 2009; have all
utilized qualitative approaches in their studies in order to understand and study the
complexity of the language classroom. Quantitative evidence provides the study with
a variation which people show over time and across social and cultural contexts
(Dornyei, 2007). The most vital feature of quantitative research is its focus around
numbers. According to DSrnyei (2007:32) ‘numbers are powerful, as attested to by
the discipline of mathematics. Yet numbers are also rather powerless in themselves

because in research contexts they do not mean anything without contextual backing’.

Action research, with the researcher as protagonist, has been introduced as an
approach to improving education by taking action into changing it and learning from
the outcomes and procedure of this change (Kemmis and Mctaggart 1992). According
to Mills (2003), action research is founded on a methodical, reflective and
collaborative progression that examines school and classroom matters to plan and
employ change. This combination allows the researcher to not only describe events,
but explore the phenomena when they occur and provide a valid contribution and
evaluation, with a view to improving the situation in question. In the case of the
current study, qualitative research (including both the Phase 1 classroom study and

Phase 2 action research) gave the researcher the opportunity to observe the given
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situation, interact with the participants and gain insights and information from the

participants’ point of view and experience.

The following visual representations are used to clearly show the different phases
of the research, the various types of data collecting tools in each phase, the number of

participants and the time period for each phase of the research study.

Table 1: Different Phases of the Study

Phases of Study Year Schools Participants Data
Collection Tools

Phase 1 2006-07 7 State 151Ss- Class
Schools TTs Observations-
Teacher
Interviews
Phase 1 2006-07 7 62Ss-7Ts Class
Frodistiria Observations-
Teacher
Interviews
Phase 2 2007-08 1 130Ss-  Audio and video
Frodistirio 10Ts-1 DoS rccordings’
Researcher’s
‘Action’ lessons,
Questionnaires to
all Phase 2
primary students
and their parents,
Interviews with
DoS and
Proficiency
students, DoS
observations of
‘Action’ lessons,
Action Research
Surveys to Phase
2 teachers,
Class
observations by
researcher,
Follow-up Phase
2 teachers’
interviews,
Follow-up new
Proficiency
student
questionnaires 2
years later
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Table 2: Phase 1 Table of Research Instruments and Questions

Research Purpose:

a) Indication as to what extent do state
schools & frodistiria provide language
learning opportunities that facilitate the
Observation: | acquisition of key competencies for young
children.
b) Do teachers in Greece receive appropriate
training for teaching young learners?
Appendix 2, 3, 25

Research Purpose:
What are the aims of English for Young Learners

Teachers’ Interviews: (EYL) in Greek state schools & frodistiria?

\ Appendix 4, 5
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Table 3: Phase 2 Table of Research Instruments and Questions

Audio & video recordings of f
Researcher’s ‘Action
lessons’:

(frodistiria) student:

Questionnaires to all /

Questionnaires to /

Intermediate & Beginners’

primary students: \
Questionnaires to /

Intermediate & Beginners’

parents: \

Research Purpose:

Effects of interactional & student-centred EYL
classes

DVDs1 & 2

Research Purpose:

a) What motivates a child to learn a foreign
language in frodistiria?
b) What is the student’s’ perceived goal,
when they begin learning English?
Appendix 9, 10,11

Research Purpose:

The effects of Intervention study

Appendix 13

Research Purpose:

What are the parents’ goal for their children
when learning English?

Appendix 9, 21
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Table 3: Phase 2 Table of Research Instruments and Questions (continued)

Research Purpose:

Class observations — Action / Do teachers in Greece receive appropriate

training for teaching young learners?

Research:

Appendix 16, 17, 18, 19

/ Research Purpose:
Participant ‘Action Teacher’ Familiarising Teachers with Action Research.

Observations:
\ Appendix 19

Research Purpose:

ko"ow-up - Participant Students’ / Facts, attitudes & opinions of participant
Questionnaires: students after the completion of the study.

Appendix 23
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Research Purpose:

a) What motivates a child to learn a foreign
language in frodistiria?
b) What is the student’s’ perceived goal, when they
begin learning English?
c) Report on the observed effects of interactional &
student centred EYL classroom
Appendix 7, 8

DoS Observations:

7\

Research Purpose:

Past experience of language learning opportunities in

CPE students: primary education.

Appendix 6

Research Purpose:

The effect of the Intervention stud
Journals y

/'\N /N

Appendix 21

This mixed method strategy was considered to be the most appropriate for the
present study, as it allowed the phenomena of early language learning to be analysed
from different perspectives. According to Ddrnyei (2007), the main advantage of
applying a mixed method approach is that the researcher can bring out the strengths of
one method which can be employed to overcome the weaknesses of the other. In the
case of the current study, the researcher was given the opportunity to reach a better
understanding of the target phenomenon by studying the matter from different angles.
As shown in the tables above, the study was a mixed method sequential design

(Cresswell, 2009) conducted over a two-year period where the researcher aimed to
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‘expand on the findings of one method with another method’ (Creswell, 2009:14).
Therefore, the intent of the present two-phase, sequental mixed methods study is to
explore the reality of the language classroom in state schools and frodistiria within a
Greek regional context, and expand on the findings with an intervention study
completed in a frodistirio. Phase 1 and Phase 2 will be explained in detail in the

following sections.

Phase 1

The Phase 1 data collection took place in seven primary state schools and seven
frodistiria in various areas of the region of South western Greece (the precise area of
the study is not identified to maintain the anonymity of research participants). None of
these schools/frodistiria were included in the Phase 2 study. Schools and frodistiria
were selected to reflect a range of geographical and socio-economic backgrounds. The
research included observations of English language lessons in both primary state
schools and frodistiria, concentrating on young learners aged 7-11. The number of
students in the language lessons observed in state schools was from 20-25 students
and in frodistiria 5-12. The state school pupils that participated in the investigation
studied in English language programmes in the morning. Language lessons at the
frodistiria took place in the afternoons, serving the purpose of supplementing the
morning language lessons. Additionally, semi-structured interviews with 14 English
language teachers from all fourteen schools (state and frodistiria) were conducted,
providing the opportunity to probe more deeply and explore the interviewee's

opinions.
According to Chaudron (1988:23):

[...] whether an essentially qualitative or quantitative approach is preferred by a researcher, the
research goal is to produce descriptions and interpretations of classroom events, and the
relationship between them, that will be identified by others as real and meaningful for

teachers, learners and learning.

In this research process, triangulation was mainly accomplished in two ways.
Initially the data was gathered through a number of sources, strategies and procedures

during the two phases of the study. In Phase 1, interviews with English language
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teachers from state schools and frodistiria were conducted (first source) correlating
with observations (second source). In Phase 2, observations, video/audio recordings,
DoS/ Phase 2 teachers’ interviews and questionnaires were used to gather data where
there was a correlation between each data. Furthermore, as the data was collected,
transcriptions of audio recordings of interviews, transcriptions and notes of classroom
observations with the participants (language teachers) were returned to them for
verification purposes and were later analysed after their approval. The data collected
was returned to the language teachers to ensure there was an accurate record of data
and to build coherent justification of the themes of the study associated with the
research questions (Creswell, 2009). It was crucial to establish inter-rater reliability
where the language teacher would review the evaluation and consistency of the
researcher and come to an agreement regarding the validity of the data recorded
(Selinger & Shohamy, 1989).

Parents (of Phase 1) were not included in the study and did not complete any type
of questionnaire, nor did they take part in interviews, as requested by state school
headteachers and directors of frodistiria. Semi-structured interviews with the English
language teachers took place on the last moring of the observations (Appendix 4,
Interview Questions & Appendix 5, Coded Interview Sample, Appendix 24 Biodata,
Dates and Classroom Descriptions). The Phase 1 interviews were carried out in
Greek, as this is what all teachers preferred. Detailed notes were made during the
interviews, marking illuminating responses for the transcriptions of tape recordings,
which have been used for cross-referencing. The entire conversation was audio-
recorded and transcribed verbatim in Greek. One teacher from a state school and one
from a frodistirio requested not to be audio-recorded and notes were taken during
their interviews instead. Unstructured discussions supplemented the interviews (see
Appendix 5 under the title ‘Follow-up Notes’) and opportunities were given for the
observer to seek clarification and ask questions based on the data collected in
observations. Teachers' answers were written up in detail immediately afterwards.
Prior to each interview, the researcher noted the various conditions and circumstances
under which tasks were performed. In order to obtain essential information
effectively, a good rapport between the language teachers and the researcher was
carefully established beforehand. Additionally, warm-up questions were included to

ensure that teachers felt comfortable enough to share as much information, relating to
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their views and experiences as possible. Each interview lasted twenty-five minutes to
an hour depending on the amount of detail the participants were willing to offer. The
aim of this part of the investigation was to explore the reality of language classrooms
in depth.

Phase 2

Phase 2 of the investigation introduces action research, which entailed monitoring,
intervention and modification to classroom practice, exploring the perspective of
shifting teaching and learning, providing potential of a new YLL philosophy within
the Greek context. When implementing action research, the dilemmas and
considerations were just as immense, since the action researcher was both a researcher
and a teacher and was expected to perform a dual role in an environment where no
variety of research had been conducted before. In the role of the teacher, the goal was
to provide the pupil, parents and language institution with a service which met
satisfactory standards. In the role of the researcher, the aim was to ensure identifying
problematic situations or issues considered feasible of investigation, and intervene in
the situations in question with the intention of producing critically informed changes
in practice (Byram, 2004). In regards to action research, there have been accusations
of unavoidable researcher bias in the gathering and analysis of data (Waters-Adams,
2006). Nevertheless, Nunan (1992) argues that action research is justified on research
grounds since it consists of a problem, question or hypothesis, data analysis and
interprétation of data. The scientific rigor of this type of research is assured by
verifying findings and submitting them to others (McNiff, 1994). If other researchers
and critical colleagues agree with the interpretations the data reveals, the more valid
the study becomes which could be true for any form of research for that matter
(Cousin, 2000). In the current study, there was a specific focus on two groups of
children. One class of beginners aged 7-9 and a class of intermediate students aged 9-
11. The two levels were chosen in order to investigate the element of change with a
group that had experience of language learning in this context and a group that was
about to start. The intermediate group had been studying English at the frodistirio for

4 years and parallel to this, 3 years at (state) school.
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A research journal was kept during the course of the study to keep a record of a
rich and detailed account of various routine procedures, phases of daily lessons and
record any particularly interesting or theoretically significant events (see coded
samples in Appendix 22). Lessons were video-recorded in order to observe students’
involvement, enthusiasm and daily progress (see DVDs 1 & 2). Selected speaking
tasks were audio-recorded with the intention of analyzing participants’ oral skills (see
sample in Appendix 15) which were transcribed verbatim and returned to participants
for verification. The recordings were initiated by the teacher who provided an audio-
recorder to one group per task. The students did not record themselves nor did they
have the autonomy to decide what to do during the research (see procedure in DVD
2). The Phase 2 participant students (Beginners & Intermediate) were given follow-up
questionnaires (Appendix 23) with the aim of gathering data and insights on how they
view the foreign language and how an alternative approach has made a difference in
their language learning. The follow-up questionnaires were distributed two years after
the study was completed. The beginners had reached intermediate level and the

original intermediate students were of proficiency level when the follow-up took

place.

A group of older learners attending English proficiency classes for the preparation
of Certificate of Proficiency Examinations (CPE), aged 14-15 years old, based in the
frodistirio, were also interviewed on their past experience of English language
learning in state schools and frodistiria. The interviews, which lasted thirty to forty
minutes, consisted of open-ended questions and enabled the participants to elaborate
on important issues, which will be discussed later on (interview sample in Appendix
6). The CPE interviews were also audio-recorded and transcribed verbatim. Once the
interviews were transcribed, they were returned to the students for validation. Since
the action research took place at a frodistirio, where I was also a teacher, it was
possible to control the environment in which distractions and noises were avoided
while the interviews were conducted. Once interviews were transcribed they were

returned to the students and their parents to review and approve.

The Director of the frodistirio (DoS), where the action research took place,
observed 10 of the researcher’s language lessons during the period of the
investigation. These observations provide feedback on students’ reactions to

interactive tasks from an external reviewer. The observer (DoS) kept notes on
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observation sheets (see Appendix.7) and within a twenty-four hour period provided
me with feedback sheets where the observer was encouraged to clarify ideas,
comment on the children's progress and make suggestions for future development.
Parents of all young learners at the Phase 2 frodistirio (a total of 80 students) in
addition to the parents of the beginners and intermediate students, who took part in
the Phase 2 study, were requested to complete a questionnaire at the end of the school
year, regarding their children’s progress and their feelings of the new methods
introduced. The researcher distributed questionnaires to all parents of young learners
and not only to those whose children were the immediate focus of the Phase 2 study
(Beginners & Intermediate) in order to gather a larger amount of data in order to
provide the reader with a more valid answer to research question 1a (Do state schools
and private language schools in Greece provide language learning opportunities that
facilitate the acquisition of key competences for young children?) and 3a (What are
the parents’ goals for their children when learning English?) as shown in Figure 6.
Since the researcher was encouraged not to involve the Phase 1 parents in the study,
Phase 2 parents were all given questionnaires even if their children were not in the
Beginners or Intermediate group, who were the focus of the intervention study. The
data was important in order to include parental influences in early language learning
in the region and the Phase 2 parents were the only accessible source. The
questionnaires and a cover letter were given to the children to distribute to their
parents in order to ensure a high number of them being returned to the researcher. 80
sets of Phase 2 parents received questionnaires and 80% of them were returned (see
Appendix 9 with translations for questionnaires distributed to all parents of young
learners and Appendix 21 for the parents of Beginners and Intermediate students).
The questionnaire was designed after the Phase 1 study took place and four months
after the Phase 2 study had begun. The purpose for this was to address issues of early
language learning and teaching as the study unfolded so as to collect data that would
contribute to the study. For this reason, the questionnaires were not piloted as they
were developed specifically for the Phase 2 parents who would receive them with an

immediate focus on the research taking place at the time.

The young, teenage and adult language learners who attended classes at the Phase
2 frodistirio were requested to complete questionnaires (see Appendix 10) which were

not the same to those distributed to Phase 2 parents. The students’ questionnaires

67



focused on their lessons both at the frodistirio and primary state schools (older
students were requested to answer questions regarding their primary language
learning experience), and how these lessons were carried out. A total of 116
questionnaires were given to all students of all ages at the end of the school year and
were returned immediately. Item analysis was completed at the pilot stage to examine
the quality of items included in the questionnaires. Additionally, because of the
immediate analysis, I was able to obtain information regarding whether the items
were clear, well phrased, easily understood and not repetitive with the CPE students’
interview questions. All questionnaires and interviews were in Greek and, later on,

translated.

Data Analysis

The data analysis of the Phase 1 and Phase 2 study were performed separately
(Dérnyei, 2003). In Phase 1, semi-structured interviews with teachers were conducted,
as mentioned above, which were transcribed into text and formatted so that the margin
could be used for classifying individual parts of data. The text was read and items of

interest were noted. The procedure was carried out as follows:

e An initial reading of the transcribed text was conducted which allowed
themes to emerge from the data gathered. During the first reading, major
issues were noted in order to acquire an understanding of the various
topics found in the data.

e The text was re-read and thoughts were annotated in the margin
(Appendix 5). The text was examined closely to facilitate a micro-
analysis of the data. At this point, open-coding was used to identify new
information.

e Axial coding was then used, which involves creating categories and
making connections between categories (Richards, 2003:276). This was
done by considering the research questions and drawing on the major
themes of the study. »

o The final construction of each theme was re-examined.
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The data gathered from the classroom observations were analysed in an analogous
manner (Appendix 3). The observation notes were transferred into field notes which
were thematically analysed to facilitate the procedure of data analysis. Themes
emerged from the data and were then annotated in the margin. The same means were
used to analyse the observation sheets (Appendix 2). The analyses of Phase 2 data of
interviews, observations and audio/video recordings have undergone an identical
analysis to the Phase 1 data. As a first step, the transcripts from audio and video
recordings were summarized and placed into categories. Content analysis was then
used to analyze the data, a method which according to Patton involves “identifying,
coding and categorizing the primary patterns of the data” (Patton, 1990:381). The
observation sheets, coding forms and questionnaires were also summarized and put
into categories under different headings. The responses from questionnaires were
organised and consolidated (Appendix 11). The answers were placed in columns
which facilitated the process of calculating numbers and percentages of reoccurring
answers where responses were categorized into themes. Finally, the Phase 2 journal

notes were annotated in the margin from which themes were emerged and categorised

(Appendix 22).

In order to understand the outcomes of the investigation, it is essential to introduce
the participants of the study and outline their background. In the following section,
the ethical considerations are presented and explained as to how the research is valid

and there was a careful consideration of any potential bias in the findings.

4.2 Ethics in Educational Research

When conducting research in a setting where children are involved, care and
precision are essential. Conducting qualitative research in the primary level can prove
to be a great challenge to research traditions. In this case, the challenge could be
~ greater since research in the particular context was not known as a means of support

for educational development; it was vital to the study that the approach was managed
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in such a way that the research did not become invasive and remained ethically
defensible. The participants were not only in need of security and protection, without
exception, but also of a research procedure that would not overwhelm them and would

reduce the risk of feeling threatened.

Privacy and confidentiality were respected throughout the study, in accordance
with the ethical guidelines which adhere to the professional codes of practice and
compliance with the 1998 Data Protection Act (DPA). Before the research
commenced, advance information on the study was given in writing, in order to
inform the respondents on all points and no relevant information was withheld from
the parents, DoS and teachers regarding my research and my relation to the owner of
the frodistirio. All participants that took part in both Phase 1 and Phase 2 of the
research were assured that their willingness to paﬁicipate in the study would not
affect their grade or their relationship with the school. Students and teachers were
provided with Participation Information Sheets and Consent forms which were signed
by all parents, teachers and DoS prior to the commencement of the investigation. I
was obliged to keep the anonymity and privacy of all research participants. The

British Educational Research Association in article 9 states:

The Association considers that educational researchers should operate within an ethic of
respect for any persons involved in the research they are undertaking. Individuals should be
treated fairly, sensitively, with dignity, and within an ethic of respect and freedom from
prejudice regardless of age, gender, sexuality, race, ethnicity, class, nationality, cultural
identity, partnership status, faith, disability, political belief or any other political difference.
This ethic of respect should apply to both the researchers themselves and any individuals
participating in the research either directly or indirectly.

All participants (students, parents and teachers) were assigned a number in order
to ensure their identities remained anonymous. They were assured both orally and in
writing that no identifying information would be used in the study and that the
information they provided me with would be used for the needs of this research only
and held the right to withdraw from the investigation at any time. By not revealing the
name of the institutions of where both part of the research took place, I have shown
respect for the rights of those directly or indirectly affected and have protected all
research subjects as is demanded by ethical conduct. Furthermore, the headmasters of

state schools and the frodistiria’s Directors were provided with the necessary
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information in written form. Additionally, informed consent from parents and students
who took part in the action research was gained for the use of tape and video

recording.

The researcher had a personal involvement with the frodistirio that took part in the
research of Phase 2 (intervention/action research), as it is under family ownership.
The study was conducted in the frodistirio in question, due to the fact that research
studies are not common in the region, particularly in this context. Other frodistiria
owners were reluctant to take part in the Phase 2 study. They were uncertain of
whether I would manage to balance the demands of my research with my professional
demands, and were not prepared to take the risk this type of research entailed. At the
Phase 2 frodistirio, I was allowed to carry out the study to a great extent, as long as
data collection and the introduction of new teaching approaches did not undermine the
students’ learning and did not make any of the participants feel uneasy. The children
were in a comfortable, non-threatening environment where they were encouraged to
express their creativity and experience new aspects of language learning. We had
lessons together every week for an entire school year, where the students had the time
to grow accustomed and familiar with their language teacher/researcher. Throughout
the study, I was clear about the criteria of the research which only enhanced the

transparency of my goals and enabled participants to better understand my values and

interests.

Additionally, my research can be validated through the triangulation of the study
as a whole where multiple data sources were critical in establishing data
trustworthiness since the institution where the intervention study took place was not
the only institution or research involved. Seven other frodistiria and seven state
schools also participated in Phase 1 of the study and had no connection to the
researcher’s family. I aimed to be objective and systematic with constant review and
checking by language teachers who participated in the study throughout the research.
My only intention was to capture the richness and the variety of the lived experience

and the complexity of the social world of the language classroom within the region.
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4.3 The Participants of the Study

The effect of the participants’ perceptions of language learning and education in
general can provide those responsible with positive contributions on learning and
teaching. As the study began to take place and information was gathered from parents,
teachers and students, the results of the language learning situation became clear. For
the needs of the Phase 1 study, seven state school language teachers and seven
language teachers from frodistiria offered their classrooms for observations. Six out of
seven state school language teachers were Greek, with one being Belgian of Greek
descent. All state school teachers had completed their studies in Greek Universities
and only one had a postgraduate degree. This is mentioned because the procedure of
teaching staff selection in state schools differs greatly from that of frodistiria.
According to Chryshochoos & Chourdaki (2003), the 1998 Educational Reform in
Greece modified procedures for the recruitment of teaching staff. From 1977-1998,
teachers were placed on a waiting list, to be recruited according to the date of their
application for appointment in the school. Now, selection is based on national
examinations known as ASEP. Foreign language teachers recruited at state schools
are university graduates and, according to the language teachers interviewed for this
study, no further training is provided before they are employed. Mainstream primary
school teachers, however, are obliged to undertake a pre-service course in education
before fhey complete their studies at university, as mentioned in chapter 1.
Nevertheless, according to governmental policies, foreign language teachers in the
public sector have all the accoutrements to teach in a state primary school. Language
teachers who wish to teach in the public sector but hold a university degree of a
foreign university must undertake courses at a Greek university followed by
examinations. If the candidate is successful, the government then recognizes their
degree of equal quality to that of a Greek university and language professionals may

be considered for a teaching position in a state school.

The situation in the private sector is quite different. Six out of seven teachers were
Greek, with one being Australian of Greek descent. None of the teachers held a
university degree from a Greek university; however, two teachers had completed their

studies in the United Kingdom. The other five teachers held a certificate of
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proficiency in English by either Cambridge or Michigan University, Teachers who
hold a language certificate are granted a teaching license from the Greek Ministry of
Education and are only licensed to teach in the private sector. They do not necessarily
undertake any other form of teacher training and in most cases, if teachers wish to

attend teacher development programmes they do so by funding it themselves.

The learners of both state schools and frodistiria that participated in the study
were of beginner and intermediate level of English and shared the same first language,
which is the country's official language. As mentioned earlier, 88% of students in the
country attend language lessons in both state schools and frodistiria while the rest
depended on state schools for their language teaching. In interviews, the state school
language teachers stated that the number of children that did not attend frodistiria was
due to financial difficulties the families were facing and not because they entrusted
their children's language learning to state schools. According to Mattheoudakis &
Alexiou (2009), a highly unique feature of foreign language education in Greece is a
thriving private sector where students attend their language lessons after mainstream
school. The high percentage of children who do attend private language institutions

indicates the dissatisfaction that exists regarding language teaching in state schools.

The following section focuses and elaborates on the first phase of the study that
was conducted in seven state schools and seven frodistiria. The purpose of this section
is to provide a clear outlook of the Phase 1 research design, conducted in the 7 state

schools and private language schools.

4.4 Qualitative Research in Primary State Schools and Frodistiria

Qualitative research methods first originated from the field of anthropology and
sociology with a focus on human behaviour, the behavour researched was expected to
occur naturally rather than being elicited in an experimental set-up. The research is
not meant to affect the participants’ normal behaviour. Therefore, these methods
would present data from the perception of the participants so that bias would not

change the interpretation and presentation of the data gathered (Jacob, 1987).
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Qualitative research offers the potential of gaining new knowledge through the
dynamic reflection on what observations of the language classroom can disclose. In
resecarch on education, it cannot be assumed that the course of knowledge is
predetermined; according to Bailey (2010:31), education unavoidably presumes
philosophical work in the theory of education and in the researcher’s epistemology,

where various claims are analysed critically. Furthermore, he argues that:

[...] failure to engage in such philosophical thinking results in the reduction of learning to the
ability to memorize and to repeat propositions or formulae, to meet behavioural targets,
without the deeper understanding of a particular way of knowing.

Philosophy involves the use of reason in investigating claims and judgments. It is
particularly concerned with the understanding of what knowledge consists of and how
it can be achieved as well as the nature of what is considered reality. The role of
philosophy is not to perform experiments; it is to explore how we think and the
assumptions underlying this thinking. In regards to the current research, I could not be
aware, in advance, of what might be found and whether the initial questions asked
were the right ones. As a researcher, I viewed it as necessary to involve the
participants’ reality in the investigation in order to bring clarity to thought and make a
robust argument of the changes that need to be made in the language classroom, and
to construct the groundwork for successful language learning in Greece. This
approach can confirm that by entering the discourse, research is valuable and offers
clarification for the future of language learning within the Greek regional context
where the research of the current study took place. It might have also been discovered
that what was taken to be an essential reality of the classroom situation, turned out to
be just one aspect while new possibly more important aspects of reality emerged

which my initial research questions prohibited me from noticing.

The current intervention research aims to discover new insights and study social
events, looking at their interconnections, control and predict events. The key elements
of qualitative research are concerned with in-depth understanding, intended to
penetrate to the deeper significance of the topic being investigated and includes
methods that contain close contact and provide detailed and rich data. Systematic
observations, meaning “planned, ordered and public® (Shank, 2002:5), were

conducted in language classrooms in state schools and frodistiria. Good (1988: 337)
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states that “one role of observational research is to describe what takes place in
classrooms in order to delineate the complex practical issues that confront
practitioners”. As Audi (2011) has illustrated, for understanding the world around us
we acquire knowledge of colours, shapes, objects and events, people and their actions
through observation. This approach can also be employed to justify the purpose, a
belief one can use in order to justify the purpose of a research study in education
where a situation can be observed either in a classroom or in an education system in
general. The observations were implemented to acquire a sample that encompassed
language learning approaches that exist in primary Greek education. Systematic
observations were carried out in both the private and public sector, in order to collect
data that would lead to identifying weaknesses and develop language learning in the
region. The data collected from classroom observations was supplemented with
interviews with teachers, procedures which are used for gathering oral data on
particular topics and data that was not anticipated at the phase of research planning
(Brown, 2001). The interviews were conducted subsequent to the other observations.

The main areas of discussion were (a protocol of interviews is shown in Appendix 4):

e Teachers’ perception of teaching strategies used with young learners.

o Teachers’ perceptions of the impact of student interaction and student-centred
lessons.

e Teachers’ responses to proposed changes designed to increase students’
motivation.

o The support they have from teaching material to expand on creative activities
from a linguistic and pedagogic point of view.

e Government support.

e  What the characteristics of class activities are.

The qualitative research tools were used in understanding and exploring a world
of human 'experience. The aim was to investigate the social world of the language
classroom from the viewpoint of the respondents, through their distinct actions and
the meaning of their observable behaviour (Wildemuth, 1993). The Phase 1 study in
this case is a pre-experimental study to collect data from various schools and foreign
language institutions which would give the researcher a complete idea of the language

learning situation within the region and provide valuable insights for the second part
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of the investigation, therefore, findings of the Phase 1 research have provided

methodological foundation for the Phase 2 research.

4.5 Intervention Research at the Frodistirio and the Potential of Change

In this section of the chapter, the Phase 2 of the research method chosen for the
completion of the study is introduced, serving as a pilot study model for a different
approach to language learning within a context where locally based language
educators considered this approach could not be applied. This part of the study

considers monitoring, intervention and modification to classroom practice.

Chamot et al. (1998) propose that language teachers develop insights into
language learning by observing students’ behaviour. Reflective teachers may analyse
these behaviours, identify potential problems and difficulties students may have, alter
their teaching practices, and evaluate their results. Some ideas may succeed and others
may fail, This process is known, as was briefly introduced above, as ‘action research’.
This form of research first emerged in Britain in the 1970’s where the work of
Lawrence Stenhouse, a British Educational thinker, was a major influence; he
believed in promoting an active role for teachers with the aim of meeting educational
needs (Stenhouse, 1975). Nowadays, participants in educational development are
increasingly choosing action research as a way of being involved in the solution
needed. For example, Breen, (1985); van Lier, (1988); Allwright and Bailey, (1991);
McDonough, (1995) and Freeman, (1998) have presented reflective studies that
develop alongside the research area of teacher knowledge, cognition and beliefs. This
desire to consider real-world experiences of people in natural settings was the basis on
which action research was first developed. Kurt Lewin, a German social psychologist,
first attributed the notion of action research as being "an alternative to
phenomenological and positivist approaches in research methodology. Lewin (1948)
defines action research as the investigation of a problem that is significant to all
participants. The teachers and the students equally share a stake in the result by taking
an active role in the research procedure in which change is the primary objective of

their involvement (Nunan, 1990). Lewin’s approach consists of a spiral of steps “each
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of which is composed of planning, action and fact finding about the result of the
action” (Lewin, 1948: 206). Knowledge can no longer solely be a quantifiable goal
but a developmental process, which is what action research offers and the reason that

I, as a researcher, considered the data of action research valuable.

Systematic and collaborative collection of evidence takes place, where researchers
implement the solution in question and consequently gather evidence after considerate
planning. The observer intervenes with the situation he/she is researching. The
interference is not neutral to the research question but aims to bring about what is
being researched, i.e. better practice. The researcher then tries to understand the
complexity of interactions in one situation rather than the effect of a small number of
factors in many situations. Action can provide change and research can provide
understanding of a current situation and its possible need for improvement. This form
of self-reflective inquiry can be used in such circumstances where the teachers’
practice can endure the introduction of various teaching approaches, all the while
linking practice and its analysis into a developing sequence. To some extent a
personal choice of research methodology is a suggestion of one’s epistemological
stand. Language educators, and educators in general, should regularly reflect on their
teaching, their capabilities, dispositions, beliefs and methods they apply and not only
consider resources they are given. My personal commitment as a researcher and
language teacher was to ensure that my pupils’ voices could be heard so that evidence
can be gathered. I believed it to be helpful if by listening to the students, teachers
would benefit and be able to build an informed strategy where they could make
changes in the language classroom. This commitment is a belief in students’
capability of becoming able learners given the opportunity, with methods that are

appropriate to them.

In the current study, action research was used to support a critical reflection
which, in turn, would aim to change not only the immediate environment which was
the classroom where the research took place, but language learning in the wider
community (Rainey, 2000). The action research dimension considered monitoring,
intervention and modification to classroom practice, exploring the perspective of
shifting teaching and learning, providing potential of a new YLL philosophy within
the Greek context, and raising research awareness. The findings of the action research

are divided into sections, where the discussion focuses on dissimilar teaching methods
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to those recorded in state schools and frodistiria. In other words, an alternative
teaching approach is proposed, with the potential for developing more successful
language learners within this context. The action research conducted in the frodistirio
set out to evaluate the potential for change in the method and attitude towards
language learning. The Phase 2 research took place in a frodistirio and not in a state
school because the procedure for gaining a teaching position, as mentioned earlier, is
complicated and could be a long and uncertain process. Of course, conducting
research at the Phase 2 frodistirio was not as complicated because of my relation to
the owner, nonetheless, I had a great responsibility where I had to consider the fact
that the Director’s main concern is maintaining the success of the business, therefore,
presentations were given on the procedure of the action research and letters were sent
to all pafents involved in order to inform them on ethical grounds with the option of

not participating if they did not approve. Fortunately, there was no such request.

My target in this part of the study was to enhance a student-centred environment,
where the children would be encouraged to reach goals that were closer to their
interests and reality. The Phase 2 language teachers, in the frodistirio where I worked
and conducted the intervention study, participated in five workshops in order to be
trained for action research which could give them new ideas to implement in class and
give their lessons a more interactive and cooperative note. Once teachers realise the
advantages of a student-centred environment and the techniques to applying it they
could add variety to their lessons and accomplish professional fulfillment when they
witness their students’ enthusiasm and development. Additionally, by including the
workshops in the study, the reader is provided with additional background of
teachers’ prior training. The professional development was observed during the
course of the study, and the outcomes contributed to providing the reader with

valuable insights of the early language teaching situation in the region.

The year following the research in state schools, the Phase 2 research study was
conducted for one school year, to explore and evaluate the potential impact of creating
a more interactive language learning environment. As mentioned in section 4.1,
research took place at a frodistirio, focusing on two groups of children. One class of
beginners, aged 7-9, and a class of intermediate students level, aged 9-11. The two
groups were chosen to facilitate the gathering of information based on the student

experience and on how they would respond and develop when exposed to different
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classroom techniques from those they were accustomed to, not only in language

learning but their general education as well.

The beginners group, having had no experience of language learning, was
expected to accept a new environment and adapt to it gradually, whereas the
intermediate pupils, having had experience in language learning at the frodistirio and
at school, were expected to be less adaptable. Furthermore, my intention was to return
to the frodistirio after a two year period of absence (September 2010) and observe the
participants progress and feelings towards the foreign language. At this stage, the
intermediate group would have taken their initial language examination where if
students are successful, they are presented with a choice of continuing their studies
and preparing themselves for English language proficiency examinations. The
beginners would have reached an intermediate level where they would have gained
language learning experience and a well formed idea of their feelings towards the
foreign language and its culture. I aimed to increase the participants’ attention and
motivation by introducing the language as a new skill they would acquire, not only
because one day they would be tested on it, which they were fully aware of despite

their young age, but also because it would offer a new means of communication.

The main areas of focus were to observe curriculum tasks, their views of
classroom layout, the language learning environment, their relationships and
friendships, levels of linguistic difficulty and views on teaching material. The overall
aim is to provide a rich and detailed account of various routine procedures, phases of
daily lesson and record any particularly interesting or theoretically significant events.
Fortunately, as a researcher, I had the opportunity to enjoy this advantage as a result
of my relation to the owner of the frodistirio. Freedom for experimenting was given
as I attempted to redefine language learning at the specific frodistirio with the
Director’s approval, who was cooperative and open to innovative, to this context,
ideas brought into the classroom, as long as the course books were not dismissed. It
was important for the DoS and parents that the course books were completed two
months prior to the end of the academic year. Once the students had completed their
course books, it automatically meant they could start the syllabus for the next level
and purchase the appropriate books. This resulted in the students completing their
studies rapidly and sitting the language examinations they had been preparing for.

Even with the use of the assigned books, I found that there were means of making
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instructional choices drawing on personalized and context-sensitive networks of
knowledge and beliefs. I did make use of the course books during the research and
was selective as to what could be used and tasks that could be introduced in a student-
centred environment where students could cooperate and work on a task. It was
important to organise the time, so that I would be able to work on the books and the
material chosen to introduce for the needs of the research. Prior to when the action
research commenced, a curriculum was created where I would present teaching
approaches and aspects of the language that were not observed in any of the state
schools or frodistiria during the academic year when the Phase 1study took place.

Nunan (1999:75) states that language learners:

[language learners] in classrooms characterised by a transmission model of learning are cast in
a relative passive role. They are passengers, being carried forward in the language experience
by the teacher. In language classrooms operating with such a transmission mode, learners
practice patterns provided by teachers, textbooks, and tapes. They are thus cast into passive
reproductive roles. Rather than leaming how to use language creatively themselves, they
spend most learning time copying and reproducing language written down by others. They
learn how to communicate in model and predictable situations, but they don’t learn how to

respond appropriately in novel and authentic communicative situations.

Even though the participants were not aware of it at the time, the need for
materials outside the content of the course book and suitable tasks for use with young
learners grew. Action research, in this case, also helped the teachers and the DoS seek
alternative options in introducing projects that aim to draw upon all aspects of the
children’s life. Language learners of this age can engage in projects which demand
that they take responsibility for their learning. By including these projects in the
language lessons the level of the child’s personal involvement becomes higher and
can consequently enhance motivation (Philips et al, 1999). As Wallace (1998) has
stated, action research is problem-focused and arises from explicit dilemmas and
issues within professional practice. Systematic approaches and techniques will helb
researchers make sense of their experiences and through this structured reflection they
may come to a solution, without implying that an educator will be able to find an
answer for every professional problem; some can only be studied, some we would
have to walk away from and some we will just have to accept. This type of research

differs from other forms because it involves a collection and analysis of data related to
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an aspect of professional practice, so as to reflect on what has been discovered and

apply it to professional action.

As a further dimension of this research study, all teachers of the frodistirio were
encouraged to observe the researcher’s lessons once a month, during which they were
asked to take notes of tasks they felt they could perform in their own classes and
methods they would like to adopt to iinprove their lessons. Two months prior to the
end of the academic year, I conducted observations of these teachers’ classes, during
which they adopted a student-centred approach. It was evident that the teachers felt
nervous at first. For this reason I did not take the first two lessons under consideration
because the teachers needed their time to become used to the idea of observations,
since this was something completely new to them. Once they felt more comfortable,
data would be recorded. As the lessons progressed, the language teachers became
more confident. By the end of their lessons, they were more able to ignore being

observed and had become entirely involved in the lesson and the outcomes.

In summary, the mixed method strategy was identified as the most appropriate for
the present study. It helped provide information of the reality that exists in the
language classrooms in the region and experiment by including communicative
methods as well. The following chapter of the thesis provides the reader with an
analysis of the Phase 1 research data gathered during classroom observations and
teachers’ interviews. In the light of the findings, the research questions posed in
Chapter 1 are reiterated and addressed. The data indicated a number of differences
and similarities between the state and private sector, and raised various issues which,

if appropriately addressed, can improve language learning within the regional context

and Greece in general.

Chapter 5: Preliminary Research into Greek EYL State

Classrooms

The present chapter addresses challenges and teaching practices in language
learning within a Greek context in state schools and frodistiria, as recorded in Phase 1,

which was the exploratory portion of the study. There will be a focus on findings
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regarding a number of fundamental questions, such as whether state schools and
frodistiria are providing learning methods appropriate to the age group in question.
The chapter will begin by identifying the English language classroom environment in
state schools and frodistiria. Then, findings will be presented regarding classroom
management and organisation, the use of the mother tongue, the use of target
language and the effects of a teacher-centred learning environment. These findings
will be presented in consideration to the learner, the parents and the teachers who

participated in the study.

5.1 The English Language Classroom Environment in State Schools

One main focus of the research was to investigate the environment where
language teaching took place. Since the classroom is a place of learning, it may play

an important role in affecting the child’s attitude.

The nature of the state school classrooms observed was quite similar from school
to school. It was clear, and the seven state school English language teachers verified
this, they were considered visitors to these classrooms and only mainstream teachers
could organise the environment of the classroom as \they desired. Only two
classrooms from schools SS.14 and SS.16 revealed signs of language learning taking
place. Teacher 16a was provided with her own classroom. The two other language
teachers had a few English posters on the walls of their classrooms, while other
language teachers did not attempt change and revealed that they did not want a
dispute over such matters with their colleagues. Language teachers were expected to
keep a distance from the structure of the classroom, which makes it difficult to make
alterations in the classroom’s environment, even though this may make a difference

and have an impact on the language lesson.

The year the observations began (2007), the Greek Ministry of Education had
altered the mainstream Greek syllabus by introducing the use of new course books
designed to encourage mainstream teachers in state schools to apply an interactive
approach to learning in their classrooms. The drawback to this rather radical attempt,

since the Greek education system has been known to be very traditional in its
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approaches in primary education, is that mainstream teachers had limited guidance on
how to put this into practice, manage and organise group work. Although some did
put effort into adopting a new environment in their classrooms, their enthusiasm soon
faded when they realised that they were not prepared for the problems associated with

group work and were not aware of how to prevent the problems from occurring.

This attempt of change for the Greek syllabus also had an impact on the English
language lessons even though there was no change in the English language curriculum
or syllabus, and no input on how to implement and manage the situation since the
English language teachers and mainstream teachers shared classes and classrooms.
The English language teachers interviewed mentioned that nothing has been done to
improve the quality of English language teaching in state schools, as indicated in the

following extract:

Teacher 11a: I wouldn’t say that there has been a turn towards better language
learning. The Ministry of Education does give promises each year that the course
book will change but we are still using the same book since the early 90°s which was
known as an experimental course book at the time. Furthermore, students in primary
schools should be ranked into different levels of English, as it is done in Secondary

schools, not that it would make a world of difference but it could be a good start.

Most of the classroom seating arrangements followed what is considered the norm
in primary state schools in Greece, especially in this region: a traditional teacher-
fronted structure, columns and rows of desks and chéirs with pupils facing their
teacher and her desk. This specific layout was most convenient for teachers who
wished to apply a teacher-centred lesson where students were being examined, a term
used in Greek classrooms. An example of this occurred during the study when three
of the teachers were observed holding a notebook, asking students theoretical
questions on grammatical phenomena and recording the accuracy of their answers,
which they would use to evaluate their overall performance at the end of the semester
when parents were given their children’s school reports. Other classrooms followed a
different layout which had no specific purpose or organisation pattern. The structure
was mostly chaotic as some classrooms attempted to present an ad hoc cluster of

~chairs and desks, as displayed in Figure 4 in chapter 3, and others a semi-circular

seating as displayed in Figure 2, even though teachers did not desire children to
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interact. These structures were not kept in their initial form and desks were arbitrarily
set without being placed back, resulting in the learners often not having any sense of
spatial organisation and positions appropriate for any type of communicative or
cooperative activity. Additionally, seating arrangements had not changed from the
beginning of the academic year for any activity or purpose, even though desks and

chairs were movable.

The classroom environment was a neglected source in the context and even
though this was evident to the researcher’s eye, when interviewed, the teachers
expressed their anxiety for other matters that they felt were of greater importance such
as a poor syllabus, outdated course books and lack of facilities, to name a few. Within
this context, teachers appeared to have abandoned the idea of improving the
classroom: firstly, as all teachers stated, the buildings were relatively old and
secondly, because language teachers in state schools were considered outsiders, where
teachers entered the classroom as guests for 45 minutes and were requested not to
change anything because this would disrupt the course of the rest of the lessons. Five
out of seven language teachers stated that their lessons were considered an
intermission for mainstream teachers and students. They believe children to be less
motivated to participate in any way since they attended language lessons at frodistiria
in the afternoons, in classes with fewer students who were all of the same language
level. Neither students nor parents take English language learning in state schools
seriously due t’o a long established tradition; parents entrust their children’s foreign
language learning to private language institutions which run in the afternoons, after

mainstream school. According to Scholfield and Gitsaki, frodistiria’s:

[...] success in the teaching of English seems not to be founded on overwhelmingly better
teaching or learner training. It is perhaps the stricter environment with more class tests and
greater discipline: parents pay fees and demand ffom English teachers that there is no wasting
of time during classes. It is also the smaller number of students per classroom, and the greater
number of teaching sessions. Above all it is the fact that typically attendance at a Private
Institute of Foreign Languages is supplementary to, rather than in place of, attendance at a
primary state school (Scholfield & Gitsaki, 1996:126).

Since the parents’ and students’ main focus is on the language lessons that take
place in frodistiria, which would mean that since there are more lessons a week

compared to state schools, frodistiria have a more rapid pace and the curriculum in
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frodistiria manages to cover more than in state schools. This results in repetition and
students losing interest in lessons at state schools, since they are considered
undemanding with no challenge. Therefore, as children progress at frodistiria, they
lose faith in their English language lessons at state schools and see no reason for

making any effort.

Teacher 11a: The private language school lessons move rapidly, which means that
some children are more proficient than others, especially by the time they have
reached Year 6, where students have an indifferent attitude towards their English
lesson at school. They believe that since they get good grades in their private
language school it does not really matter what grade they get at school.

Teacher 12a: When 1 first started teaching in a state school, I thought I had made
the biggest mistake of my life. One minute, you are an important educator, working in
a frodistirio, and the next no one asks about their children’s progress and the students
themselves doubt everything you say in class and may even correct your English
because their teacher in the frodistirio said something different, therefore you are

the one who is wrong.

Teacher 13a: The Ministry of Education and Religious Affairs does say that we

should use a more communicative approach, but how do you do that ina class that

pays no attention to you?

The following section reviews the classroom environment in frodistiria and

compares the similarities and differences that were revealed during observations.

5.2 The English Language Classroom Environment in Frodistiria

Before revealing findings of the Phase 1 in frodistiria, it is essential to present
information regarding the nature of the institutions. Language learning in frodistiria is
examination-oriented and from a very young age, children are gradually exposed to
instruction following internationally recognised examination syllabuses. Greek pupils

endure preparation for English language examinations accredited by the British
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Council and the Hellenic American Union, among others, with the intention of
achieving formal certification used for professional purposes later on. The aim is to
prepare students for language examinations as rapidly as possible to avoid burdening
students with additional lessons later on, when reaching the stage of preparing for the
very demanding University Entrance Examinations. During the final two years of
secondary school, students in Greece are exposed to preparation for the University
Entrance Examinations parallel to their schooling. They attend private institutions in
the afternoons with the intention of focusing on the subjects they will be assessed on
in the final examinations. For this reason, language learning must be completed and
language certificates acquired prior to the period of 'university examination
preparation. In cases where students do not succeed in acquiring a language certificate
in time, they simply discontinue their language lessons and focus on their entrance
examinations. If they successfully enter University, they then resume their language
lessons and retake their examinations with the intention of obtaining a certificate

which is considered vital in the Greek job market.

In focus of the current study, observations revealed a number of differences
between state schools and frodistiria. Frodistiria, as language institutions, focused
entirely on languages. The posters on the walls, the voices of listening tasks coming
from classrooms and students’ drawings of London or Paris were only a few
indications of the emphasis on a foreign language environment. It is important to
mention that students of all ages can attend and are separated into groups depending
on their linguistic level and the age group they belong in. Frodistiria classify the
different age groups in different periods of the day, where young learners are
requested to attend their language lessons early in the afternoon whereas teenagers
and adults attend their lessons later on. These schedules are expected of all frodistiria

and the younger the children are the earlier in the day are they invited to attend.

It is also important to acknowledge the fact that potential language learners first
enter the classroom at a frodistirio, usually at the age of eight or nine, with a wider
range of literacy skills than when they first attend state schools. At this stage they
have developed phonemic awareness and letter naming in their L1 and this can work
to the language teachers’ advantage since their students are aware of the learning

process in general and what is expected of them in a school environment. This can
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provide the basis for the language teacher to create an appropriate classroom

environment that would accommodate the learners’ needs.

Within the region where the study took place, classrooms in frodistiria provide a
wider range of critical contexts for language learning. Many factors combine and
interact in order to create an appropriate classroom environment with variables which
include structural components, such as teachers’ organisation of classroom materials
and supplies, frequent language opportunities and exposure and stronger classroom
management strategies. Teachers’ organisation of classroom materials and supplies,
for instance, were observed to differ greatly from state schools, having a significant
impact on the quality of the learning environment. These differences and other factors
all contributed to making the classroom environment more pleasant, where clear goals
were presented to the students and their parents. It is important to mention at this
point that frodistiria are private institutions, therefore, they choose to improve their
facilities regularly and in most cases, have the financial ability to do so. State schools
are not supplied with funding for the improvement of the classroom environment or
the latest technology to the same extent. Observations recorded that state schools were
provided with minimum facilities. Those who attended frodistiria were aware that
they would have responsibilities and a purpose, even if that purpose was passing
future language examinations for the attainment of a certificate. These goals were
mostly implanted by parents who consider language lessons at frodistiria necessary
for their children’s future. Language certificates are essential to survive in the
competitive Greek employment market and the employees of tomorrow are likely to

need a strong educational background to succeed.

The classrooms were similar from frodistirio to frodistirio, meaning that they were
equipped with what were considered basic facilities such as a whiteboard and a CD
player. One out of seven classrooms had a computer, which was used once during
observations, for games where students took turns approaching the teachers’ desk
where the computer was placed and play a round each while others sat behind their
desks anxiously awaiting their turn. The classrooms were used exclusively for
language learning and consisted of English language posters, phrases and words
written on colourful cards around the classroom, labeling various objects in full view

of the students.
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The layout of the classrooms in frodistiria was analogous to those in state schools.
In the private sector the school authority predetermined most of the physical
environment. There was a preference for teacher-centred environments as well as a
tendency towards examination-focused instruction from the very start of the learners’
tuition at frodistiria. Teachers controlled the direction and pace of the lesson, and
monitored the learner’s performance. Nonetheless, the classroom environment was
not as neglected as in state schools. However, language schools are private and
parents can choose the school they think will offer the best education to their children;
therefore, owners of frodistiria pay more attention to what some may consider detail,

because of the fact that it may attract more customers.

Understandably, language learning in state schools and frodistiria faces many
challenges; however, ensuring a supportive classroom environment can be regarded as
a good starting point. It may not determine how effective teaching can be, but it can
be a contributing factor. Displaying posters, labeling objects in the classroom and
posting daily schedules could help students understand the different functions of
written English. Teachers bringing creativity into the classroom can make children
feel more comfortable and secure. Furthermore, by simple changes it may be possible

to encourage an entire new attitude towards learning.

By focusing on classroom variables that promote foreign language learning,
language teachers have the ability to support language opportunities, exposure and
classroom management strategies. In the following section, the effects of the teacher-

centred context and the outcomes of classroom management and organisation will be

presented.

5.3 Classroom Management and Organisation: the effects of the teacher-centred

context.

State Schools ’
The English language teachers in state schools had 45 minutes for their lesson as

previously mentioned, which in most cases is an acceptable amount of time. If the
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management of the classroom is not successful, any amount of time would prove to be
limited. State language teachers blamed the perception pupils and parents had towards
them, making them feel inadequate, since their work was not taken seriously, as
mentioned in section 5.1. Pupils’ dependence on frodistiria alone resulted in not
focusing on the language lessons provided at state schools. Language teachers at state
schools continued to work through the course book and did not make any attempts to
introduce something new despite being fully aware that the level of their lessons is

extremely low for the pupils in question. As teacher 15a mentioned in her interview:

The teachers are not required to use the course books or complete it by the end of
the school year. On the other hand, we have to complete the books because it makes it

easier for the children to cope with the new material in the following year.

Therefore, the teachers chose to solemnly employ course books even though
children seemed to resent them and the teachers themselves were not happy with the
content as they felt it was outdated as was mentioned by Teacher 11a in section 5.1. In

relation to this, Teacher 17a reported:

As the children grow older, the majority would become less interested in the
subject of English so that by the time they reached year 6, they would become even

more difficult to manage than when they were younger.

Teachers blamed the situation on the frodistiria, claiming that because the lessons
that take place there are of a more rapid pace, children are familiar with the material
presented in their class. This claim repeatedly occurred in state school language

teachers’ interviews. This data relates to Smith and Larsett’s (1993:7) argument that:

[.] difficulties in learning and consequent problems with behaviour often happen
because the content of a lesson is not matched to the ability of the pupils to whom it is
delivered. Because persistent failure can easily result in disgruntled disaffection, careful
scrutiny of the curriculum by subject departments and by individual teachers is needed to

ensure that it is appropriate.

Data gathered from the observations in state schools indicated that language
teachers arrived after the students and entered into a classroom of chaos. When
teachers began the lesson after trying to calm the children down, which took

approximately 4-7 minutes during which it was impossible to hear the teacher speak,
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language educators were recorded to regularly interrupt their lesson in order to make a
critical comment on something a pupil may have been doing, which was usually
trivial and could have been dealt with privately. These interruptions occurred after the
first 10 minutes into the lesson. Language teachers in state schools usually interrupted

their lessons for the reasons distributed in Table 4.

Table 4: Critical Incidents Calculated over Several EYL Lessons.

L
Whispering to peer 20 minutes into the lesson

Did not have books 15 minutes into the lesson

Repeated what teacher 20 minutes into the lesson
said
Not paying attention 10 minutes into the lesson

Whispering to peer 20 minutes into the lesson

Did not have books 15 minutes into the lesson

Kounin (1970) describes this as stimulus-bounded events, where the teacher draws
the attention of the entire class from an on-going task to an insignificant action which
does not necessitate attention. One example of this occurred when observing a teacher
who was explaining a grammatical point and was writing examples on the board. She
became aware that one of the students in the back was writing on a piece of paper
rather than in their exercise book, used especially for grammar lessons. When the
pupil explained that he had left the activity book at home, she commented that his
grades will decrease if he continues this behaviour, a warning that was frequent
among teachers. Observation data showed that other students started commenting on
this among themselves and all communication between the teacher and the pupils
quickly vanished, resulting in the teacher needing to take additional time to reinstate
the children’s concentration. This conversation may not only have a negative effect on

a child’s motivation to participate, but also took valuable time out of the task. If the
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teacher draws her pupils’ attention towards such events, then she makes it difficult for
them to stay focused and actually appreciate what it is she is trying to teach them.
These signs of ineffective managing often disrupted the course of learning and are
some of the elements that led parents to believe that the work done in state schools is

not adequate, compared to the effort teachers make at frodistiria.

On the other hand, the first 15 minutes of the lessons teachers tried to be more
tolerant of students’ behaviour. Data showed that in the first part of the lesson actions
that were tolerated were far more serious than what was mentioned in Table 5. The

following table will display some of students’ actions that were overlooked.

Table 5: Actions Overlooked by the Teacher.

ihuté nto t

Mobile Ringing
Flying paper planes 10 minutes into the lesson
Throwing pencils at 15 minutes into the lesson
classmates

When this was brought to teachers’ attention in interviews they commented that:

Teacher 12a: I show tolerance in the beginning because I am tired of yelling all

the time but at some point enough is enough.

Teacher 14a: I think the reason this occurs is that we feel that we have lost the
students and their attention and try to be as calm as possible to win them back but to

no avail and that is when we burst!

Observations showed that the first 20 minutes of language lessons were quite
chaotic, however, once there were signs of teachers’ outburst students began to show
signs of good behaviour. The major drawback to this was that precious time was lost
since the entire lesson only lasted for 45 minutes which meant that the teachers tried
tolerating bad behaviour during the first 10-15 minutes and interrupted students

regarding any detail of misbehaving the last 10-20 minutes. Positive reinforcement
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was rare, as teachers mostly vigilantly expected the worst from the children. The
positive remarks made from teachers such as ‘Well Done!’ (IloAd wpaia!) and
‘Bravo!’ (Mrpdfo!) were mostly when children successfully completed a task and

were repeatedly addressed to the same children, usually those seated in the front rows.

Observations showed that teachers who ignored pupils’ misbehaviour for most of
the lesson and worked with the children who were sat in the front rows. If the
situation became unbearable the teacher erupted and yelied until there was absolute
silence in the room. According to Collin and Laslett (1993), it is often difficult for a
teacher to attend to every sign of misbehaviour, though the emphasis must be planned
ignoring, rather than hoping that the provocative nuisance will exhaust itself,
However, when teachers explode, as most were recorded to do so when ignoring
misbehaviour, it did not seem planned but a2 management technique they had adopted,
which was effective for a short amount of time. Nonetheless, this was considered a

suitable attempt to manage misbehaviour.

Teacher 13a: We generally do not have behaviour problems in primary school.
They are still at an age where they are easily disciplined. If you yell at them once or
twice they will eventually calm down. (see Appendix 5 sample)

Based on Collin and Laslett’s (1993) research in classrooms, teachers deliberately
overlooked provocative behaviour since they were not accustomed to other effective
layouts to have the children seated that would enhance cooperation with the teacher
and fruitful interaction with their peers. Within the Greek regional context, language
lessons were performed in a traditional way, as mentioned earlier. Learners were
seated in rows and faced the teacher, who was the centre of the communication
network. Language teachers felt this was the right way a classroom should be
organised after years of being exposed to the same environment as students
themselves, their own apprenticesth of observation, as Lortie (1975) identifies it.
Another valuable point that Dérnyei and Murphey (2003) make is that teachers do not
often realise that they have a spatial advantage to the students. They are able to see
everyone and face anyone they wish, assuming the same for the students. However,
for language lessons especially, the principal means of learning is the interaction

between members of the classroom as displayed in Figures 1, 2 and 3 in chapter 3
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because in these layouts, students are able to use the language and learn from their

peers as well as their teacher.

Pair and Group Work
In relation to the above point, there was a particular perception language teachers

had concerning group and pair work. In interviews, teachers appeared to be against
employing any form of cooperation when tasks were being conducted in class and
would only consider it when students played games. In most cases this was not often,
especially with children in year 5 and 6 since, according to all teachers, students stop
appreciating these activities when reaching the age of 10. Interviews revealed that six
out of seven state school language teachers were not aware of the concept of
cooperative learning in class and referred to group work as an extracurricular project

that was complicated for the young learners of year 3 and 4.

Teacher 16a: I usually do not assign group work to students of year 3 or 4, they
are too young. At the end of every chapter of the book I assign a project and put them
(students) into groups and they decide whose home they will go to in order to
complete it. We would use the end of one of our lessons for them to present their

pictures or posters.

Six out of seven teachers considered pair work related only to a reading task
where students read out dialogues from the book aloud and translated afterwards
which was recorded in observations and mentioned in interviews with the teachers.
An example of this was recorded in classroom observations taken from Teacher 13a’s
lesson where she read out a text from the course book which consisted of dialogues.
Once she finished reading she translated the text line by line and then assigned roles
to the students. Students were asked who would like to take part in the pair work task
and students volunteered. Language learners were to read their part aloud for the rest
of the class, seated behind their desks and if there was a word they had difficulty
pronouncing, the teacher would read it for them and the students would repeat.

Teacher 15a commented on the matter in her interview:

Teacher 15a: I use the pair work given in the course book where there are
dialogues and the pairs read them aloud, conversations such as ‘How old are you?’
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and so on. 1 generally do not use pair work a lot because it is not offered in the course
book, I do, however, believe that this task helps their language development, As
students read to each other, they hear each other and translate and this helps them
develop their speaking in the foreign language.

When an interactive in-class form of learning was brought to their attention, all
teachers stated that theory is different to practice. Children are not familiar with group
and pair work and the use of it would not be fruitful and not benefit nor contribute to
any learning. It was thought that the pupils who were more advanced would complete
tasks and simply provide the information to those who were in a lower level to them.
The problems that arise from the introduction of group work are many and, according
to teachers, there is not enough time to discipline pupils and apply new classroom

techniques, therefore, this approach would only add a new dimension of confusion.

Teacher 17a: It is a waste of time. It would take too long to calm the children
down and actually get something done. We do not have much time for the actual
lesson. There’s a lot of noise and the weak students do not participate, practice is

different to theory, the reality is that there are no results. Children do not learn from

their peers, they just copy from each other.

Equivalent observational study and interview material was collected in frodistiria,
where there tended to be a feeling of clear existing aims of the teaching-learning

process comprising the language examinations and certifications as mentioned

previously.

Frodistiria
The classroom layout and arrangement of classrooms at frodistiria did not differ

greatly from the hierarchically teacher-centered arrangements in state schools.
Students in this context again were seated in rows and communication was only
planned to be between the teacher and the students, where the goal is for children to
pay more attention to what is being instructed without interruptions, leaving the
teacher to occupy the centre of the communication network. Group and pair work
were seen as methods used for play as in state schools, and teachers were not
convinced that it would improve the children’s learning in any way. As a result,
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children generally worked alone or in whole-class presentations according to Doyle’s
(1986) study. In the following statements, frodistiria language teachers explain their

use of interactive teaching:

Teacher 13bF: I use it (group work) when playing vocabulary and grammar
games and likewise pair work where I get a chance to listen to what they are saying
and at the end talk about things they’ve done right or wrong, not for every lesson

though.

Teacher 11bF: Students do learn from interaction but they learn more from me

when I correct them.

5.5 The Use of L1 and the Target Language

The amount of the TL and whether or not the L1 should be used in the YLL
classroom is currently receiving a great amount of attention in the field. The present
study investigates language learning within a Greek regional context where teachers
are reluctant to maximise TL use, due to traditional teaching styles. The results of this
investigation, which will be further discussed and analyzed in the section of the action
research outcomes, appears to support the hypothesis that TL can be maximised by
creating a student-centred environment where learners would be encouraged to use a
significant amount of TL and increase their interest in achieving their goals by

offering more chances to practice authentic communication.

English language teachers faced the dilemma of not only the appropriate quantity
of TL used in the classroom, but how effective it would be, meaning that many
teachers feared students losing interest and becoming restless when the language used
in the classroom was not familiar or available to them. The data I have collected
provide evidence for a number of differences between the state and private sector. My
eVidence, which applies both to classroom reality and participants’ perceptions, will

raise interesting issues throughtout the thesis.
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One of the central aims of this study was to examine the role L1 plays and the
quantity of TL used in the foreign language classroom in both the state and private
sector, which contributes to the explanation for the distinct differences between the
two. One of the main issues is that young language learners, within this Greek
context, are deprived of valuable language input. This is due to traditional approaches
to language teaching, teachers’ deeply rooted beliefs about language learning,
complete commitment to the curriculum and the limited amount and quality of
available in-service training. According to Johnson (1995:9), teachers control what
goes on in classrooms primarily through the ways in which they use language. In this
study, the use of the TL was a greater issue than the participants were aware of as this
was one of the factors that 93 % of parents, as recorded in questionnaires (Appendix
9), felt they could not entrust their children’s language learning to state schools
because they believed that the language lessons that took place were of relatively low
quality, compared to language lessons at frodistiria. Parents stated in questionnaires
that state school language teachers do not use the TL because their ability to use the
foreign language was low and the perception of professional development was non-
existent. The lack of TL is immediately interpreted by the parents and pupils as lack
of knowledge.

It appears that children at state schools are not as exposed to the language as they
are in frodistiria and the amount of TL may not be adequate for pupils to improve and
adopt communicative skills in English. As language learning in Greece is not
expected to take place outside the classroom environment, whether the classroom is in
a state school or a frodistirio, the issue of the teacher’s TL use becomes an important
source for students to attain input and therefore, a very important issue (Peng &
Zhang, 2009). The most common belief among parents in the specific region is that
exposing learners to foreign language input is crucial and that it could make a

difference to their linguistic development.

State School Teachers’ Use of TL
In this section, I will report on how teachers use TL in primary state schools. The
participant teachers were interviewed and their lessons were observed. The TL the

teachers used in the classroom was initially requested to be calculated via audio-
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recordings where the teacher would wear a microphone during the lesson. This made
the teachers uncomfortable and they rejected it from the start, fearing that the
microphone would cause a distraction. Due to the disruptions and noise in class, it
was impossible to make out what was said when audio-recording from the back of the
classroom. For this reason audio-recording was not used to collect the TL data.
Instead the researcher decided to use a timer when TL was used and counted the
number of L2 utterances during observations. The results were analysed and were
presented to the teachers in order to establish inter-rater reliability as mentioned in
chapter 4. From a pragmatic perspective, the language was not varied and students
were observed to be off-task and at times, the L2 the state school teachers in this
study used was recorded to be inaccurate, as they misspelled English words-for
example, Teacher 15a misspelled Tuesday for Thuesday and Teacher 13a misspelled
the name Sean for Shone when asked by a student when being presented with
television personas from Great Britain (the student was writing about Sean Connery).
As will be presented, the findings of this study confirm that the current use of TL in
English language classrooms in these primary state schools is not adequate, especially

when the learner has no access to the TL outside the classroom.

The data shows that there is no immense disparity of teacher talk across different
learning levels (year 3-5). However, those who used games in their lessons employed
more English and learners unconsciously used the TL as they were involved in the
game, recording an average of 20%. Teachers 15a and 12a included games for a more
substantial proportion of their lessons which resulted in the use of the TL reaching
45% of teacher talk. This was the highest percentage encountered in the study and
reflected the fact that they were the only two teachers that used any form of
interactive activities. This compares with data from the ELLIE study which indicates
that a recommended average of 60% TL is appropriate (ELLiE Public Report, 2011).
Specifically, language teachers reported particular perceptions concerning group and
pair work, of crucial significance in relation to their practices. According to all
teachers, students stop appreciating these activities and begin to find them childish
and unnecessary when reaching the age of 10. Based on observations, the games did
not change from year to year. It seems possible that children might lose interest
simply because of the lack of variety related to the question of student groupings. Six

out of seven state school language teachers were not aware of the concept of
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cooperative learning in class and referred to group work as an extracurricular project

that was complicated for the young learners of year 3 and 4 (age 8 and 9).

Although such projects can prove to be beneficial for pupils’ language learning
and increase motivation, children are not encouraged to use L2 to complete the
project. Six out of seven teachers considered pair work related only to reading tasks
where students read out dialogues from the book and translate afterwards. Teachers
seemed to feel threatened by any form of cooperative learning as they considered it
would destroy the progress of the lesson as events become less controllable, as

indicated by the following comment from Teacher 13a:

Teacher 13a: Children in primary school are at a difficult age and it is a
challenge to prevent misbehaviour. Using group work could mean playing with fire,

especially when there is no need for it.

It was considered essential that children would have to acquire vocabulary and
grammatical rules of the TL. These two elements seemed to be the aim of every
teacher, while their communicative competence appears to be fairly neglected because
of the dominance of traditional classroom exercises. According to the data gathered
from 16 lessons (3 lessons per school), where the TL was measured with a timer and
the amount of L2 utterances were calculated and noted during observations, as
indicated in the table below, Teachers 12a and 15a calculated approximately 40% TL
use, Teacher 17a, 25%, Teacher 14a, 20%, Teachers 11a and 13a, 10% and Teachers

16a as low as 4% as displayed in Chart 1.
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Chart 1: Teachers’ TL use in State School during the Language Lesson.

TL Use in State Schools
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English was mostly used to correct course book activities and play games,
whereas L1 was used for instructions, rules, social needs and grammar explanations.
Teachers claimed that they used limited amount of English in their lessons because
they had a limited time to teach it. The following extracts display teachers’ reluctance

to maximise L2 in a young learner’s classroom:

Teacher 16: It is not easy to use English in class because the children are young;

they get bored and lose interest. By the end of the lesson, it’s like talking to the wall.

Teacher 13: Children are too young to have a lesson mostly in English. These

things need more time.

Teacher 11: The truth is I do not use that much English anymore, now that I teach

at a primary school, you can say I have forgotten what I once learned.

Language teachers stated in their interviews that they could not use more than a
certain amount of the TL. The children were at a very delicate age and the teachers’
fear was that if they use an extensive amount of L2 the learners would eventually
resent it. The problems that arise from the introduction of group work are many and,
according to teachers, there is not enough time in the lesson to discipline pupils and

this approach would only add more confusion. Nonetheless, due to the fact that the
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participants lived in a community where English was not used in their daily life, their
contact with the foreign language was considered minimal if they did not attend

lessons at frodistiria in the afternoons.

As displayed in the sample of field notes in Appendix 12 from the seven state
schools that participated in this study, data indicates that none of the language learners
initiated any conversational exchange in the TL with either teachers or peers. The L2
the learners used was specifically to read out a completed task or a text from their
course book. As data from my observations showed, teacher talk exceeded student
talk and students were not encouraged to be communicative, instead they were

instructed which led to controlled rather than more spontaneous and interactive L2

use.

Even though the environment of the frodistirio is supposedly more contemporary
than state schools, the focus of language learning continues to be on the grammatical
aspect of the language. Therefore, the teacher’s notion of learning is associated with
accuracy which can have serious consequences in language learning. The teachers
believe that grammatical accuracy can only be achieved when children are exposed to
a teacher-centred environment, where they are not encouraged to communicate in L2
because if they were, they would have to be corrected for every grammatical error,
according to the teachers’ view on grammar acquisition recorded in interviews. This
constant correction would result in lowering their self-confidence as L2 users. As L2
learners, they would need an indication of achievement and recognition by their
teacher; this cannot be achieved with constant correction of errors and complete
emphasis on accuracy. However, the teachers’ concentration on accuracy can be
understood in terms of the perceived goals. This notion and insistence on accuracy
derives from an examination oriented ideology that exists where students are assessed
on their writing, reading skills and grammatical competence. The communicative
section of the test is quite short and teachers tend not to focus on it as much as on
other sections. The emphasis on grammar in language lessons gives EFL the form of

every other subject and loses its communicative value.

The data collection procedure at frodistiria was identical to the procedure
followed at primary state schools. However, the differences between frodistiria and

state schools were relatively noticeable as far as teacher talk is concerned. The data
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shows that, as indicated in the chart below, in frodistirio 13bF the teacher used TL up
to 100% of the time, in frodistiria teachers 12bF, 14bF, 15bF, 16bF used 75% of the
time, teacher 17bF, 70% and teacher 11bF, 50% of the time being the lowest

percentage.

Chart 2: Teachers’ TL Use in Frodistiria during the Language Lesson.
TL Use in Frodistirio
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The chart refers to a mean average of TL use for each teacher, calculated by
adding together the total TL use for all lessons observed, then dividing by the number
of lesson. Despite the fact that teachers in frodistiria used the target language more
than teachers in state schools, this evidence should not be interpreted as confirming
that students showed an immense amount of interest in the lesson or maximised their
use of the TL. It was noted that the teacher who used 100% of the TL in her class did
not adjust the language to the level of the pupils which resulted in the children being
confused, continuously asking questions of what they were expected to do when given
instructions regarding a task, and asking their peers for clarification in L1. The
intermediate students could follow a certain amount of TL during the lesson, without,
however, being positive of what was said; the beginners, on the other hand, seemed to

struggle. Even so, students were more willing to use the L2 in frodistiria, although L2
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use was controlled, language learners in frodistiria developed routines of using
English in specific cases, such as to greet their teachers or to ask to be excused.
Nonetheless, as in state schools, there was no record of students being the initiators of
a conversational exchange. They relied on their L1 as a means of communication
whereas L2 was only seen as study content, as part of the lesson. Ironically, the
purpose of language learning here could be considered lost since the objective of

language learning is to use language as a communicative tool,

Evidently, the fact that TL is used more, or in the one case exclusively by the
teacher, does not necessarily mean that teaching is efficient and that the learners are
met with a challenge. Learners that are exposed to the TL for 70%-75% of the lesson,
as evidence shown in observations, give the impression that they are more
comfortable in class and involved in the lesson and their questions are centred more
on the new language introduced. The fact that TL percentages in frodistiria are higher
than in state schools, even though language lessons are equally grammar-oriented, is
mainly because teachers in frodistiria present the grammar in the TL and use drills
and utterances mainly for accuracy practice which is seen in traditional teacher-
centred environments. Teachers spend a long time on asking children to repeat words
they presented, and go over their grammar activities in class which resulted in most
students not participating in the lesson unless it was their turn. The language used is
mainly controlled practice where students were not encouraged to use the language as
a form of communication where they would freely put sentences together and create
~ dialogues with their teacher or peers. Whatever was said in class was in a form of
controlled speech, where the teacher directed everything that was told with the use of
the course book. On rare occasions though, body language was applied, when giving
the meaning of a single word, instead of the use of translation, Instructions and class
rules were mostly delivered in L1. In these classrooms, social discourse in the TL was
relatively rare, as low as 5% which was usually small talk at the start of the lesson, for
example, ‘How are you?’ ‘I’'m fine, thanks’. Nonetheless, teachers in frodistiria were
recorded to give positive or negative feedback in the TL, in contrast to state schools

where this is hardly ever done, according to the data.

~ One may claim that the reason English is used more in frodistiria than in state

schools in the region, is that private tuition is a very competitive market. Teachers are
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encouraged by their directors to use the TL as much as possible, since this is
something most parents appreciate and expect from such institutions. If employers are
not satisfied, teachers may find themselves out of work. Language teachers that teach
in state schools have a permanent position and their lessons are never evaluated.
Headmasters are not involved in the progress of the language lesson, as all seven of
the state language teachers confirmed, and consequently do not have any expectations
from the teachers. This is known to students and parents who assume, as shown in
data gathered from interviews, that since there is no competition or direction, there is
little interest in the language learning process in state schools. One explanation given
in an interview from the Director of the frodistirio where Phase 2 research took place

was:

DoS: It is mostly because Jfrodistiria, being private, a lot of them try to do a good
Jjob and compete among themselves; they also teach just that, languages. The public
sector is not well organised and teachers have lost the feeling of responsibility. They
are very secure about their positions and do not have any incentive with reference to
whether they do a better job for example, they would be rewarded. Most of them just
give up because of the philosophy in Greece that if you want to learn a language, you
have to go to a frodistirio. Even language teachers who teach in state schools send

their children to frodistiria.

This attitude towards the TL in state schools affected the children’s perception of
language learning and the limited contact they had with the foreign language made it
impossible for them to perceive their lessons as productive and useful. Parents are
aware of the situation and know that their children will be given a ‘second chance’ to
learn English in a frodistirio; for that reason, they do not fear that their children’s

foreign language learning will be jeopardized.

Nevertheless, the data shows that an analogous procedure to what was going on in
the state schools took place in frodistiria as well, although it did not affect the students
as much. Their approach towards frodistiria is completely different; they are
convinced that if they did not make an effort to learn English in that environment, or
the quality of language lessons was not satisfactory, the results would be catastrophic.
Théy are fully aware of the goal and what is expected of them. The entire

environment concentrates on language learning and the teachers’ use the TL in class
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to perform the lesson which is what students and their parents expect. No evaluation
of whether its use is actually effective is carried out, although, according to the older
students, the more English the teacher uses, the more prestigious their lessons are

perceived to be.

A crucial point that arose from the study, which influenced the use of TL and L1
in the language classroom and foreign language teaching within this region, was the
attitude teachers and students had towards language learning in state schools and
frodistiria and the evidence that parental influence had on the field of EYL which will

be further discussed in the following section.

5.6 Attitudes towards Language Learning and the Role of Parental Influences

Students’ and teachers’ attitude is an integral part of learning and should become a
fundamental element of foreign language learning pedagogy. Their attitudes can be
considered a large proportion of emotional involvement that may influence behaviour

and achievement, as Brown (2001) characterizes it.

In order to investigate the attitude towards foreign language learning in the region,
data was collected from three separate groups, the language learner, the teacher and
the parents (as mentioned in section 4.1); on the basis that given the FL situation of
language learning in the region and Greece in general, the three groups find
themselves in a vicious circle where only extended research could help raise
awareness and study best practices of language teaching, training and professional
management and can change the circle from vicious to virtuous. By discovering and
studying the attitudes of these three groups, voices can be heard and informed
decisions can be made. Firstly, there will be a focus on the attitude of the language

learner, since they illustrate the direction of the other two groups.
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The Language Learner

Both negative and positive attitudes have an impact on the success of language
learning and one may argue that the attitude of every individual child heavily depends
on different stimuli. In order to investigate the interaction between ELL and the
environmental components to which students are exposed, questionnaires were
distributed to 80 children, aged 7-11, who attend language lessons at the frodistirio
where the Phase 2 study took place. All young learners were given questionnaires in
order to gather data ‘lost’ as students at state schools were distributed questionnaires
at first, but were later withdrawn from the research as they were completed with the
personal influence of their teacher (Appendix 25), as mentioned in the previous
section. The students were requested to complete the questionnaire (see Appendix 13)
which focused on their language learning experience at state schools and frodistiria,
and their feelings towards language learning with the aim of gathering information
needed to answer research questions 2 (What motivates a child to learn a foreign
language in private language/state schools?) and 3(What is the students’ perceived
goal, when they begin learning English?) as shown in Figure 6.

With the aim of guiding the children’s answers towards a specific direction, since
their replies were significant to the results of the study, the first question displayed on
the questionnaire was ‘What is your favourite subject in school?’ Only 3 out of 80
students stated that English was rated highest in their preferences. These three
children had just begun their language lessons in school and as observations and
teachers’ interviews revealed, children in year three, when language lessons begin at
state schools, show greater enthusiasm than their older peers. The young learners
stated that they enjoy themselves during their English lessons in year three because
their lessons have an entertainment element which, according to the participants’

questionnaires, slowly vanishes by year five and six.

Teacher 13a: In Year 3 they play the most games and sing songs, after Year 4 they
stop, by Year 5 they have lost all their enthusiasm. The younger they are the more
motivated they appear to be and they show it in different ways. They pay attention in
class and they want to please the teacher. Generally, I believe this happens with all

their lessons, because of their age.
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This was also verified in observations, where I observed all levels and classes in
the seven state schools where the Phase 1 study occurred. The beginners in year 3
were exposed to games and songs, whereas from year 4 and onwards 6 out of 7
schools no longer presented English as an entertaining and engaging subject. After
year 4, the English language lessons took the form of every other subject with a
teacher-centred manner and a tendency towards the grammar-translation method. 72%
of students that participated in the study stated that they found the English lessons at
the frodistirio more interesting, pleasant and more efficient than at school because of
the new books they were given which were illustrated with numerous colourful
pictures, the songs they sang and the games they played and the knowledge their
teachers at the frodistirio had. 3% of students stated that they learnt more at state
schools because they could learn the language by using L1 and had more space in the
classroom. 7% of the students did not understand the question and did not give an

answer. This information is displayed below in chart 3:

Chart 3: Students Preferred Institution for Efficient Language Learning.
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However, it seems likely that these may not have been the only reasons; parental
influence may also have played a vital role in where the children’s attitude was

directed.
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These doubts grew stronger when data showed that 89% of the young language
learners stated in their questionnaires that the reason they were learning English was
because it is a global language and that when they were older they would sit language
examinations and, if successful, they would be awarded a language certificate.
Realistically, a goal such as this, for such a high percentage of young participants can
only occur as a result of parental influence. The English language may represent
different elements to different people. To some, it may mean communication with
peoples of foreign countries; to others it may mean more opportunities for
employment or simply a means of doing business. Nonetheless, these goals would not
be of relevance to a child. In the context in question, children are exposed to language
learning that is either in a teacher-centred manner where teachers have adopted
teaching approaches similar to other subjects or an examination-oriented environment
where there may be more elements of excitement in the early years of language
learning, however, the concept of the final step is well implanted in their
subconscious. In interviews conducted with teenage language learners, as mentioned
in chapter 3, the participants stated that the relationship with their language teacher at
state schools was compromised. After year 3, frustration dominated the language
classroom since children had undergone a year of more intense language learning at a
frodistirio parallel to school and had become more advanced than the syllabus level
set for the year. By year 4, most students are in various language levels due to the fact

that they attend different frodistiria or are tutored privately at home,

Language Teachers
Even though to many the word “attitude’ is associated with the learner because it

is believed that they direct classroom life, in this current study the teacher’s attitude
plays a vital role. According to Enever (2011), language teachers are one of the most

important factors contributing to learners’ successful FL achievement.

State school language teachers and language teachers who teach in frodistiria are

perceived to be very different in skill by the wider community.

Teacher 11a: We are state school teachers, so as far as parents are concerned we

are not to be trusted. I actually experienced this myself. I first started working at a
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Sfrodistiria when I first began teaching. 1 felt like a real professional and most
importantly I had the respect of my students and parents. When I began teaching at
the state school, all of a sudden, I had lost all the respect and trust of my students. If I
ever said or pronounced something differently to their teacher from the frodistiria
they would say our teacher at the frodistiria pronounced this word-that way and that
is how I will say it. (State school English teacher)

Teacher 14f: There is a different attitude towards frodistiria because the work we
do here is different, we are organised and the children enjoy learning English here.
The parents also trust us more since they believe that we are more motivated than

state school language teachers. (Frodistiria English teacher)

State school language teachers in the region, carry the stereotype of the teacher
who does not make an effort to improve and update their teaching skills because of
the security they feel once they start working for the state. The frustration of poor
working conditions and facilities eventually lead from motivated to indifferent
educators. State school language teachers on the other hand, made it a point to
emphasize the extent to which they take pride in their profession. Those who have
been in the profession longer have stated that they have become exhausted from the
constant criticism since they are not the ones to blame. State school language teachers
feel they have been neglected without any facilities or even an updated course book.
They have not received training and are coping with various teaching approaches
suggested by the Miniétry of Education that have little hope of being achieved, due to
the fact that teachers have had no guidance to make any new adjustments to their
lessons. The interesting aspect to this is that all state school teachers mentioned in
their interviews that they had begun their teaching at a frodistirio until they attained

their position in the state school.

Data showed that language teachers in state schools are caught between different
perceptions of authority and are suggested contemporary approaches by the Ministry
of Education, for which they received no guidance. They are aware that early
language learning is changing around the world, but feel they can do nothing to keep
up with what their colleagues are doing in other countries. Language teachers are not
funded for any professional development and all state school teachers stated that there

is no reason to use any private means for any professional workshops or conferences
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as they are not appreciated as professionals by students or parents. They believe that it
is important for them to employ an authoritative manner of teaching, as their own
teachers did before them. The communicative approach which the Ministry has
suggested, without elaborating on how it was to be applied, could not be adjusted to a
teacher-centred style of teaching. Furthermore, language teachers appear to hold very
general aims for their students and propose achievements by the end of the school
year. In interviews, they stated that the Ministry of Education does not oblige them to

cover the entire course book, as mentioned earlier.

Teacherl5a: We are not obligated to complete the course book; of course,
teachers have to do as much as possible. No one is going to blame you for not
completing the book but it is best for the children that the book is completed so that

the children can start the new course book the following year.

Language teachers in schools are free to use any material they consider valuable
and would meet students’ needs. Nevertheless, none of the teachers who participated
in this study used any material other than what was provided apart from photocopies
of grammar tasks. In the interviews, all teachers expressed strong feelings about
completing the entire course book, even though they are aware that their students are
" often at a more advanced level than what is instructed in class. This led to students
developing a negative attitude towards language learning within the specific context
where there was a lack of stimulating, authentic teaching material and tasks that could

be meaningful to children and challenge their cognitive abilities.

In contrast, language teachers at frodistiria had a very different frame of mind

towards their occupation and how their community accepted them as qualiﬁed

professionals.

Teacher 12f: I don’t think they [state school language teachers] have a motive to
do something. I have been watching my children and their work at school and I have
realized that their English teacher does not feel as confident. It is not that way with

teachers at frodistiria. We are appreciated and this boosts our ego.

However this does not necessarily mean that the English teachers at the frodistiria
were more qualified than the English teachers in state schools. As mentioned earlier,

some of these teachers did not hold a degree and none of them had undergone teacher
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training apart from the instruction they received when they were first given the
teaching position. The teachers who did hold a University degree viewed their
teaching position in the frodistirio as temporary, since their main and final aim was to
work for a state school. Despite the fact that they were aware that the acceptance and
admiration of them as educators would come to an end once their teaching position

changed, the desire for professional stability was much too strong,.

Language teachers in frodistiria had certain privileges state school teachers did not
possess. One very important advantage was the fact that they were equipped with a
wider range of facilities which made their work less complicated and problematic.
Furthermore, since teacher training is not provided to teachers after they have
completed university, or at any other time, owners of frodistiria supply English
teachers with a detailed curriculum and lesson plans for every class they will be
teaching that school year, which teachers are expected to follow explicitly. The
teachers have clear goals of what they are to accomplish with each level and urge

students to reach it as well.

Parents, who are fully aware of the learning-teaching situation in the EYL field in
their country, do whatever possible for their children to reach and succeed in the final
step, language certification, which will give them the recognition they require to gain

the professional position their children would deserve.

Parents
Parental attitudes towards language learning in the community play a decisive

role. As would be expected, the parents who participated in the study were observed
to do whatever possible to offer a fulfilling and fruitful education to their children.
Not all parents had the financial ability to afford frodistiria, however, they made
immense sacrifices to offer the language lessons that would engender their children’s
interest in learning and to ensure that they provide them with qualifications for their
future. According to the data gathered from questionnaires, eighty-seven per cent of
the parents stated that they encourage their children to study the FL and complete
their tasks assigned from the frodistiria, monitor their performance and assist them
where possible. Within the Greek community, the parents’ role is considered a key
determining factor in childhood. Family bonds are strong and the children stay with

the family over a period of time that may lead into early adulthood. In this study,
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parental influence was recorded to operate in a number of ways as most parents are

known to supervise their children and keep record of their improvement.

Before children begin language lessons at frodistiria, they are fully aware of the
purpose of their registration: future language examinations. All teachers of frodistiria
mentioned in interviews that when a 7 or 8 year old child first enrolls in a frodistirio,
the first question the parent will ask is when he/she will be ready to sit the
examinations. This is a very important issue for parents because of their concerns that
their children are to experience very intense preparation for the university entrance
examinations at the age of 16 and cannot have any other distractions. Therefore, they
prefer to keep their children focused on university examinations at this stage and sit
the language examinations before the age of 14-15. Since this is the parents’ main
- concern, and state schools do not offer preparation for language examinations, it is not
surprising that they focus on their children’s progress in frodistiria in order to be

certain that their children complete their language studies within the desired time-

frame.

All state school language teachers stated in their interviews that parents only ask

about their children’s progress if their grades are low.

Teacher 11a: I have only seen the parents whose children have received bad

grades. I do not even know the rest.

Teacher 13a: Parents come to the school to ask about their children’s English
lessons when their grades are low, especially when there is a great difference with the
grades their children get at the frodistirio, because they do better there than at the
state school. This could be because the children do not make the effort at school,
meaning that they do not study English for school but they do at the frodistirio or 1
don’t know what, 1 just do not believe that a very good student at a frodistirio will do
so poorly at school, in the same subject. I guess the grades given at frodistiria are not

that objective.

According to Teacher 12a and 13a, some parents appear to be baffled when in school
their children’s grades are not satisfactory, whereas at frodistiria, even if the child
makes no progress at all, language teachers are reluctant to give them the grade they

actually deserve because they fear that this would result to the student blaming their
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teacher for their poor progress and will change frodistiria. State school teachers do not
share this fear since there is no competition from school to school and the teachers or
school principal have no profit whether the child changes schools or not. Therefore,
according to state school teachers the grades given to their students honestly reflect
their performance. Nonetheless, parents are not persuaded by this argument and
entrust their children’s language learning to frodistiria and their teachers where the
tuition is private and expected to provide them with a better quality of teaching to
their children. Chamber (1999) has stated that language learning takes place when
there is a positive attitude towards language and learning. The question is whether or
not this can be achieved in a context where there are particular stereotypes for state
schools and frodistiria, where goals do not enhance language learning but only

concentrate on the preparation of language examinations.

5,7 Teachers, Teacher Training and Professional Development

According to Chryshochoos & Chourdaki (2003), as mentioned in chapter 1, the
1998 Educational Reform in Greece modified recruitment procedures in the
educational department. Instead of language teachers being placed on a waiting list to
be recruited according to the date of their application for appointment in the school,

there is now a selection based on national examinations (ASEP).

All seven state school language teachers stated in their interviews that they had
not been requested to undertake any practical pre-service training that would equip
them in their teaching. Those who intended to teach English in primary school, were
to complete their undergraduate degree which included courses in literature,
linguistics, psychology, pedagogy, methodology and ICT. Two out of seven language
teachers stated that out of personal interest they attended seminars held by English
language publishers which guided them in how to use various course books that are
on the market. The Ministry of Education does not offer any other options of
professional development and the negligence of this ongoing learning process may be
one of the reasons that teachers are entrapped in their outdated teaching methods and

the frustration of a community that has lost faith in them. The language educators who
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participated in this study, due to the lack of training, were unsure of the best technique
to adjust their teaching to their students’ learning needs and felt a sense of security
when being guided by the course book. One may argue that the Educational Reform
of 1998 was not complete, since not all aspects of education were asserted. I agree

with Diaz-Maggioli (2003:1) who argues that:

[...] professional development has become increasingly important as a way to ensure that
teachers succeed in matching their teaching goals with their students’ learning needs. In the
case of second language teachers, professional development is needed to enable them to help
their students develop proficiency in the target language and an understanding of the cultures
associated with that language.

In interviews, 6 out of 7 state school language teachers stated that they had never
been observed or been involved in any type of research in the past. Teacher 12a, out
of seven, had been observed by a postgraduate student who had been working on a
dissertation on the teaching of grammar at the primary level. In general, teachers were
not informed of the various advantages of research in their field and had not been
introduced to various publications that may offer them innovative ideas. None of the
teachers had ever conducted research themselves, and when asked if they would be
interested in initiating a study they were opposed to the idea. All teachers believed
that conducting their own research would not help improve their situation, since their

findings would not be acknowledged by the Ministry of Education.

5.8 A Rationale for Introducing a New Perspective to Young Language Learning

in Greece

In this chapter, I have reported on findings related to the complexity of early
language learning in the region where the study took place. The chapter reveals the
initial purposes of foreign language instruction and highlights the ways in which the
entire system of language learning in Greece prioritizes examinations over learning to
communicate, and appears to neglect the important contributions to be made through
the negotiation of meaning., State schools, however, cannot become a part of the

language examination process since they are not permitted to by the government;
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nonetheless Greek education policies influence Greek citizens’ decision to acquire
language certificates as they would make them favourable candidates within the
Greek job market. Even though state school language teachers are not burdened with
the pressure of language examinations, they still prefer a teacher-centred environment
where the teachers are the centre of attention (as mentioned in the sample of
Appendix 5). The preparation of English language examinations in private institutions
begins gradually from an early stage and overshadows any other language learning
aspect children could experience in an interactive and communicative environment.
Teachers, whose teaching approaches do not differ whether in the private or public
sector, are reluctant to apply any other approach in their teaching of young learners
due to their lack of training, and use methods which they have witnessed as language

learners themselves.

The fact that young learners are presented with a future language certificate as a
motive to learn a foreign language will only lead to children viewing English as a
subject like any other. Once they reach their goal there would be no reason to
continue the use of the language. It is a fact that once students pass their
examinations, they automatically terminate any meaningful connection they had to the
FL since they believe they have reached their goal successfully and can move on to
other achievements. The students in question are not exposed to the FL in any other
way, since they live in a monolingual society and the English language is used only to
communicate with tourists, which in the specific area can be rare. Based on the
evidence gathered in Phase 1, it can be argued that children are deprived of essential
elements of early language learning and are rarely provided with opportunities that

facilitate the acquisition of key competences for young children (research question 1).

As mentioned previously, observations showed that after the first year of language
learning in state schools and frodistiria, English lessons took the form of a subject
focusing mainly on the learning of grammar, no different to mathematics or science.
Language learners were expected, from a very young age, to memorize grammatical
rules and then be examined (a term used quite widely in the Greek educational
context). Their ability to memorize these rules would affect their grades as Teacher
11a, 14a and 15a mentioned in their interviews. However, when the children were

observed applying these rules, even though they may have memorised them perfectly,
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they had great difficulty in putting what they had memorized into practice. In
teachers’ interviews, frustration with this phenomenon was expressed and it was
stated that the curriculum demands grammar learning; despite the learners’ difficulties
there were no changes in grammar teaching observed, nor was a possible need for
change mentioned in interviews. This was something the learners were to become

accustomed to, in the precise manner taught, despite their young age.

In frodistiria, there was a great focus on L2 writing skills. The reason for this,
according to the language teachers interviewed, was mostly the fact that for most of
the language tests there was a focus on grammar, writing and reading and very little

time spent on listening and speaking.

Teacher 14f: The main parts of the language tests are grammar, essay writing and
reading tasks. The speaking part last 10-15 minutes, surely the students will be able

to say something in that time, they can handle a short conversation.

The CPE students in interviews came to interpret grammar, essay writing and
reading tasks as aspects of importance and difficulty, meaning that the written part of

the test was the most difficult and most important aspect of the foreign language.

CPE st.1: Speaking is easy because it isn’t very long and we usually prepare for it
3 weeks before the test, grammar, reading and writing are difficult and for these three
aspects of the tests we need to practice extensively. If we are not good at grammar

especially, we cannot do anything else.

This teaching method fails to meet the needs of a group of young learners. It is
inevitable for the child to lose interest in the subject and what the teacher is trying to
teach. A child of this age cannot relate to theories of grammar or the rules of syntax.
At this early stage it is more plausible for a young learner to comprehend the FL
through learning techniques they can relate to. If children are taught the FL as if they
are adolescents or adults, they eventually become restless and frequently interrupt the
course of the lesson, This is a distinct sign that teaching approaches and aims should
change in order to maintain the young learners’ initial enthusiasm and interest towards

the new knowledge they are exposed to.
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It appears that language teachers in frodistiria feel that they are providing their
students with an education that will help and prepare children for the future, which is
found purposeful and reassuring by the broader community. In contrast, the state
school language teachers feel neglected and have been driven to feeling that the entire
professional part of their life has no objective. Language learners are not fulfilled with
their language education in the public sector and are forced to put all their hope and
effort in learning English in the private sector, where, to a large extent, different
methods and approaches to language learning are not fully implemented. They are
offered a more pleasant learning environment and a clear goal of what they are
expected to accomplish, however, they are still encouraged to view language as
another school subject rather than a means of communication. None of the parties
mentioned in this section benefits by the current situation and the genuine purpose of
language learning is not met. By introducing a new perspective to young language
learning and teaching in Greece realistic aims can be set for early programmes. As
Nikolov (2000:39) has argued regarding the early language learning situation in
Hungary “it would be extremely important to make teachers and parents understand
what young children are capable of achieving and how attitudinal and linguistic gains
may continue to success in adulthood”. Children are immediately exposed to teacher-
centred, examination-oriented language lessons due to a poor curriculum, lack of
teacher training and a misleading language learning policy. The current language
learning and teaching situation could prove to be inadequate at this early stage and

prevent young learners from being successful.

In this chapter, I attempted to present data gathered during classroom observations
and interviews at seven state schools and seven frodistiria in a region of Southwestern
Greece. In the next chapter, I will report on a small-scale intervention research study
conducted in one frodistirio in the same region for the purpose of shedding more light
on the questioning of appropriate methodologies in such contexts and age group, and
contribute the outcomes to the field of language learning in Greek education. As
mentioned in Chapter 4, the frodistirio of Phase 2 was not included in the seven Phase

1 frodistiria.
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Chapter 6: Intervention Research into the Greek EYL

Frodistirio Classrooms

6.1 Data from Older Students’ Past Experience

Before presenting the Phase 2 findings of the research in this chapter, it would be
helpful to contextualise the findings by discussing the interview data collected from
older teenage CPE students who were studying at the frodistirio whilst the research
took place. The analysis of the interviews conducted with the 8 teenage CPE students
is presented here, in order to provide the reader with a connection of the reality of
early language learning in primary education (Phase 1), based on the CPE students’

experience, and the intervention study (Phase 2) which follows.

During interviews, these students were able to reflect insightfully on their prior
experience of learning English at state primary schools and the frodistirio where the
Phase 2 study took place. The students in question were studying at the Phase 2
frodistirio, preparing to sit the CPE and were asked to recollect their language
learning experience from when they were in primary school. They were invited to
participate in the study because they were young enough to remember their
experience in primary school in detail, and because they were students that had an
excellent work record, which was provided by their teacher at the frodistirio with the
students’ consent. The students admitted not showing any interest in what was
instructed at school and to becoming restless as the state school teachers spent most of

the session correcting children’s homework and written work in class as CPE st.2

reported:

1 remember that the English language lesson at school was quite dull and boring
because we spent most of our time correcting everyone’s homework and reading
aloud what we have written. It is very tiring to hear the same things 23 times (there

were 23 students in the classroom).
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Students regarded this as classroom time that was not spent productively and it
affected their behaviour. Since students felt that there was no organisation in the time
they had with the language teachers they found it difficult to adjust to formal
education where the aim of the lesson was not entirely clear to them, Since there was
no preparation for language examinations in state schools, teachers focused mostly on
the grammar of the language, neglecting to provide material that would help their

students develop other skills in English.

CPEst.5: When we had English lessons it was very difficult to focus, most of us
already knew what the teacher was trying to teach but others didn’t know anything
and the teacher just went back and forth with information. We never discussed
anything in English and our lesson was based on the exercises in the book, which

were mostly grammar. Our only goal, you could say, was to read aloud what we had

done in our exercises.

It can be argued that unsuccessful chronological management has consequences
for classroom events and can demotivate students. Due to the fact that the language
lessons at frodistiria are longer and student groups are smaller, even though there is a
focus on written work in class and homework, it does not have such a negative effect
on students’ behaviour. Nonetheless, evidence from Phase 1 observations supports the
idea that even in frodistiria, when homework correction occupied the lesson for a

substantial amount of time it had an impact on students’ engagement and induced

general lack of interest during the lesson.

One of the main disadvantages the older learners believed affected their
performance and differentiated their attitude towards language learning in school and
the frodistirio was the fact that in school, teachers’ disciplinary strategies towards
disruption, interruption of the flow of instructional activity, undone homework or
daily chaotic classroom discussions were considered severe and degrading for the
students, as they all mentioned in interviews, often resulting in an atmosphere
unconducive to a harmonious lesson, Moreover, students were of the opinion that at
school there is limited positive reinforcement to strengthen their actions as illustrated

in the following statement:
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CPEst.1: I believe that at primary school, and this is only regarding the English
language lesson, our teachers used punishment to discipline us for something we had

done or if we hadn’t done our homework, so that that we would improve.

According to the CPE students’ interviews, frodistiria are not as severe in their
penalties; however, they are quite strict and focused on fulfilling parents’ expectations

and maintain a great amount of discipline in their classes. According to CPEst.1:

Especially at school, our English teacher frequently used ‘punishment’ when we
misbehaved or when we had not done our homework. This way they would make us
try harder so that we would learn things by heart. We never cooperated or had a
discussion to share ideas, we only worked on books and this was quite boring. The
teachers at the frodistirio were also strict when we misbehaved or forgot our

homework, but they did not yell as the teachers at state school did but they would

assign more homework.

This correlated with observations at frodistiria which revealed that students are
rewarded at frodistiria for their effort. This behaviour reinforced children’s learning
and since they are treated in a more positive manner at frodistiria, their attitude
toward the private sector was very different to that of the public. Even though the
classroom environment is an important factor, state schools do not provide a suitable
setting for a successful language lesson. The case for introducing a change in the
manner of classroom management and organisation of activity tasks will be

demonstrated by the outcomes of the Phase 2 research in following sections.

The use of a teacher-centred approach in this study has revealed evidence of the
involvement of only the minority of language learners, meaning that the pupils seated
in the front rows were active during the lesson and the students in back rows were
rarely acknowledged, as mentioned in the previous chapter. Additionally, a teacher-
centred environment may give the children knowledge of the language; however, it
does not necessarily allow them to use it for communicative purposes. This thesis
does not suggest that at times this model of language teaching is not useful;
nonetheless, language learning is likely to be more effective if there are a variety of

approaches that facilitate learning in different aspects. When children are in groups
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they have the opportunity to share their knowledge of the foreign language, learn from

their peers and even be corrected in a non-threatening manner and environment.

The following section describes the frodistirio where the Phase 2 research took

place and its procedure.

6.2 The Frodistirio Research Context

The Phase 2 Frodistirio
The frodistirio where the Phase 2 research took place was well known in the

region for the high rates of accomplishments of the students and the good quality of
language learning. Many parents stated in questionnaires that they trusted the teachers
of the school because of the many years of experience they had. However, it is
unlikely that parents had any knowledge of teachers’ educational backgrounds or
relevant training undertaken since they never requested this information according to

the Director of the frodistirio.

The school was quite traditional in its ways, concentrating on leading their
students to success, as represented by attaining a language certificate. They worked
with various course books and all levels had a different book for reading, writing and
grammar. The teachers were given a curriculum plan for the entire academic year
mainly requiring teachers to follow the books the students were asked to purchase and
complete them by the end of the academic year. The Director stated that if books are
not completed by the end of the year, parents may take this to be because the

necessary work was not done and the purchase of the books would be seen as a waste

of their money.

The Language Teachers exposed to Action Research
The purpose for introducing the language teachers exposed to action research so
early in the chapter was to provide the reader with additional background on teachers’

prior training. In the Greek region where the study took place, teachers were reluctant
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to attempt conducting their own research due to their lack of knowledge, experience
and training. Action research tends to be directly connected to achieving
improvement in the classroom setting and introducing teachers to an exploratory
approach, in the hope that it would provide them with more confidence in their

professional abilities and benefit their language learners in the process.

The researcher’s aim in this part of the study was to guide Phase 2 language
teachers through the process of action research and observed pre-scheduled lessons of
the participants’ classes with young learners (levels chosen at random but were not
interchagable once observations had begun). The outcomes would benefit the teachers
and provide them with professional development which could later be applied in their
own classes at their own pace. Their language lessons could improve as their
immediate focus would be the needs of the student and not the completion of the
coursebook, a strategy which could help their students become successful language
learners. Additionally, the findings could provide the researcher with data regarding
language teachers’ training. Attempts were made in order to assist language teachers
in their professional development, since language educators are not exposed to pre/in-
service teacher training, as established in Phase 1 of the study. In this section of the
chapter there will be a presentation of the action research the Phase 2 language

teachers were exposed to, what the process involved and how it developed and

progressed.
The data was to be collected through:

e Action research awareness surveys
e Workshops: Familiarisation to Action Research
o 10 pre-scheduled observations where the researcher observed the Phase 2

teachers,

¢ Follow-up interviews.

After the data was collected it was thematically analysed by addressing the
identification of important features of the findings (Richards, 2003). The main themes

by which the data was analysed were as follows:

e . Action Research Awareness
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e Teachers’ cooperation and peer observations
o The outcomes of the action research

e Reactions

Initially, the language teachers were asked to complete an Action Research
awareness survey which the researcher used as information to decide what the
workshops would entail (see Appendix 16). The survey was separated into three
sections in order to gather information about the teacher and their work experience
(Section A), their understanding of action research (Section B) and whether teachers
have conducted action research in the past (Section C). None of the teachers answered
sections B and C and only two attempted to give an explanation of what they thought

action research was:

Questionnairel: It is an online site where you can find specific articles, journals

etc. that will help you with research or just to get information on a specific topic.

Questionnaire2: As teachers, we should care about whether pupils really activate

in classrooms or not.

As aresult of responses to the surveys, informative workshops seemed essential at
the time, not only to inform teachers of action research which they could include in

their own professional development but to also develop a better understanding of

what the Phase 2 study entailed.

In order to ease language teachers in the concept of action research and help them
familiarize themselves with acting on their own studies, the researcher provided the
participants with five workshops held at the school premise (Appendix 17). The
purpose of the workshops was to cover themes related to various methods of
collecting data and using it to their advantage. The workshops were introduced as part
of the action research in order to enhance teacher training in the region, which were
one of the issues of the study, and through this procedure, awareness would be raised
regarding students’ needs, one of which was helping them to feel comfortable to
express themseh)es and communicate in the TL with their teacher and peers. The five

workshops were designed and conducted by the researcher and entailed the following:

1. An introduction to Action Research- The use of research tools.
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e The Benefits and the Process of Action Research.
* Keeping Journals, Creating Questionnaires & Audio/Video Recording.
Lessons.
* Resources (Burns, 1999; Freeman, 1998; Wallace, 1998).
2. Ethical Issues.
¢ Conducting Research in the Young Learners’ Classroom.
¢ Parents: keeping them involved and informed.
e Letters of Consent.
3. ‘Getting Started’ & ‘Acting’.
e Which topic area would you like to describe, document and research?
¢ Research Questions.
e Planning: How to carry out the project.
e Collecting the Necessary Data.,
4. ‘Reflecting-Rethinking-Reporting’
¢ How to organize and review your work.
e How to display data clearly.
e How to share with others.
e Rethinking your Teaching Practice-Involving your Students.
e How to report back to DoS.
¢ Presenting your Findings to Peers.
5. Peer observations- Evaluating Action Research.
o The Benefits of Peer Observations
e Your Role as the Observer.
o Creating Observation Sheets and Coding Forms.

¢ Sharing Information with ybur Colleague.

Not all teachers were convinced of the benefits of research immediately, there

were, however, two teachers that took the risk and attempted action research as a part

of their routine-teaching one week after the fifth workshop. Teachers were

encouraged to pick a topic area that they felt would help them improve their students’

learning, Participants were presented with the procedure of data collection and

keeping a research journal which would help them remain focused and improve their

observational skills. Teachers were requested to organise their records and submit
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research questions and additional information on the topic. This process could help
the teachers find their own character in language teaching, encourage creativity and
motivate their students and themselves to be as productive as possible. Once the
workshops were completed and the teachers chose their area of research focus, they
were asked to first observe the researcher to become accustomed with the nature of
observations. The researcher then began observing the Phase 2 language teachers (see
Appendix 19) where the main focus would be the implementation of the action
research in a student-centred classroom. Phase 2 language teachers were informed of
the researcher’s focus and were made aware in the Workshops that they would be able
to focus on their learners’ need by using a student-centred approach in their classes.
The teachers were reluctant at first and overcompensated with interactive teaching
approaches which confused the students. For this reason, the researcher did not take
the first three observed lessons into consideration and began recording data on the
fourth lesson and onwards. By the time the observations took place the teachers had
the opportunity, from their own practice and the information shared with their peers,
to become accustomed to the nature of action research and had the knowledge to
discuss it in the follow-up interviews (Appendix 18 with sample) which took place
after the observations were completed. Interviews with language teachers at the Phase
2 frodistirio, in June 2008, provided the evidence that after introducing action
research, they had developed more confidence in language teaching, were more
comfortable with student-centred approaches and shared questions and ideas with

colleagues regarding their lessons and the needs of individual students.

Teacher 5Bf stated that:

I was afraid to use action research at first. Now, I cannot believe I had never
used it before. It really helps teachers open their eyes and see where the problem

is. It does not affect the lesson, it makes it better.

The reasearcher and DoS organised a meeting with the Phase 2 teachers after the
process was completed in order to give them feedback on the research. It was
essential for the teachers to hear the praising they deserved since they not only
became open to something entirely new to them but were willing to expose

themselves and take a leap of faith. The positive feedback was an additional element
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to making the teacher more comfortable using action research and raising their self-

esteem as language educators.

Based on observations, Phase 2 teachers became aware of how to detect an issue
in the classroom and study it to the students’ advantage. Many teachers examined
grammar and pronunciation difficulties, behaviour issues and low motivation. Once
the teachers focused on the issues they had noticed they examined ways of assisting
their students overcome it. They became more eager to search for resources, mostly
online, and address the issue. The Phase 2 teachers stated in their interviews that the
students progressed in the points they had addressed and their progress was also
evident to the parents who provided the DoS and teachers with positive feedback as
well. Of course, a need for practice was obvious to the teachers who stated that they
would require reading more on action research and practising it as much as possible

in order to improve and draw upon effective results. According to Teacher SBf:

I am not perfect, I have a lot to learn but this was a good first step, although at
the beginning I didn’t want to take this first step. Language teachers in my country

are not used to workshops and observations. It is a shame because it seems that we

were missing out.

Nonetheless, they gained the motivation to try working with the models
themselves. They became more open to change and observing its effects and
| evaluating it at the end of a series of lessons, a procedure which led to improvement
in practice. By the end of the school year all teachers attempted action research in
their teaching routine to explore changes of children’s attitudes towards FL, their
phonological and phonetic difficulties and teaching methods that may prove to be

successful in the development of accuracy and fluency in English, Teacher 7Bf

stated:

I would very much like to use action research in the near future because I see it
helps me understand my students’ difficulties so that I can turn my focus towards
their language learning needs. 1 plan to focus on some grammar points soon, such as
Present Continuous which does not exist in the Greek language and children find

confusing when using it.
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The data could provide the Director and parents with productive advice and

suggestions for the children’s success.

The main focus of action research is to provoke thought about what occurs in the
classroom which can simultaneously work as a tool for professional development.
Through the process of small scale studies, the teacher becomes more aware of the
learning environment and this awareness may empower the teacher to become a more
efficient decision maker about what should be done in the classroom in order to
deliver a lesson with meaningful communication. Foreign language teachers develop
insights into their students’ learning from observing their behaviour and collecting
data that would not only be useful for the class they are conducting the research on
but for other classes as well. The teachers become reflective, analyze the data and

evaluate the results.

A number of hypotheses have been raised over the years about the relation of
attitudes, motivation and the orientation of achievement in language learning and
teaching (Ddrnyei & Noels, 1994; Dormyei, 1990; Ellis, 1994; Oxford, 1996). My
main consideration when conducting Phase 2 of the study was that young language
learners are expected to increase their motivation, and gain a positive attitude towards
the foreign language if their lessons became more approachable to their age and more

creative as far as communication is concerned. According to Nunan (1999:115):

The usual meaning of motivation for the teacher is probably the interest that something
generates in the students. A particular exercise, a particular topic, a particular song may
interest students in the class, to the teacher’s delight. Obvious enjoyment is not necessarily a

sign that learning is taking place.

Introducing other aspects of learning in this context are needed to be organised in
such a way that it would not jeopardize the frodistirio’s reliability but would give the
students the chance to work on various tasks that would bring them closer to a more
realistic use of the language and its culture. Nunan (1999:75) makes an important

statement on the matter where he indicates that:

The teacher’s primary role is the provision of pedagogical opportunities through which
learners might structure and restructure their own understanding. The ultimate goal is to
enable the learner to communicate with others in the world beyond the classroom where they
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will not have a teacher on hand. In helping learners achieve this goal, however, teachers need

to redefine their approach to teaching.

In the case of the Greek language learning reality, if changes in the pedagogical
system are to take place, either in the private or public sector, the ‘ultimate goal’

Nunan refers to must be taken into consideration.

6.3 Classroom Context: the researcher’s intervention

This section of the chapter concentrates on the classroom context of the
intervention study. Here, the changes of the classroom environment are presented in
connection to the communicative approaches applied in Phase 2. The reason for this is

to provide the reader with a clearer image of the process of change.

As one part of the Phase 2 research procedure, the ‘traditional’ layout of the
classroom was not rearranged when the beginners were ﬁrst welcomed (Appendix 22,
2). The children were seated in rows, as they would be normally, so that they would
not endure a change from the very beginning. With the start of the new school year,
there waS general enthusiasm when students returned to the frodistirio afier the
summer holidays, which quickly faded as the typical situation in classes progressed.
The curriculum assigned was book-oriented and children were requested to go
through every bit of homework reading out each task, taking turns and receiving
feedback, a teaching approach seen kin state schools as well. Children eventually
became very quiet awaiting their turn, without receiving any meaningful instruction
by the teacher. Their engagement was more mechanical than spontaneous and

communicative,

After analyzing pedagogical structures and activities in state schools, where
children were not exposed to an interactive student-centred environment, I anticipated
that an immediate exposure to change at the frodistirio would confuse or maybe even
intimidate pupils. This would make the adaptation of any type of change even more
difficult for YLs to become accustomed to. Since the children were very young and

familiar with a predominant discourse under the direction and control of the teacher,
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the new environment being introduced gradually was regarded as likely to be more
efficient. The intermediate group, for instance, was accustomed to routine lessons, at
the frodistirio and at their state school, as they were seated in rows next to the same

children they were seated next to every year.

As research progressed, it was important to introduce as much of the foreign
language as possible, in a manner that would not intimidate the learners of either
group. A student-centred environment was deemed as an excellent solution as the
children would not only be exposed to the language the teacher used, they would be
exposed to L2 coming from their peers, something they had never experienced in the
past. This would offer the potential for maximising L2 and ensuring that it was
presented in a fun, relaxing and moderate way so that the learners would not resent it.
Nonetheless, in order to achieve this, the researcher/teacher did not consider
dismissing L1, on the contrary, it was used less frequently, with a reduction from
approximately 80% to 40% of the teacher’s talk time, as children became more
familiar with the student-centred environment. From the very first encounters,
children learned how to greet their teacher and peers in English how to use polite
language and how to ask to be excused (Appendix 22, 3). They also were given an
English form of their names and from then on the children referred to each other using
these, even when talking about their peers in Greek. The fact that in a short period of
two weeks, with three lessons a week, children were able to not only utter these
expressions or words, but also to communicate which gave them confidence,
motivation and interest to learn even more. The following extract displays a
conversation between a beginner and teacher in the third week of their lessons where

the child demonstrates the language he had learned so far and was keen to put it into

practice:
Beg. 1457: Hello Miss!
Teacher: Hello!
Beg. 1457: How are you today?
Teacher: Fine thanks
Beg. 1456: Good, xa) ta eina Kvpio; (did I say it right Miss?)
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Teacher: Nat! Eioar modd xakég, prpépo! (Yes! You were very good, well done!)

During this process, I hoped to strengthen the frequency of good behaviour and
progress by rewarding students with stars, a tool that stems from Behaviourism.
Before stars were awarded to students, parents were sent letters by the researcher on
the procedure of rewards and the actions that would gain their children stars
(Appendix 14 with translation). This was also explained to the students in class so that
they were aware of the type of behaviour that was expected of them and would help
them reach their target. The more stars pupils collected the more chances they had to
receive a certificate at the end of the month, during a ceremony that took place at the
frodistirio with other classes, teachers and at times, the presence of parents. This
procedure was in contrast to state schools, where praising students was a neglected
action, as mentioned in the previous chapter. When teachers did praise students it
would be for successfully completing their homework and providing the class with the
correct answer. The teachers observed would exclaim Excellent to the student and the
teacher’s approval and maybe a good grade at the end of the semester was considered
their reward. Observations conducted in Phase 1 frodistiria, on the other hand,
indicated that teachers praise students more often than at state schools, not only for
the answers YLs provided in class but for good behaviour as well. When learners
made progress in their learning and made the necessary effort at home they were
given a sticker. However, when the intervention research was conducted at the
specific frodistirio, it was noted during the lessons that students took pride in the fact
that they received an award at a ceremony held especially for them and their effort.

They shared their joy with other children, teachers and parents who were present to

applaud their accomplishment.

6.4 The Outcomes of Students’ Awards

With the aim of increasing the status of the award, students at the frodistirio were
also a part of the selection process. They were requested to give their opinions which
led to them producing innovative and sensible ideas. After the first ‘award ceremony’

more and more children made the effort to obtain stars. A further outcome to this was
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that pupils developed an atmosphere of competition in class which did not interfere
with their performance and resulted in them focusing more on their own progress than
others’ by the end of the year. Students were made aware and reminded by their
teacher that when they used a certain amount of the TL in every lesson, or spoke to
their peers and other teachers in English, in and outside the classroom, they would be
rewarded with a star (see DVD1 03:47-03:48). This response resulted mainly because
the children were introduced to group and pair work as an alternative to a teacher-
centred learning environment (see examples in DVDI1 03:47-12:23, DVD2 11:56-
15:00 & 1:00-1:49) and were given stars based on how well they cooperated and
communicated with each other in the new-to-them context; they, therefore, urged their
peers to be successful as that would reflect positively on the entire group and would
increase their chances of being rewarded. This applied especially to the intermediate
group, who happily maximised the use of TL and were proud to actually put into
practice the language they had been learning, as recorded in the journal during the
lessons. Data from students’ statements in questionnaires indicated it was reassuring
and fulfilling for them to actually realise that what they had been learning so far was
"not only for the purpose of homework and future preparation for examinations. They
had become aware that the language they were learning and the skills they had
developed could be used as a communicative tool (as displayed in DVDs 1 & 2). The
next phase of the intervention research programme was introduced at a point when it
was apparent that the children from both groups were inspired enough and strived to

do their best as indicated by the Director’s observation data:

The students were motivated, very cooperative and paid attention to the task
(activity observed). They were not only involved but they had fun at the same time.

(Appendix 8 observation sample).

At this point, collaborative grouping strategies were implemented.
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6.5 The Effects of Various Classroom Layouts

As a part of the introduction of the set up of the Phase 2 research the rules of
group work and its purpose were explained to students and parents in writing. It was
also emphasized that stars were to be used frequently if pupils followed the guidelines
(Appendix 14). Great emphasis was placed on the way they behaved towards each
other and children were warned that there would be no rewards if any kind of
bullying, either physical or verbal occurred. The explanation given for this new
system of classroom organisation was that of raising children’s understanding that
languages are learned in order to enable communication and this is what should be
done in our language classroom where every child in class should feel safe and
comfortable enough to participate. Within two weeks of beginning the intervention
research, the children of both levels were considered prepared to endure their first
change, which would entail a re-arrangement of the classroom layout (see process in
Appendix 22 samples). Some had experienced various classroom layouts at their state
schools; however, those layouts appeared not to have any clear purpose. The new and
unusual (to the students) layouts, which were interchangeable during the lesson (see
DVD 1 & 2), were given a name identified as group work, whilst when students
worked in dyads this was identified as pair work. These concepts proved to be
baffling for the children at first, necessitating management, coordination and the
children’s cooperation. Drawing on the documented evidence during the Phase 2
research, it was interesting to note that at the start of this newly established seating
arrangement the pupils with strongest personalities dominated the groups (see DVD 2
11:56-15:00). The students in question took the responsibility of assigning turns
within the group and decided whether the answers their peers provided were correct
or not. This made the shy students quieter, which created the need for regular
repetition of the rules and the purpose of group work. This procedure was applied in
order for all members of the groups to participate and put forward their ideas and
knowledge equally. This took some time for the students to comprehend and put into
practice, especially with the beginners’ group. The young learners needed
confirmation by their teacher that they had as much to offer as their peers. The
evidence was recorded in the Phase 2 journal kept whilst observing the students

working with their peers, interrupting the task to ask the teacher if the answer they
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suggested was correct. This would usually follow with ‘Kvpia Bvpdpar mov 1o
Aéyaton mpoxbég’ (‘Miss, I remember you mentioned this the other day’) and awaiting
a form of praise in return. By the end of the school year, all group members played a
significant part in task completions and cooperated well together in response to given
time limits, by which children were expected to complete their task so as not to
overlap the next planned activity. In these tasks children assigned roles to each other,

cooperated and stayed focused on what was asked of them.

The use of group and pair work in the Phase 2 frodistirio classes appears to have
resulted in the learners connecting this approach to English speaking time and
automatically using English with their peers, an act that could be considered rare,
since the children were in a monolingual context and, therefore, shared the same L1.
There were students that were reluctant to speak to their peers in a foreign language at
first, this was observed mostly with the intermediate group, but when in groups the
children reminded each other of their goal of maximizing L2 by using the phrase
‘English, please’. Students were introduced to the idea that languages are learned in

order to enable communication and that is what should be done in the language

classroom.

As an additional procedure for encouraging further use of L2, the young language
learners who participated in this study were asked to audio-record themselves when
doing pair or group work so that they could evaluate their TL use for the needs of this
study (procedure can be seen in DVD 2 ‘Guys vs. Girls’). The TL was calculated by
recording the time the students spoke (a sample of a transcription is displayed in
Appendix 15). In the beginning of the school year, there was an average of 30% of
learners’ L2 use recorded and students themselves deemed this percentage low. They
gradually maximised L2 use in the recordings and by the end of the academic year the
percentage of L2 use rose to an average of 60%. The children were constantly praised
for their progress and all received a ‘Great Worker Award’ certificate as a reward (as
explained to parents/students in the letter in Appendix 14). In interviews, the same
students stated that they actually enjoyed using audio recordings and hearing
themselves speak English to their peers because it helped them assess their
performance, Initially, the beginners used a combination of L1 and L2 as shown in the

beginners’ conversation below whilst working in groups:
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Beg. 1457: Kvpia, va kévovpe kat tnv exercise three? (Miss, shall we do exercise
three?)

T: Yes, please.

Beg.1458: and four?

Beg.1459: Eivon emavéinym. (It is a review)
Beg.1453: Review

Beg.1458: ITow6g Aéer tdpa; O Beg.1456 [name replaced with pseudonym];
(Whose turn is it? Beg.’s 14567).

They did, however, use L2 when available to them and steadily developed L2
routine vocabulary in the classroom, as illustrated by the following short

conversation:
Beg1456: Miss, group work?
Teacher: Yes, fix your desks.
Begl1456: OK Miss.
Beg1458: I love group work.
Beg1456: Me too, fix the desks.

The children’s attitude towards group work can be considered a spontaneous
response, They enjoyed being in a cooperative environment where they had
discovered new means of expression (also see DVDs 1&2 for reaction to group work
from intermediate class for tasks ‘The BBC News’ and ‘Guys vs. Girls’). This
asymmetry connects L2 conversational use with establishing a sense of community-a
feature that Graff (2003) identifies as imperative to successful learning. When the
beginners were asked about this dialogue in informal discussions in the classroom that
were recorded in field notes, they stated that they felt secure in this supportive
learning environment where the stigma of failure was reduced as indicated below,

translated from Greek;
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Begl456: I feel that there is no pressure when we are in groups and I feel
happy to speak English because it becomes a way to talk to my partner and

not a subject where I may make a mistake and my teacher will correct me.

Beg1458: It is also fun! We can pretend we are in England and in an English

school!

Int. 13b: I like doing group work because all tasks can be done easier this

way.

Int. 16b: Group work is my favourite thing to do, especially when we work on
different projects together. I learn new things every time. I wish we could do
this at school too because English at school is a bit boring, especially since

we do the same thing over and over again.

Since the lessons were of a more student-centred nature and young learners were
more involved in the process and progress of the lesson, students felt the need for the
emotional involvement where they knew that making a mistake was a natural process
of learning and together this appeared to strengthen their motivation and approach to
the English language. They felt they were in an authentic foreign atmosphere where

they were encouraged to cooperate and take initiative in putting what they learned

into practice.

Beg1459: When I'm in our classroom, 1 feel I'm in England!

As Nunan and Lamb (2003: 36) argue,

[..] the language curriculum should concern itself, not only with language content goals, but
also with learning process goals. Learners should be focused on the process through which
learning takes place as well as on the target language they are learning. It is our contention
that learners who have developed skills in identifying their own preferred learning skills and

strategies will be more effective language learners.

Nunan and Lamb’s (2003) recommendation which implies that learners should be
able to identify how they learn best was clearly reflected in this study. Records
illustrated that students were comfortable cooperating, using L2 among their peers
and completing their work within a time limit. Parents also reported being particularly

pleased with the outcomes of these changes in class and reported that their children
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spent less time studying at home because they had acquired the new linguistic

elements introduced in class after being more involved. One parent responded, saying:

Parents 1453: I am surprised Beg. 1453 has learned all these irregular verbs so
easily. When this was covered in class I asked him to study and make sure he knew
them all for the next lesson and when he said that he remembered them all from what
was done in class I got worried and thought he was being difficult. When I asked him
to tell me which irregular verbs he had learned, he repeated them all without a
problem. The effort his older sister made to memorise irregular verbs a few years

ago was a real nightmare, with Beg. 1453 it was effortless.

As the beginners’ class progressed, the pupils became more attached to language
learning. Students were encouraged to develop and learn new vocabulary through
games and stories, most of which were interactive. The fact that they were included in
this manner gave them the opportunity to take part in the language learning process.
This approach was quite different to what the students were used to since they were
obliged, for each lesson, to learn 15-20 new words and write dictation (see example in
DVDs 1&2) at the start of the lesson. However, learning through games and stories
gave a different note to vocabulary learning which children found much more
enjoyable. Furthermore, they were reminded to use English when something was said
in L1 but might more generally be spoken in L2 as a result of the student’s limited

fluency as illustrated in the extract below.
Beg.1456: ‘Kvpia, éxovpe workbook afjuepo’
Beg.1459: ‘English please!’
Beg.1456: ‘Yes, sorry, Miss, we have workbook today’

Being encouraged and not forced to use the TL was crucial to the children’s
attitude towards the language. The environment was relaxed and they had all learned
to accept the use mainly of L2 and the fact that they were all in that class for the same
reason. They were in an environment where there was no prejudice or fear of using
English. This allowed them to make connections between their L1 and the TL, and
they would confidently share their thoughts with the teacher and the rest of the class

as in the following example:
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Teacher (eliciting meaning of new vocabulary from a text): He has a good

memory (using gestures and pointing to her head)

Begl453: Memory! Mvijun! (Greek word for memory) O vrmoloyioniis pov éxe
memory 8 gigabyte! (My computer has an 8 gigabyte memory).

A major priority in the design of the study was to ensure tasks were selected that
would keep the learners interested and engaged. To achieve this, a variety of TL use
was offered, such as games, telling stories and introducing cultural events such as
Halloween, which is not known in Greece (Appendix 22, section 4). There was an
effort to involve the learners in the lesson and elicit vocabulary and information using
the TL as much as possible. Special events were organised within the school,
including all pupils of the frodistirio. These opportunities gave children the enjoyment
of demonstrating the language in front of their peers, other teachers, their parents and
accept praise for their outstanding work. For example, one event which proved to be
highly successful and increased the students’ TL speaking and awareness about
British culture was English Day. Children were given the project a month in advance,
where they would discover and illustrate British culture, music, food and traditions.
Pupils were aware that they would be expected to use TL to the maximum of their
ability and that they would be rewarded with double the amount of stars for the day.
The result was that pupils and teachers socialized in English to honour English Day.

The impact of this event is reflected in one parent’s comment:

Parent 1463: It looked so natural; I thought I was in England. It was really a
great way for the children to connect the language to the culture, especially since

most of them will probably never visit the country.

As mentioned earlier, Greek is the medium which is used to teach all subjects at
state schools. Judging by the responses recorded from this intervention study,
introducing the lesson in English, or at least maximizing the use of L2 had the effect
of engaging and motivating the pupils to a great extent and helping them realise their
competence in using the FL. Later, when the same students were given questionnaifes
73% of the students stated that they had a very good command of the language, 25 %
did not have confidence in themselves and stated that their English was not as good as

it should be, and 2% did not give an answer, as displayed in Chart 4:
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Chart 4: Students’ Self-reporting on Foreign Language Proficiency.

Students’ Self-reporting on Foreign Language
Proficiency

2% No
answer

The findings of my AR broadly correlate with the experience of the frodistiria
teachers who attended the researcher’s workshops, and subsequently introduced small
group work in their own classes Furthermore, language teachers of the Phase 2
frodistirio who were observed became accustomed to the idea of peer observations
and accepted each others’ feedback. They focused on student-centred approaches and
commented that they were pleased to experience full participation from the students
and productive cooperation, as reflected by the quote below provided by Phase 2

Teacher after being observed:

Teacher 4Bf: I was afraid that when [ introduced group work, most students
would see it as an opportunity to copy the work of the stronger ones. I was given the
impression though that when 1 explained what was considered appropriate
cooperation and that it would be rewarded, the students immediately made great

effort to carry out the task as they were instructed to and actually enjoyed doing it.

It is understandable as to why Teacher 4Bf had second thoughts about the
approach of a student-centred environment. I also came across difficulties when first

introducing group and pair work to the children at the frodistirio. Although, I believed
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this new-to-the-context approach would be more of a challenge for the beginners, it
turned out to be more difficult for the intermediate group to adopt. Having been used
to a teacher-centred approach at school and the frodistirio, the students were not sure
of how to handle this new freedom given to them, by a new teacher who, to their eyes,
wanted to make changes because she had influences from abroad. In the beginning, it
took the children a couple of minutes to start talking to each other, and after they were
prompted they started communicating all the while being very careful about how loud
they were and start their group work by whispering (see DVDs 1 & 2). If they were
ever left unsupervised they would naturally return to working on their own, as the
DoS observed. The intermediate class enjoyed the fact that they would be working
with their peers, however, some did see it as an opportunity to lose focus and
misbehave (Appendix 22, section 1); this took some time to overcome and rewarding
good behaviour with stars expedited the process. After the first month, when the
certificates were given in the ceremony, the students started realising the benefits of
gaining as many stars as possible. Once they were rewarded with more stars while
working together in their groups and focusing on their task, they could realise they

learned while they were having fun,

It is essential to consider the fact that teachers were reluctant to use a student-
centred approach due to the fear of losing control, and that the use of group/pair work
may lead to disastrous effects. In this case, once Teacher 4Bf (previous statement)
realised the positive aspects of interactive learning she became willing to apply it in
her classroom regularly. It is also important to consider whether the teacher would be
as reluctant to apply interactive methods in her lesson if she was provided with the
appropriate teacher training. With the introduction of the dual characteristics of a
student-centred environment and classroom management and organisation, the young
learners who participated in the study were able to evaluate their lessons and become
aware of the fact that the English language was not learned predominately for
pragmatic reaSons, such as securing one’s professional future. Even though children
were awarded in ceremonies with a certificate, as time went by, they expressed the
pride they felt in the fact that they could speak the language and use it for
communicative purposes. They wanted to learn more about the foreign culture, the

slang children their age used, and games they played in English speaking countries:
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Beg.1459: Miss, what games do children play in England?
Beg.1457: What songs do children our age sing at school?
Int.14b: How many hours is school for children our age in England?

Gradually, their achievement became a strong motivating factor which was
reflected by their teachers’ appraisal and their own language knowledge. With their
existing success, they felt an urge for more and developed “the desire to learn for its
own sake” (Lamb, 2001:85). At this point, it should be recalled that before the Phase
2 study took place at the frodistirio, the teachers and the DoS were quite uncertain
about the consequences the research would have. Not having used a student-centred
approach before, the Director feared that the students would disregard the lesson as
play time which would evidently bring great discontentment to the parents. Having
discussed evidence from the post-research observation of the other teachers at the
frodistirio, and keeping in mind the Director’s reluctance, I asked the group to
complete surveys focusing on research awareness (Appendix 16). Data from the
questionnaires revealed that, despite their considerably long teaching experience of
more than ten years average, the teachers and the DoS had not been aware that
research might assist them in professional development. This acknowledgement of the
value of action research indicated that not only had the study facilitated and improved
language learning in this context and encouraged a more communicative approach but
had also helped to promote techniques such as teachers’ self-evaluation and action
research that would in time help language educators meet their students’ needs and

dévelop an enhanced understanding of their strengths and weaknesses, thus pi'oviding

professional development.

In the following section, there will be a discussion and evaluation of the results of
the Phase 2 research, the students’ attitude towards the changes made and the

teachers’ reaction to the possibility of action research for the future.
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6.6 The Student-Centred Environment

Data from students’ interviews and questionnaires revealed students were
predominately learning English for pragmatic reasons, such as future job hunting and
travelling, goals that could be labeled unrealistic for this age group. One may interpret
this phenomenon as leading children to a mistaken aim when learning how to use a
communicative tool. For children of the age of 8-11, it may be argued that it is
unrealistic to set such goals. At this age children are too young to grasp the anxiety of
their elders concerning their professional future. They need goals which are closer to
their age and interests, if they are not provided with aims they can relate to and
become familiar with, teachers and parents run the risk of exhausting any kind of
motivation the children have when first walking into the classroom. According to
Nikolov (1999:53) “the most important motivating factors for children between 6 and
14 years of age included positive attitudes towards the learning context and the
teacher; intrinsically motivating activities, tasks and materials; and they were more
motivated by classroom practice than integrative or instrumental reasons”. This is one
reason I chose to work with the beginners as well as the intermediate class. I had
anticipated that giving the students the start that is appropriate to their age group, their

interest would bring them closer to the foreign language and assist them in their future

learning,

The procedure was arranged in a way that would not bring any discomfort to the
students which could interfere with their learning progress. The Director of the
frodistiro requested that some techniques stay the same, such as the use of dictation
where the students would study 10-20 English words, depending on the age and the
language level, for each lesson and write down and translate the ones the teacher
chose to dictate (10 each time), as mentioned in section 6.5. Fortunately, the DoS had
no objections to additional vocabulary methods being used as well, such as story-
telling, mind games and warm-ups to various tasks. Essentially, adjusting my plans to
local conditions was the meaning and purpose of the intervention study. I deemed it
best to focus on one topic at a time, so that the changes would not be overwhelming
and the recording of the data would be more accurate and complete, since one may

risk losing valuable information when multitasking in the initial steps of coordinating
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research with young participants that are in the process of experiencing change in

learning techniques.

One important factor that presented itself from the data gathered in Phase 1 of the
study was that ineffective classroom management could prove to be harmful for
language teaching. It was essential that in Phase 2 the issue was addressed because
this would also facilitate the coordination of the study. Before giving any instructions
or simply speaking to the class, attention was gained by getting pupils to stop their
work and pay attention to what their teacher was saying. This form of communication
between the teacher and the students prevented interruptions since any information
that was distributed in this way was considered vital. My intention was to have all
students listen to what was being said and verify that I was understood without
interruptions and repetition of the same questions. I took some care to ensure that my
way of speaking was not intimidating or authoritative towards the children. On the
contrary, the goal was to speak using a friendly, well-moderated tone, avoiding
increased volume and shouting, a style somewhat in contrast to data evidence from
state schools (see example of this in DVD 1 & 2). I was able to use this voice for
hours without strain, a phenomenon not observed in state schools as mentioned in the
previous chapter. This became a routine for the students and was beneficial for them,
since they appreciated the fact that by providing the teacher with attention, they
gained all the information they needed at the time which resulted in them working
more autonomously (see example in DVD 2 1:00°-1:49°). This helped the pupils’
motivation increase because of the fact that they felt the satisfaction of being
independent from their teacher. They began to believe in their abilities and became
more ambitious and enthusiastic about their future as language users. In the Phase 1
study in state schools, it was observed that children were often discouraged, by
feelings of inadequacy and incompetence, because of the fact that they were
constantly corrected and rarely praised for their effort. The various aspects of
classroom organisation, in state schools especially, were not efficient enough to
reduce the potential for serious disruption. Observations showed that children who
were strong language learners were seated in front seats and had the teachers’
undiVided attention, as mentioned in the previous chapter. There were students that
were not as strong and attempted to draw attention with anti-social means because

they had lost interest in the subject and lacked confidence in their linguistic abilities.
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On the other hand, there were those who were quiet by nature and even though they
may have had the knowledge to cope, they were hesitant to participate in this
environment, a fact acknowledged by all state school teachers and frodistiria teachers
in interviews. Given these findings, it was considered important in the initial stages of
the Phase 2 study to provide pupils with clear sensible rules so that time, effort,
motivation and teacher’s credibility was not unreasonably expended on restriction and

enforcement.

Here, the rewarding approach of giving students stars facilitated the process. I
believed that this new environment would stimulate the students’ curiosity in some of

the directions identified by Garcio Mayo and Garcia Lecumberri (2003:113):

[...] by providing unusual activities and providing the unexpected, children’s thinking can be
challenged, causing them to need to draw on past experiences to make sense of the new. This
is the most effective way to learn: to have a concept that is already held challenged by
something new. When this happens, the child has to reconsider his current understanding of
the concept and check it against new criteria. This may confirm what he already knew, or lead
him to reject what he previously thought, or it might create a new level of understanding.

Students were not aware of how to work with each other and their cooperation
could turn into quarreling. Nonetheless, they were all very keen on obtaining stars and
at the end they would count how many stars they had. The star chart was on display so
that children could view their progress at any time and they were informed that
peaceful and productive cooperation would lead to their reward. With this technique,
the potential of the teacher losing control over their students when working in groups
was immediately dealt with, Detailed guidance was given at the beginning, starting
with the fact that children were given instructions to set the layout themselves. The
instructions were given in L2 from the start; with both levels I was repetitive and used
gestures to facilitate communication. Children were given the freedom to sit wherever
they wanted while their teacher monitored all groups from a distance that would give
the language learners’ independence but not feel unaided. They were, nonetheless,
encouraged to change seats often and rearrange groups and change partners. This
approach was endorsed by Garcia Mayo and Garcia Lecumberri (2003:115) who

similarly considered that:

[...] children benefit from working in a variety of group arrangements. It is important
to ensure that each child has experience of different types of grouping. Each type of
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grouping creates different types of language and interactions. It is important to build

a solid grounding for learning to work in a larger group.

When group or pair work was undertaken, the children were assigned different
tasks from their course book or the material which were organised according to the
level of the students. The groups were not permanent to avoid the approach of a
student-centred environment leading to stigmatization and the lowering of pupils’
aspiration. The Director of the frodistirio was invited to observe the lessons where
there was an attempt to introduce a different learning environment to the classroom.
This provided the Director with an opportunity for observation and note taking,
together with a chance to appreciate the organisation of such a layout and the benefits
that would follow. Additionally, these lessons were video-recorded, to later be used
with teachers in workshops as examples of how to approach a student-centred
environment with minimum disruption and difficulty by incorporating a classroom
layout that facilitated group work and a communicative learning environment. During
the recordings, teaching material was selected specifically to engage students’

attention and keep them interested in the lesson and strengthen their enthusiasm.

Students informally stated in class that at the beginning, they were skeptical about
working with others in a group. Since they had never experienced such a technique at
school or at the frodistirio before, they could not understand its purpose why the
layout of the classroom had to change. All students were observed to be confused in
the beginning as to what was expected of them. Two students from the intermediate
level perceived the new layout to be a way to socialize with their peers in their
language or to copy each other’s work, as indicated by statements which were made
in students’ questionnaires. In the process, students realised that they would be
rewarded for their effort in learning and would not benefit their group if they
attempted to copy someone’s work, simply because that was not how group work
functions. There is no suggestion that this was an effortless task. Since the students
were not accustomed to this type of learning, they were not exactly certain of how to
handle it without the teacher’s guidance. There were students who were tempted to do
less work and leave the task up to their peers, there were those who were not sure of
themselves and their abilities and tried to avoid being ridiculed by their peers, as
observed in the classroom. This new approach was not something that came naturally

to the learners because of their past learning experience.

143



Evidence from classroom observation recorded that students were no longer the
centre of attention in an uncomfortable situation, when, for instance, they did not
know the answer to a question. Now they were part of a group that worked together
and learned from each other. According to the feedback students gave in class, they
felt more empowered and confident because they were a group and every student had
a right to their opinion and their success or failure depended on every single member
of the group. As an intermediate student stated in class whilst working on a team

project:

Int. 12b: Miss, it is better for us to work in a group, we may not always agree but

at least we’re in it together!
According to Ellis & Morrow (2004:11):

[...] good EYL teaching will provide opportunities for children to construct meaning in the
language they encounter by incorporating it in purposeful action and interaction. As children
move through their primary years, they become more able to work with abstract concepts and
thus to take an ‘outside’ stance to the language, and Work with it as decontextualized and as an

object of study.

YLs eventually learned how to communicate their difference of opinion and
explain their point of view, making an effort to do this in the TL or a mixture of the
TL and L1. The following transcript was audio-recorded during the beginner’s lesson
when the children were working in pairs on a task where they were requested to fill in
gaps (the parts that are not in italics are translated from Greek). The task was recorded
in March of the Phase 2 school year. The children, due to the early stage of EYL, used
a mixture of TL and L1. They learned and communicated with each other and

corrected their partner when needed. The teacher did not interfere.
Beg. 1459: You start,
Beg. 1458: Ok, the first one is ice-cream, i-b-e c-r-e-a-m
Beg. 1459: Ok, I wrote it down, you?

Beg. 1458: Yes, ice-cream means maywtd (the Greek word for ice-cream)
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Beg. 1459: Yes, I know but is it pronounced /ais.krim/ or /ais.kream/? (Beg.
1459 asked peer, not teacher. students know that they can learn from each
other)

Beg. 1459: /ais.krim/

Beg.1458: Yes but it is not read that way, are you sure? (The learner is
comfortable to question their peer to make sure that the information he is

given is correct)

Beg. 1459: Yes, it’s /ais.krim/ trust me.

Beg. 1458: But it has an -e and -a not —i

Beg.1459: Listen, once our teacher gave me a sticker that said Great! (/grett/)
Beg. 1458:0k, so?

Beg.1459: 1t is spelled with an —ea and I pronounced it /great/

Beg. 1458: How do you know it is read/greit/? (Students connect their past
experience to what they come across in the task. Their experience helps

them understand the language and how it works)

Beg. 1459: The teacher told me and she said that in English we do not

pronounce everything as we see it in writing. (The students’ proof)
Beg. 1458: Ok then.

Beg. 1459: Ok, next. 1 think chicken but can we say chicken and chips or is it
only fish and chips?

Beg.1458: No, chicken and chips, you can eat chicken and chips or
chicken and pasta, or chicken and carrots why not chicken and chips. I love

chicken and chips! Mmm!
Beg. 1459: What is your favourite? Chips?

Beg.1458: Chicken and chips together.
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This phenomenon was considered a great accomplishment not only by the
researcher but the Director of the frodistirio as well, who stated that she had never
before witnessed negotiation of meaning between students of such a young age. This
action also assisted their teacher, in this case the researcher, in understanding the
learners’ strengths and weaknesses since group work or pair work gives the teacher
the opportunity to become an observer and monitor the students and the language they
use. The advantage of this approach is that it clarifies which language points needed
to be further addressed. The Director noted that there was less confusion and a more
effective communication network within the classroom because communication was
the main focus in defining the management and organization of the classroom was
efficient. The Director recorded in her observations of the specific context that the
well organised classroom relaxed the students as well as the teacher and less time was
wasted due to less disruption (Appendix 8). Furthermore, within months (the
intervention study continued for a 10 month period) the DoS recorded both students
and parents giving her positive reactions and criticism to the student-centred
environment. Parents informally claimed to see an academic advancement in their
children after the different approaches were introduced. As a result of the intervention
research, it was decided that group and pair work would be conducted in all classes,
beginning from a young age where students would be given the opportunity to interact
and develop their communication skills in the foreign language. There was general
encouragement to enhance a student-centred environment with the teachers, focusing
more on the needs of the students and incorporating various methods and techniques
that would motivate them to engage in learning the English language and learn more

about the cultural context where English is used.

The teacher/researcher did not bring any additional equipment to the classroom
apart from professional training, a different view of language teaching and the belief
that with planned strategies one can increase students’ motivation. With the new
approach to language learning, there was a clear purpose why YLs were at the
frodistirio and how they could enjoy their lessons and learn from them. Language
teachers in state schools felt resentment and exhaustion of constantly having to prbve
that they were also professional language teachers and as qualified as the language
teachers of frodistiria. In addition to this, they were aware of the fact that the material

they used was not of the appropriate level because the language learners in question
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attended lessons in frodistiria which helped them move to a more advanced level.
Therefore, consequent problems with behaviour could have to do with the fact that the
children found no interest or challenge in the content of the lesson and was not
matched to their ability. One may argue that it is the lack of training that has brought
the language teachers to a cul-de-sac, others may say that it is the lack of teaching
material; teachers claim the government officials are aware that there are a number of
issues in language learning in the country that need to be addressed but funding for
development and pre-/in-service training cannot be covered, which is a general
problem in many countries as mentioned in chapter 2. In the Greek case, one may ask,
is the government not spending a substantial amount of money on a system that does
not work? However, one must acknowledge the fact that teachers themselves seem to
be unable to rise above this cycle of demoralization and take some initiative in order

to improve the situation in the classroom and maintain their students’ interest.

6.7 L2 Use in the Language Classroom

In the present Phase 2 study, two classes were observed, video/audio recorded and
transcribed, resulting in a total of 360 minutes of material from both classes. Each
lesson lasted for an hour and a half; however, the use of TL was less than that because
students needed clarification in L1. In this time period I used approximately 55% L1
with the beginners per lesson for the first two months. 45% English was used along
with gestures, miming, pictures and flash cards in order to help the learners connect
the vocabulary with their meaning. This was measured by recording the number of
utterances per hour. The teacher talk lasted for approximately 35 minutes per lesson.
The rest of the time students were engaged in other activities such as reading, course
book activities that included writing and speaking tasks, listening tasks and written
exercises. During this time, the teacher/researcher only spoke if a student needed
some kind of clarification. In this case, there was an attempt to guide the child in
English or at least a combination of English and Greek. Slowly, the number of
questions decreased as the children became more familiar with their teacher and the

environment. In the third month of the students’ tuition at the frodistirio, the use of
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their L1 went to 45% and by the fifth month to 30% and remained at this level until

the end of the academic year, based on audio/video recordings.

Two months into the research, children had a clear understanding of the way
cooperative learning operates, and perceived it as an organisational device for using
the foreign language in the classroom, since there was emphasis that language was
used to negotiate meaning. For example, once children were told that they were going
to be working together they would automatically stand up and rearrange their desks
and sit with their partners (see example in DVD 2 1:27°-1:31"). When group or pair
work was over, they stood up again and put their desks back in their initial place.
Within this time, students expected that interaction in class has to be managed and
that everyone was entitled to their opinion, a phenomenon they come across outside

the classroom as well, with the use of L1.

Peng and Zhang (2009:212) have stated that the input of the TL is crucial and “as
FL learning usually takes place in classroom environments, teachers’ use of the TL
becomes an important source for students to obtain input in the TL”, Researchers such
as Ellis (1984), Chaudron (1988) and Turnbull (2001) emphasize the importance of
the students’ exposure to as many language functions as possible. Nonetheless, little
published research focuses on a context where the teacher maximises the TL or a
mixture of the TL and L1 with young learners whose TL proficiency level is low.
Thus in this study, the data shows that YLs, who have a low proficiency level, are
eager and willing to maximise their TL in class when the appropriate environment is
available to them, It was a process they needed to become accustomed to, but

throughout the academic year it became a goal which they were motivated to reach.

As the lessons unfolded, over the period of the Phase 2 research, children were
offered innumerable learning opportunities (see Appendix 22 and DVDs 1 & 2).
Some were originated from my initial planning and some arose from the interaction
that took place in class, whether it was interaction between the teacher and the
students or among the students alone. Language learners in this context were given
the chance to take part in the lesson and not accept the language passively. Once they
realised that they were an essential part in the process they showed a profound
willingness, as the Director stated after her observations, “to encounter the language

and explore the culture it represents as much as possible”. This was considered a vital
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point to reach, since it would give the children the motive to employ the TL in class
without believing it to be odd to use a foreign language with their peers even though
they shared the same native language. In an effort to present optimal conditions for
learning, the researcher aimed to present the language classroom as something
different from the environment the students had been used to at the time (Giannikas,

2011).

In order to encourage students to use the L2 at every'opportunity, it was very
important for me to establish an interaction pattern that would be fundamental, both to
the activities presented and to the consistency of L2 use. L2 was first established as a
routine, expecting that the children of both groups, beginners and intermediate, were
greeted in English and given instructions in English. The intermediate class found no
difficulty in comprehending what the teacher was saying when the communication
pattern moved at a more rapid pace than with the beginners. Nonetheless, they did
express surprise with the regular use of L2 in class. The interaction continued with a
focus on curriculum instruction, listening, reading and giving feedback (example of
listening task can be seen in DVD 1 00:01°-03:42°). As the children became
accustomed to maximizing the TL in class, as mentioned earlier, they too made an
effort to speak more English, even if they were not entirely sure of the accuracy of
what it was they were trying to say. Some of their resporises were spontaneous
because, as stated in 70% of the questionnaires, students heard the English language
during the lesson and began to think in this language rather than their own. When it
was brought to their attention that this was a remarkable accomplishment which may

take other language learners years to accomplish, if they ever do, they became more

enthusiastic and keen to use the TL.
From Journal Notes:

Res: You are doing very well children, well done! It takes years to accomplish

what you have.

Int. 13b: Miss, eyd 0&ho va pdbe va ta Aéw 6Aa o1’ Ayydwd! (I want to learn to
say everything in English!)

The interaction that took place was with the whole class at times, individual

pupils, small groups and pairs (see example in DVDs 1 & 2). As the discussions
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progressed, they moved to social and personal conversations. The students could not
carry out an entire conversation in the L2, they searched their native language,
making a conscious effort to retrieve something in English that might be suitable and
surprised even themselves with the knowledge they had at their disposal. According
to Cameron (2001), if young learners’ language resources are not adequate, then the
social motivation to build shared understanding may lead to use of L1 or a
combination of L1 and L2. The point where the students became more familiar with
L2 use in the classroom and, in reality, gained in confidence was when they were
introduced to audio recordings and set the goal of maximizing the TL by recording the
English used in class by each group once every month, as mentioned earlier in the
chapter (see sample in Appendix 15). This attempt gave the students a challenge
which shifted the focus of attaining a language certificate in the far future to being
able to use the language more and more each month. Their interactions with their

teacher and peers became central to their classroom life and educational purpose.

The amount of the teacher/researcher’s L1 with the Intermediate level was less
than with the Beginners, since the children of the Intermediate level had a wider
knowledge of the FL (this can be seen in DVDs 1 & 2). The L1 use with the students
reached 40% in first encounters. Four weeks into their language lessons, during the
time which the learners and the teacher/researcher became familiar with each other
and a comfortable rapport was created, the use of L1 decreased to 30% for 40 minutes
teacher talk. Within two months, the percentage decreased again to 25 % and
remained the same until the end of the year. The participant students were asked in

questionnaires whether they felt that the use of the teacher’s TL was excessive.

St.14b: 1 like to use English in class. It makes me feel like I'm learning without

doing a lot of homework

St.12a: We use English at the frodistirio because that is what we are here for.

Language learners of this age can engage in projects which demand that they take
responsibility for their learning. By including these projects in the language lessons
the level of the child’s personzil involvement becomes higher and can consequently
enhance motivation (Philips et al, 1999). In the current study there was an effort to

introduce games, story-telling, role plays and various other activities that would
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intrigue the students and help them use the TL in class in a more spontaneous
manner. One example of this is a lesson with the beginners’ class where students
were introduced to story-telling, which was also observed by the DoS (see
observation sample in Appendix 8). I first went through the homework with the
children and assigned more for their next class. Once their course book
responsibilities were settled, it was explained to the students that they would be doing
something different that day. Before the story was told, I pre-taught some of the
vocabulary that students were not familiar with. This was done by writing the
unknown lexical items on the board and eliciting their meaning by miming or placing
the words in context. The children were recorded to be involved and felt great

pleasure when they correctly estimated the meaning of the word.

After all the unknown vocabulary was clarified, the children were asked to sit in a
circle whilst the teacher/researcher was seated in the centre of the network. The
students were comfortable and excited since they had never experienced story-telling
in this context in the past. Because of the fact that they were eager to hear the story, 1
had their undivided attention. The story told was taken from Vanessa Reilly and
Sheila M. Ward’s ‘Very Young Learners’, a resource book for teachers. The story
was called ‘Why do Rabbits Have Long Ears?’ and the aim of the story was to
enhance students’ listening, enrich vocabulary by introducing names of animals and
the phrases I am a... You are a...before telling the story, it was suggested to inform
students that rabbits did not always have long ears and that they were going to
discover how rabbits changed. Students were involved in the story-telling process
where they were encouraged to mime and pretend to be different animals and elicit
names of animals, which made the plot interesting and challenging since their

participation was carried out in English.

After the story was told once, the students were asked to tell their teacher what
they understood from it and what the main point was. All children volunteered to
provide the class with the information, giving a sense of confidence as they
enthusiastically and eagerly raised their hands. When I selected one of the children to
give a short summary, the student immediately asked whether the answer should be
given in Greek or English. Given that the child was a beginner and it would be
difficult to deliver the summary in L2, I suggested that the summary be given in
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Greek. This way, the child could freely express himself because the key of giving the
summary at this stage was to evaluate the participants’ comprehension rather than
oral skills. The child selected gave a precise summary of the story, proving that
everything was understood even though the story was presented in the L2 entirely.
Since the children enjoyed story-telling, I followed with a task connected to the plot
of the story. The children were requested to create masks of various animals that
appeared in the story. Children continued to be seated in groups and were encouraged
to communicate to each other in the L2, being reminded that they would be rewarded
for their effort. By the end of the lesson, the task was completed successfully and
students wore their masks as they left the classroom and walked out to their parents

producing the animal sounds that matched their mask (see Appendix 8 for Dos’

observation notes) .

The intermediate group was involved in communicative tasks appropriate to their
age as well. Students of this level were not introduced to story-telling but to other
tasks they could relate to. An example of such a task was a speaking activity, where
students were asked to work in groups and interview their peers on their everyday
routine presenting them as celebrities (DVD 13:7°-12:22"), Students were provided
with questions, and their task was to collect information and present it as if they were
broadcasting news. A small desk and chair were placed in the front of the classroom
and the whiteboard read BBC in red bold letters for when the girls presented their
work, The boys were journalists for the CNN, so the channel on the whiteboard
changed when it was the boys’ turn. Once the students were given the task, they
began asking their peers questions about their daily routine, hobbies and favourite
music with great enthusiasm. After collecting their information, they were given
some time to prepare what it was they were going to mention in their ‘broadcast’ and
the register they were going to use. For the second part of the task, one by one, the
students took a seat at the front of the classroom and presented the news. The teacher
did not interfere when students made a mistake to avoid disruption since the task was
focused more on the children’s fluency. Additionally, as a teacher, I wanted the
children to build their self-esteem and become comfortable in speaking English and
presenting their work in front of others. Some chose to be entertaining, some to be

serious and others were creative. A sample of the children’s work is illustrated below:

152



BBC broadcast: Int. 17b (DVD 1:13°):

Int. 17b: Hello women and mens, now we are a BBC and we are taking a wwg¢

Aéue ‘ovvévienén’; (How do we say ‘interview’)
T: Interview

Int. 17b: An interview from Vicky Sotiropoulou again. The first question was
‘How old are you?’ and she is ten years old. The second ‘How big is your
family?’ and her family isn’t big enough he’s got only one brother, the third
“Where do you live?’ she lives in Rio in Referatos street. The fourth vou (yes)
“What time do you get up?’ she gets up at quarter past five in the morning,.
The fifth ‘What do you like doing?’ She likes listening to music, going to the
cinema and reading books and the last one ‘What you don’t like doing’ and

she don’t like playing tennis and she don’t like, she doesn’t like writing tests,

tests. Bye-bye.

CNN broadcast; Int.16b (DVD 1: 23’)

Int. 16b: Good afternoon ladies and gentlemen. I am the American President Nick

Evagelatos (Pqpular Greek Journalist).
T: Journalist not President. |
Int. 16b: Journalist.
T: President givat o (is) Bush.
Int. 16b: th (Yes), I'took an-
T: An interview

Int. 16b; An interview from Kon Haralabopoulos. The first question was ‘How
old are you? he answered ‘I thirteen years old’, the second question was
‘How big is your family?’ and he answered to me ‘I’ve got a big family’ the
third question is ‘Where do you live? and he answered ‘I live in
Kastelokabos’ the next question is eh- was, ‘When do you get up? and he
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answered, ‘I get up at half past eight’. The next question was ‘What do you
like doing?’ and he answered ‘I like playing football’ and the last question
was ‘What don’t you like doing?’ and he answered ‘I play-I hate playing

tennis’,

After every ‘broadcast’ the audience applauded, giving the student broadcasting
the news the verification of a successful presentation. It is also important to mention
here that not only are the learners of this context not accustomed to a communicative
student-centred classroom, they are also not used to presentations of this nature,
meaning that if a student is asked to stand at the front of the classroom, it would be to
recite a grammatical point the teacher had covered in the previous lesson or to simply
be examined. Therefore, when students were asked to stand up they became anxious
of what was to follow and how successful they would be. It came as a surprise to
them when they were told that the presentations they would give were not of a strict
examination nature. The purpose of the presentations was to make the students
comfortable to speak English in front of their peers and teacher, in their own way of
expression, to use the new vocabulary they had been working on at the time and to

enjoy themselves whilst carrying out the task.

The L1 used did not contain any evidence of ‘real talk’ which, according to
Hauser (2006), is different to ‘teacher talk’ which is pedagogical and related to
teaching. I introduced ‘real talk’ in English so that students would become familiar
with a different register. As part of the initial Phase 1 study, all the teachers of the
frodistirio were asked in questionnaires regarding their use of the TL if they believed
it was adequate for the children’s language development. They all replied that they
use the TL as much as possible during the lesson. The use of the TL for everyday
* conversation (real talk) did not occur to them as they only considered using the TL in
class when teaching the language and asking and answering questions with the
students. The conversations they had with the students were of a formal and structured
nature and all spontaneous conversation with students and colleagues was carried out
in L1. As I gave the example of keeping the TL as the main communicative tool
within the premises of the frodistirio, teachers began to follow. They became curious
‘about whether this ‘new technique’ would work and expressed their enquiries in

workshops held at the frodistirio. Teacher 2Bf stated that:
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It occurred to me that children became familiar with everyday vocabulary. The
language we used in class was so stiff because it was basically repeating what we

read in the course books. This feels more natural,
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Chapter 7: A Discussion of Greek Classroom Contexts for

Early Language Learning

The aim of this chapter is to revisit the Greek EYL classroom context in the light
of the findings of chapters 5 and 6, specifically, what was established about English
language teaching/learning in primary state schools and what emerged from the
intervention study in the Phase 2 frodistirio. The discussion will be outlined in two
different sections; the first section will discuss the outcomes of Phase 1 of the
research conducted in the seven state schools and seven frodistiria where data shows
an unsatisfactory state of affairs. The second section will outline Phase 2 of the study
and show how the research of Phase 1 ‘feeds into’ the intervention study conducted in
one frodistirio. The nexus between the two sectors is a complex web of factors which
interact with each other. This chapter aims to focus on this issue. The Phase 1 state
schools and frodistiria supported traditional language teaching, where the learners
were exposed to and focused on grammatical rules and translation. The Phase 2 study
in the frodstirio gave the researcher the opportunity to introduce other aspects of

language teaching which were applicable to the age of primary language learners.

The intervention research at the frodistirio was applied to introduce not only a
student-centred environment where the TL would be used more than in the past, but
also to offer other aspects of language learning apart from grammar and vocabulary
instruction. As recorded in observations during Phase 1 of the study, routine practice
in schools and frodistiria concentrated on the structure of the language rather than its
usage. The intention was to explore the potential for change, grounded in the belief
that a child’s attitude may be entirely transformed when language pedagogy is more
interactive. Data evidence on language teaching in this region of Greece confirmed a

lack of interactive opportunities and promoted a sentence-based view of language.
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7.1 Phase 1: A critical examination of evidence from classroom observation and

teacher interviews.

As mentioned earlier in the thesis, Phase 1 of the study focuses on 7 state schools
and 7 frodistiria across the region where the researcher explored the language teaching
reality in primary education. From the observations and interviews that took plaée
valuable information was collected since there is an absence of research data
regarding language teaching to young learners within the framework of state and
private primary education. In this section I will follow the outline below in order to

discuss the outcomes of the first phase of the research:

e The EYL classroom environment in state schools and frodistiria.

¢ Classroom management and organisation.

e Theuse of L1 and the TL.

e Attitudes towards language learning from the teacher’s point of view.

e Teacher training

7.1.1 The EYL Classroom Environment: the seven state schools and frodistiria of Phase
1.

The EYL classroom should be conducive to promoting the foreign language
whilst being a welcoming and comfortable space for students to practice their new

knowledge. According to Read (2007:8):

Children make sense of the world and of language through the context they find
themselves in. Children pay far more attention to the whole situation than to language, and

the younger they are, the truer this is.

It is difficult for successful language learning to take place when, in addition to
inefficient teaching approaches, the classroom environment is overlooked and
lacks inspiration and enjoyment which are elements which could eventually lead to
students’ enhanced motivation. As mentioned in section 5.2, observations showed

that there were quite a few differences regarding classroom environment which
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illustrated that students are influenced by their surroundings. Frodistiria had
posters on walls with English words and phrases, pictures of English speaking
cities, and children’s drawings. Although this might seem a minor point to some
teachers who believe that teaching practices and material are far more important
than drawings on the wall, a neglected motivational source such as the classroom
environment can cost teachers and young learners the potential of establishing
effective language learning and teaching. Even though frodistiria followed the
same teacher-centred layout as state schools, a welcoming environment had an
effect on the students as they were more well-behaved at the frodistirio and eager
to give the teacher drawings to hang on the wall, which could be considered a way
to build a strong community in the classroom. Students build a sense of community
as they see their mark in their classroom. It was the teacher’s way of showing the
young learners that their efforts are acknowledged and by putting their work up on

display teachers help students feel more involved in the lesson and appreciated.

One could argue that teachers at frodistiria have the privilege of teaching in new
and well-maintained buildings where they can use the classroom any way they please,
since the entire establishment is based on the learning of languages. It is a fact that
most state schools are situated in old buildings and, as mentioned in section 5.1,
language teachers and mainstream teachers share the same classrooms. Language
teachers are viewed as guests and are consequently reluctant to make any changes or
additions to the classroom design. The fact that they do not have the freedom to
express themselves as professionals holds them back from creating an approach to the
desirable outcome, which is successful language learning in a harmonious and
pleasant setting. Terrifying as it might be at first, if the state school language teachers
let go of their fear of adding elements of their subject in the classroom they could
make a new beginning by organising their classrooms which could increase the
learners’ motivation and view the English lesson at school differently instead of
disregarding it as is done in the present. This can also make a difference in the
teachers’ motivation as well. A warmer environment can give them the feeling that
their work is respected, not only by their students but by their colleagues as well.
Mainstream and language teachers can cooperate towards a classroom organisation
that could benefit them, so that both educators feel equally valuable. Language

teachers need to feel stimulated by their role and happy in the environment they are
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in. Recognition of what state school language teachers have to offer can be a key

component to their motivation.

7.1.2 Classroom Management and Organisation: the seven state schools and frodistiria

of Phase 1.

The language classroom, ideally, consists of a logical and organised shelter where
children can feel safe and comfortable enough to let go and enjoy the learning
experience. In order to optimise language learning and create an environment where
their efforts will not go to waste, it is essential that language teachers develop a
strategic plan of how the classroom should be arranged for students to benefit and feel
the need and freedom to learn. This would enhance their motivation and interest

towards the lesson and consequently make the teacher feel successful and fulfilled as

a professional.

There is no doubt that the task of changing the perception children have of
language learning and their behaviour in the language classroom is demanding,
however, it is worth making changes and aiming towards a more organised and
manageable environment which would bring positive long-term outcomes. According
to Nunan (2011), the younger the language learner, the shorter their attention span is.
Teachers need to carefully monitor their teaching and offer various age-appropriate
activities which would keep the children interested and hold their attention. Good

classroom management skills are fundamental if teachers wish to accomplish this.

As mentioned earlier, in chapter 5.3, the language teachers in state schools chose
to rely on the course book for providing the teaching material, leaving no freedom for
any kind of cooperative and interactive learning. This approach could work in various
contexts, however, when teaching young language learners it is a challenge to keep
children focused and interested, especially when the setting does not encourage
interaction or cooperation. Students lose their initial enthusiasm of learning a new
language and soon feel restless. As mentioned in chapter 2, Moon (2005) suggests
that interactive learning is better suited for young learners and by acknowledging that

the child is a social being, the teacher needs to adopt an interactive approach in the
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classroom which can keep the children motivated and behave appropriately at the
same time. As mentioned in section 3.7, Paulsel (2004) has made a point of effective
classroom management and organisation by applying routines and classroom rules.
According to the teachers in interviews, tackling misbehaviour was done by
interrupting the lesson and shouting at the child misbehaving (Teacher 13a, section
5.3). By introducing clear rules in a manner where children do not feel intimidated but
informed of the way their community in the classroom is expected to function, the
teacher can be given the opportunity to be creative. Language teachers can show their
students what is expected of them and avoid misunderstandings which could be
disastrous for their rapport with the children. During observations, it was difficult to
notice any established rules as there was no reference to them or any indication on
display, such as a chart with stickers that would display children’s positive or negative
behaviour, Observation data shows that pupils were well-behaved at frodistiria
compared to state schools which, since management techniques are similar, may be
simply because language lessons at frodistiria are taken more seriously by parents,

who evidently have an influence on the children, as mentioned earlier in the chapter.

In interviews, state school teachers blamed frodistiria regarding their difficulty to
maintain classroom management, feeling that they had lost the students’ trust and
interest once they entered the doors of the frodistiria. Due to the faster pace of the
lessons which take place at the frodistiria, the state school teachers are convinced that
no matter how hard they try to organise and manage their classes, they will fail. A
teacher-centred approach was preferred, however, there were fewer children at the
frodistiria and the environment was focused on language learning with a more
welcoming design as mentioned in the previous section. Children appreciate such
settings and it would be a mistake to assume that they are not highly aware of how
their direct surroundingé form their learning experience. A classroom design which is
more welcoming to the eye of the young learner may achieve every teacher’s
desirable outcome as suggested by Pollard (2008:281) “good organisation can increase

freedom for the teacher to teach and the learner to learn”.

The layout of the classroom plays a vital role in effective classroom management
and organisation. In the case of the specific region, teachers and students are familiar

with a teacher-centred environment where the desks are placed in rows facing the
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teacher which can be challenging and overwhelming for the language educator. One
must take into account that language teachers in both sectors do not undergo any
training or supervision, therefore, the mission of planning the classroom design is
something they will have to come up with on their own, make mistakes, learn from
them and try again, in order to reach their goal and create the appropriate milieu for
their young students. The normal layout is considered to be the traditional setting,
which teachers themselves grew accustomed to as students and later on as
professional educators. Introducing anything new would immediately remove them
from their comfort zone and place them in the unknown. It is, therefore, no surprise
that language teachers in both sectors were against any type of cooperation. They
viewed cooperative learning as mythical and the claims that harmonious learning can
occur whilst children are cooperating towards the same goal to be unrealistic.
Cooperation can turn into fighting and most commonly cheating, where the strongest
member of the group would be obliged to perform the task alone while the other
members of the group copy what is said or written (Teacher 17, section 5.3). This

statement contrasts sharply with the view of Smith and Larsett (1993:22) who argue
that:

[...] group work is considered usually in terms of cooperative learning in a less threatening
setting than individual performance. Astute tailoring of tasks or questions can ensure that team
or group success depends as much on the least able as on the most able member. Competition
can be an enjoyable method of enlivening the learning and recall essential facts, but it carries
the threat of being the source of heightened illumination of individual ignorance. Working
with groups offers the chance of providing the element of excitement without the potential

limelight hogging or ego bruising of individual competition.

An important benefit of a layout which encourages interactive teaching is that by
intrbducing a setting where communication is supported, the use of the foreign
language is more likely to increase. Classroom management and organization are
multi-faceted activities. In order to receive positive results, teachers must organise
and implement instruction in ways that optimise students’ access to learning.
Additionally, language teachers in Both sectors should become familiar with group
management methods which will encourage learners’ engagement with in-class
activities and promote the development of the YLs’ social skills in the TL. A teacher-
centred class is ‘nbt given the opportunity to communicate in any language let alone
the TL. The fact that students are deprived of communication would explain why they
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seek any opportunity they can to interact with their peers, briefly and usually secretly.
For this, children will use the language which comes easily and naturally to them,
which would be their L1. A different layout can increase the use of TL with the
correct management and ‘negotiations’ among teacher and students. Students can
learn in a classroom where interaction does not need to be secret but it can be actual
communication where the entire class can be involved. This could help the children
understand that they all have the same goal which is to learn to communicate in
English and could do so freely, in the language classroom, as long as they follow the

rules the teacher has provided them.

7.1.3 The Use of L1 and the TL: the seven state schools and frodistiria of Phase 1.

Teacher-talk is a important source of speech during the lesson, regardless whether
the teacher chooses a teacher-centred or student-centred approach. The results of the
study show that there were no considerable variations and that most teachers followed
the same teaching approach. Nonetheless, state school teachers seemed to use an
extensive amount of L1 in the classroom, whereas frodistiria teachers used an
extensive amount of TL. In this section, I will discuss how teachers use the TL in the

state schools and fridistiria that took part in the Phase 1 investigation.

L1 can have positive effects on the language classroom (Cameron, 2001) as long
as it is used in an appropriate amount as to not overshadow the TL. The use of L1 can
make YLLs feel more secure in the language classroom and be of support to the
children in this context. L1 can be valuable in the language learning process and can
even be necessary for increased comprehension and students’ acceptance of the TL.
However, this use of L1 could mostly be used for clarifying purposes and less for the
main form of communication in the foreign language classroom. It was observed in
the language classrooms in state schools that there was no effort to balance L1 and L2
since the mother tongue was used as the medium of instruction and teaching.
Consequently, the lesson was based on the written word which could quietly be re-
edited and thought over individually as opposed to a spontaneous conversation in L2

which requires more risk-taking. There were few opportunities for communication in
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the TL where students could put their knowledge into practice, especially because of
the teacher-centred approach adopted, where the teacher was the centre of the
communication network. Students spoke to their teacher in English when they were
requested to answer a question as part of a task. Many chances of TL use were missed
since teachers chose to use L1 for all communication and TL was used only when
texts or tasks were read aloud from the course books. As mentioned in chapter 5, only
the teachers who included games in their lessons had a higher percentage of TL use,

however, the games were repetitive and became part of a routine.

To make a desirable start for young learners, it was essential that the language
teacher made an attempt to use a range of phrases using TL in the classroom. This
enhances students’ familiarity with the foreign language and the phrases that are used
in class such as ‘close the window please’ or ‘please sit down’ can also be used in
classroom management in a planned and consistent way. Students can learn through
meaning and focused input. Additionally, this could subconsciously let the child know
that the language lesson is different to other subjects since there are different rules to
be respected and the teacher can communicate with the students in a different

language, which could add excitement and increase motivation as well.

It can be argued that the use of the TL should be maximised whenever possible
(Cameron, 2001; Ellis, 1984; Brewster, Ellis & Girard, 2002; Pinter, 2006) and it is
important to keep the L1 separate from the L2 in mind (Cameron, 2001). The
language teachers in state schools were reluctant to maximise the L2 in fear that they
would lose the attention of their students all together. Teachers who are not trained to
use this particular strategy might have difficulty in finding the appropriate balance
between the L1 and L2. Furthermore, the fact that language teachers in state schools
show a preference towards a teacher-centred setting does not give them the
opportunity to create an environment where there could be communication in the
foreign language for both teachers and students. A teacher-centred approach comes
with restrictions and even though it may work in some cases, preparation for language

examinations for instance, the practice of early language learning can be limited.

As was presented in chapter 5, data shows that the percentages of frodistiria
teachers’ TL use are much higher than teachers’ TL use in state schools. This could be

explained since there is great competition amongst frodistiria. As mentioned earlier,
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parents appreciate the maximum use of TL in the language classroom and are
convinced that this shows the teacher’s competence as an educator and their
knowledge of the foreign language, neglecting to appreciate how this language can be
beneficial to the students and what approach can guide them to become successful
language learners. A sharp increase in the use of TL cannot be introduced to the
students from one lesson to thé next. The teacher can gradually adapt an increasing
amount of TL in the young learners’ classroom which can build their knowledge and
confidence in the process. This way the maximum use of the FL. can be more
efficient. Due to the pressure of competition, teachers of frodostiria feel that the only
way for them to survive and keep their position, is to turn to the maximum use of TL,
overlooking the fact that this does not necessarily mean the appropriate amount of
exposure for each level and age group is being used and that students benefit from
this. As mentioned in section 5.5, the highest percentage of use of the TL was 100%
to all levels and the lowest was 50%. Young learners, especially beginners, may find
i; difficult to follow the teacher and the course of the lesson when they cannot make
s.ense of its content. This could be intimidating to the children and hurt their self-
esteem. Even though they are fully exposed to the foreign language, they would have
difficulty concentrating in class when most of the lesson seems to be alienating them.
Paving the way for L2 and gradually using a reduced amount of L1 could be less

intimidating to young learners. L2 exposure will not be lost if teachers phase in the

TL in appropriate portions.

7.1.4 Attitudes towards language learning from a teacher’s point of view: the seven state

schools and frodistiria of Phase 1.

Early language learning helps children develop positive attitudes towards other
cultures and language, as well as laying the foundation for foreign language leaming
later on (European Commission, 2003). The teachers’ attitude is an important faétor in
the present context where teachers are in despair, ksince they do want to help students
develop a positiVe attitude but do not know how or where to start, Phase 1 consists of
data of attitudes towards language learning derived from the behaviour of the

language teachers from the state schools and frodistiria where the study took place.
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The state school language teachers had become indifferent due to the fact that their
work is not appreciated by students and parents whereas the language teachers at

frodistiria had a more positive view towards their work and its outcomes.

Even though state school language teachers claimed they felt unappreciated, it
seems that there was another reason for their demotivation as well. One main
difference between the language teachers at state schools and frodistiria was not
teaching practices or classroom facilities; it was that language teachers in the private
sector had a goal, namely to gradually prepare their students for language
examinations, whereas language teachers in the public sector did not have any. This
affected their attitude towards their students and the lessons they provided them with,
Since teachers did not have a clear objective, as language teachers in frodistiria did,
parents considered the lessons in the private sector of more importance, which
affected the state school language educator even more. Observations showed that it
was challenging to keep a positive outlook for the sake of the students since teachers
struggled to find the purpose in delivering a meaningful language lesson. Language
educators in this context appear lost and feel they have to maintain a strict
disciplinarian behaviour rather than play the role of the facilitator just to be able to
have their lesson and move on to the next class. Due to these circumstances, optimism

of coming closer to the students seems meaningless.

New course books were the language teachers’ source of hope. New books would ;
provide them with fresh materials that could draw some interest and eventually help
improve the language teaching situation at state schools, as teachers believed. They
hoped for this change, believing that their students would see them differently and
have a more pleasant experience in the classroom. New books, however, could not
automatically change the students’ attitudes towards language learning at state schools
and their teachers. It is not up to the students to change the attitude towards language
learning and strengthen the dynamics of the classroom, it is up to the adults. Adults
lead the way to positivity in the classroom and since expecting new books will
doubtfully provide the teachers with the improvement and changes they anticipate,
teaching techniques must be adjusted. If teaching practices and resources are
developed, then the students’ attitude towards state school language lessons could be

- transformed, and teachers could feel more comfortable introducing new approaches to
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language learning. A positive attitude towards foreign language learning has cognitive
and affective advantages; thoughts as well as feelings play an important role and

preside over how a student approaches learning and a teacher approaches teaching.

Language teachers at frodistiria have a very different approach as mentioned
earlier. Their attitude has an immediate effect on the children who have a completely
different approach to language learning when they attend their afternoon lessons at the
frodistirio. Young language learners need to be intrigued and motivated to speak the
foreign language, move in the classroom and cooperate with their peers. Positive
outcomes can arise when teachers are responsible for using the TL in the classroom
and being capable of correcting their students’ mistakes in a manner that does not hurt
their ego. Learners of this age are in need of feeling comfortable in an informal
environment where they can learn by having fun. These techniques were not observed
in state schools and it can be that if teachers in the public sector made such alterations
and developed a balance of using the L1 and L2 combined with, error correction
which students did not find intimidating in an appropriate learning environment, the
teachers would receive more positive responses from both students and parents.
Attitude changes can begin with alterations in teaching practices where simple

techniques are applied and effective language teaching can occur.

7.1.5 Teacher Training: the seven state schools and frodistiria of Phase 1.

Fterniati and Spinthourakis (2006:40) commenting on the Greek context, suggest
that:

[...] for the teacher who has traditionally dealt with language teaching exclusively through
linguistic analysis, the National Curriculum (NC) provides sample directions promoting
communicative context as the teaching framework. This represents an innovation in the

teaching methodology for the majority of Greek teachers and requires a change of attitude and

practice on their part.

The state school language teachers who were interviewed were aware of the

reform and its suggestions for using a communicative approach; however, they were

not trained to apply it. The language teachers at the frodistirio were not informed
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about the reform in state schools and had not undergone any sort of training that
would assist them in introducing interactive opportunities in their classes. The reform
may have introduced innovation in the NC not only in language arts but for all
subjects, nonetheless, having teaching techniques and methods written in formal
documentation does not necessarily lead to an improvement in practice. Teachers are
in need of being both fully informed and trained in order for them to feel less
reluctant in abandoning their traditional ways. Related to this, Cameron (2003:105-
106) suggests that:

The expansion of Teaching English to Young Learners (TEYL) is é phenomenon that needs to
be taken seriously by the ELT field. It is not a minor change that can be left to young learner
experts, but a shift that will have knock-on effects for the rest of ELT, particularly secondary
level teaching and teacher education. For secondary teachers, there will be two major areas of
impact: the need to cope with classes of mixed levels of language skills and knowledge, and

the task of maintaining or restoring motivation over these long periods of language learning,

It is a terrifying experience to walk into a classroom without knowing what to do
or what is really expected of you. A lack of training could result in lack of confidence
and skills to carry out governmental plans for language learning. Language teachers
deserve the same treatment as mainstream teachers and undergo pre-service training
whilst at University, so as not to struggle later with lack of objectives. Teacher
training programmes and pre-service activities could equip potential language
teachers with the skills to face and respond to the challenges that await them
(Giannikas, 2013b). In the current context, language teachers have not learned
- practical classroom skills and cannot meet target language needs. Even though current
educational policies encourage communicative language teaching, primary language
educators are not in a position to apply such an approach in their classrooms and find
themselves imitating their own language teachers and apply a grammar-translation
method where little TL is used and the main focus is on learning grammar rules,
vocabulary and translation of texts in course books. Providing teachers with training,
appropriate guidelines and improving téachers’ language proficiency appears to be
urgent. Apart from improving communicative English skills, teachers’ immediate

need is to acquire practical knowledge of daily teaching practices.

All the evidence gathered from Phase 1 of the study was the result of exploring

young language teaching reality within a Greek region and illustrates a complex and
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undeveloped context of teacher training. The results of the study have answered the
questions posed by the researcher and has broﬁght various issues to the surface. State
schools and frodistiria do not provide children with the appropriate opportunities that
could facilitate the acquisition of YLs’ competences. Students are presented with a
demotivating environment in state schools and the teaching approaches in both sectors
are not appropriate for learners of the specific age group. The targets set in early
language education at frodistiria, influenced by parents, are unrealistic since it is
impossible for the YL to relate to the anxiety of examinations and a future
competitive market. By presenting children with the objectives in question, they soon

lose their enthusiasm and motivation.

After the analysis of the data, the intervention study took place the following year,
and what has been discussed in this section of the chapter was put into practice in
Phase 2, in order to intervene and offer alternatives to language teaching in the region,
The aim of this segment of the Phase 2 study was to create a more comfortable and
organised environment, where the teachers feel appreciated and content with their
profession and gain the motivation and positivity to carry out their teaching. The
following section will discuss Phase 2 of the research where there will be a
comparison of teaching approaches and attitudes towards language teaching/learning

and the benefits of rewarding learners for their effort and the effect it has on the

classroom.

7.2 Phase 2: Intervention Study

The frodistirio, where thé Phase 2 research took place, supported traditional
language teaching, as mentioned in 6.1, where the learners were exposed to language
and its grammatical rules as in the Phase 1 state schools and frodistiria observed. This
method of language learning has been described by Nunan (1999:74) as an approach
where “they learn facts about language rather than how to use it communicatively to
express ideas, to talk and write to other people, to read and listen to real language,
and to learn how to cooperate with others”, The initial aim of the intervention

research in Phase 2 was to introduce, not only a student-centred environment where
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the TL would be used more than in the past, but to shift the focus and offer other
aspects of language learning apart from grammar instruction. As recorded in
observations in Phase 1, routine practice in schools concentrated on the structure of
the language rather than its usage. The action research design took the form of an
intervention which aimed to explore the potential of change, grounded in the belief
that a child’s attitude may be entirely transformed when language pedagogy is more
communicative. In this section, I consider the following themes in order to discuss

the outcomes of the second phase of the research:

e  Teacher Training.

e Classroom Context.

e  The Outcomes of Students’ Awards.

e The Effects of the Various Classroom Layouts.
e The Student-Centred Environment.

° .. L2 Use in the Language Classroom.

e Parents Views on Interactive Learning.

7.2.1 Teacher Training: the frodistirio of the Phase 2 study.

Teachers at the frodistirio where the Phase 2 study was conducted held either a
university degree or the more limited qualification of a language proficiency
certificate with a license to teach in the private sector. As mentioned in the previous
chapter, the frodistirio provided all teachers with a curriculum and step-by-step lesson
plans as to how to teach their class. Phase 2 language teachers are also accustomed to
traditional teaching and learning where the foreign language is introduced in a
teacher-centred manner with specific and controlled input from students, explained in
Greek through grammar translation and speaking practice using the audio-lingual and
grammar-translation approach. These teaching approaches were viewed as
appropriate for leading students to language examinations even though they were
very young to be exposed to the specific teaching practices and comprehend their
purpose. The frodistirio in question was the perfect opportunity to introduce

something new in an environment where the teachers had a personal relationship with
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the researcher, due to my relation with the owner. This being said, they felt uneasy
when they were told about observations, which was true of all teachers who
participated in both Phase 1 and 2. Once classroom doors close, educators feel they
have the privacy to conduct their lesson any way they choose; by opening the doors to

their peers, they open their doors to judgment which can be frightening at first.

The researcher introduced workshops to the language teachers, which helped
them develop new ideas and learn of new material and using the internet in their
language lessons. Furthermore, they were introduced to the concept of CLT, which,
as mentioned in chapter 3, primarily focuses on the meaning, the function and use of
the target language in a learner-centred environment where the teacher is no longer
the centre of the communication network. Language teachers at the Phase 2 frodistirio
were introduced to the concept of real-life tasks, situations and roles in order to
develop students’ language ability, proficiency and spontaneity. Five workshops
alone could not be enough to persuade teachers to suddenly change their classroom
routines; therefore, they were encouraged to observe the researchers lessons where
such techniques were applied whilst conducting action research. The fact that teachers
were invited to observe lessons indicates that I was willing to expose myself to
critique in the hope of building trust and shared understandings, which could
encourage other teachers to do the same and benefit from it in the future. This helped
the teachers realise that I was a teacher, just like them, regardless of my relation to the
owner of the frodistirio, and was concerned with the same classroom issues as they
were. It was important to make clear that this procedure could help us, the teachers,
come closer as colleagues and discuss our ideas and concerns. Additionally, by
observing the researcher’s classes, the language teachers had the opportunity to
witness that theory can be put into practice by using various techniques in the
classroom that relate well to young language learners. Parallel to teaching
approaches, teachers also witnessed teaching and research happening simultaneously
and, according to the Phase 2 teachers’ statements, became more willing to apply it in

their teaching when they witnessed the advantages of the process.

Teacher 4Bf: I am surprised at how the children adjusted to real-life tasks. They

seemed to have more fun and enjoyed themselves which made the teacher’s life easier
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too. If research can help me test the waters, I am willing to apply it and study what

my students need.

Teacher 7Bf: I was not willing to try researching during teaching at first but after
observations I realised that my teaching and research can link in a way that can be

helpful to my students.

Fterniati and Spinthourakis (2006:40) claim that “through this innovation students
will amass a body of knowledge and skills, a holistic awareness of knowledge that
allows the forming of personal perspectives on related scientific topics as well as
common place issues” and as a result of findings of the action research conducted,
teachers at the frodistirio, were subsequently given the opportunity to explore these

views in action.

In the Greek region where the research took place, teachers were reluctant to
entertain an action research-inspired approach, i.e. to apply changes as a result of
reflecting their practice. Given that action research tends to be directly connected to
achieving results in the classroom setting, the researcher worked towards introducing
the teachers to this experimental approach in the hope that this would provide them
with more confidence in their professional abilities, urge them to take risks when
teaching, which in the long-run would benefit their language learners. Since it was not
possible for language teachers of the school to undertake teacher training at this stage,
action research helped them focus on their students’ needs, keep records of activities
that worked, of activities that did not and keep full records of students’ progress.
Teachers also applied their own questions in their research, questions they had been
struggling with but did not know how to answer or address. Action research presented
them with helpful insight into their own teaching and gave them more confidence and
motivation to become innovative and explore their profession from different angles.
Additionally, this procedure helped language teachers of the specific frodistirio raise
their awareness and understand the necessity of research and the effect the outcomes

might have to language learning in the region.
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7.2.2 Classroom Context: the frodistirio of the Phase 2 study.

The classroom context sets the ground for what will occur in the lesson. Once
students walk into the classroom, they are sent an instant message of what the teacher
expects of them. As mentioned in the previous chapter, immediate changes were not
made to the classroom to avoid students’ misinterpretation of the researcher’s
intentions. It was important for language learners to first become familiar with their
teacher and then gradually experience changes in the classroom together. By guiding
the YLs into change there were more positive initial responses, and because students
were informed of the changes that would occur in the layout and its purpose,
misbehaviour and restlessness were avoided to a great extent. The facts that students’
enthusiasm of returning to their language school after the summer break quickly
faded, as mentioned in chapter 6, helped introduce a new non-individualistic

classroom to the young learners who were very receptive at this point.

The classroom context served as the beginning of a new layout where interactive
learning would be encouraged and the use of L2 would be rewarded. The classroom
was to become a social context where children were not expected to cope individually
but as a group. It was important to encourage them to come out of their shell and take
risks in learning, which mainly consisted of the written word and experience other
purposes for using the FL. They would cooperate, learn from each other and realise
that they had the same questions and difficulties. The language classroom should be
conducive to promoting the TL and this was presented to students as their goal. It was
necessary for the children to understand that they would be working in an interactive
and cooperative environment in order to increase L2 use and benefit from it. The YLs
of the frodistirio were given the opportunity to use English as a communicative tool
and not a path that would lead to certification, which was years away. Within this
social context they were presented with new goals which were to use a foreign
language to communicate. Even though the children were intrigued at first, it was
vital to keep them interested; therefore, rewards were presented to sustain motivation.

This is discussed further in the following section.
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7.2.3 The Outcomes of Students’ Awards: the frodistirio of the Phase 2 study.

As mentioned in chapter 6, young learners were introduced to rewards for their
effort in using the TL, cooperating with their peers and behaving properly in the
classroom. According to Read (2007:14) “If used effectively, they [teachers] can help
promote collaboration, appropriate behaviour and individual as well as class effort”.
The clarity of the rules and what the teacher regarded as acceptable and unacceptable
classroom behaviour were stated from the start to avoid any misunderstandings with
children or their parents. Children were aware that they now worked as a group and
felt a responsibility towards their classmates who they did not want to disappoint.
Through this procedure and involving the students in the change of context and the
introduction of awards, the learning process became clearer to them. YLs had the
chance to escape routine homework evaluation and begin working together towards
purposeful language learning. The students acquired goals, which they did not have
before the research took place. With clear and age-appropriate aims YLs could focus
and make more of an effort to maintain a positive and optimistic atmosphere since the
approaches used were appealing and preferred them, rather than the routine they were

exposed to before.

During the Phase 2 study, praising the students and rewarding them for their good
work and behaviour strengthened the children’s self-confidence. Language learners
who took part in the Phase 2 study, as mentioned in chapter 6, felt proud and
privileged because, as time went by, due to their encouragement to maximise their
use of TL as much as possible and efficiently cooperate with their peers, they were
able to produce the language to their teacher’s satisfaction, who rewarded them in
return. The immediate reward was a star which was visually accessible to the children
on a poster on the wall of their classroom. They could count their stars at the end of
the lesson which built up their anticipation for the end of the month awards. The fact
that the certificates were to be given in the near future seemed more realistic, which
helped the children not giVe up waiting endlessly for a reward to come, as the case
was before the research began when students knew that they would be awarded five
years from when they began their language lessons, if they were successful in their

language examinations.
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7.2.4 The Effects of Various Classroom Layouts: the frodistirio of the Phase 2 study.

Based on the findings of Phase 1, the layout of the language classroom can have
a serious effect on how one teaches the foreign language and how students perceive
it. In the context in question, because various layouts such as the semi-circular layout,
the ad-hoc clusters of chairs/desks and the circular seating were unknown territory,
the children were not persuaded of how the new seating arrangement would benefit
them and if they would soon enjoy learning in this manner. Of course, there was
reluctance at first, since children were still unaware of their ability to put their
knowledge into practice and carry out a conversation or task in English. Students
needed reassurance that they could meet their goal and that they were in a safe
environment where everyone makes mistakes and everyone may need help from their
teacher or peers. It was important that the children felt at ease before getting involved
in different layouts that encouraged student-centred learning and teaching. Once they

let go, the learning could begin.

It was not long before the language learners in question began enjoying the new
environment., Once in pairs or in groups, they were given the opportunity to
communicate in the foreign language which meant that this action would be rewarded
by gaining more stars which only brought them closer to a certificate in the awards
held at the end of the month. When collaborating with their peers they could prove to
the teacher that they were making an effort to maximise the TL use and work within
the time limits they were assigned. Without pressure, the students enjoyed themselves

whilst learning and staying focused on the task at hand.

Despite a teacher’s efforts, some students may disregard a new social
environment in the classroom or his/her persuasion to maximise their TL when
working with their peers, especially in a class where all language learners share the
same mother tongue. They may attempt to use the FL. when the teacher is in close
proximity to their group and once they move away, some students would revert to
their native language. In the Phase 2 study, this did occur since the children were
accustomed to a traditional manner where the teacher played an authoritative role in
the classroom and children feared the consequences if they did not do what they were

told. The new layout gave the students more freedom to express themselves and feel
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more relaxed in the learning environment which could be misinterpreted. Most
students were not sure of how to handle this freedom at first, and needed clear
guidance when it came to cooperating with others. It was, therefore, necessary for the
seating arrangement to be well-thought-out so that students, who were likely to
become tempted to misbehave or use the L1 when they could be using the L2, were
reminded of the goal they all shared. With the phrase ‘Fix the desks!’ children knew
they were expected to stand up and arrange the desks for group work. They became
comfortable with the foreign language, responded well to instruction and were willing
to move around the classroom when it was requested. Even if students spoke Greek
unintentionally they quickly reverted to the TL once they were reminded to do so.
This led to an increase of TL in the classroom which in itself motivated the students
as they took pride on this enormous accomplishment. The cooperative and interactive
classes helped students come closer as a group and enhance their imagination as well.
Hearing themselves speak the foreign language and were exposed to enjoyable games
and tasks, that could be done by native English speakers in England or the United

States, students achieved a better understanding of the foreign culture.

7.2.5 The Student-Centred Environment: the frodistirio of the Phase 2 study.

The introduction of the student-centred environment was a very important part of
the intervention study. Considering the classes that had been observed the previoué
year, as a researcher I was curious as to how the children would react to an
environment where they were given responsibility for their own learning. Due to the
fact that this approach was completely new to the students, if the previous steps of
classroom management, a well-thought-out layout and clarity of classroom rules, had
not proceeded, a student-centred environment would seem overwhelming to the
young learners and teacher/reséarcher. The student-centred approach would
eventually fail to be established. In order for the approach to be accepted by the
students, they had to be certain that their classroom was a place where they can
fearlessly use the target language to communicate and explore new. ways of
expressing meaning, negotiating and learning from their success and failures. The

need for a YL-friendly environment is supported by Williams & Burden’s (1997:202)
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who state that “emotionally, a suitable environment for language learning should be
one that enhances the trust needed to communicate and which enhances confidence

and self-esteem”,

At first, as mentioned in chapter 6, the children found the change of the centre of
the communication network confusing. After becoming accustomed to being led to
learning the language, now they cooperated with their peers towards a specific goal.
They realised that they were more independent than driven from the teacher for the
completion of every task. The teacher stood back and observed and encouraged them
to make sense of the task they were given. This exploratory procedure could be
frightening at first but very rewarding as well, eventually the children realised this and
the purpose of the task. It took time for the students to realise that they were a team
and if one person did not follow the rules, this would reflect negatively on the entire
group. Once they became familiar with this cooperative method, they realised that it
was a less threatening setting than the one that they were accustomed to. It was now
obvious that the purpose of a student-centred environment was to provide
opportunities to put their knowledge of the English language into practice. Young
children find it essential to establish good relations with their peers and apply a great
deal of energy in achieving this, and it is one of the reasons why group work should
be used in a language classroom, When students are placed in a classroom, they are
put into their own society in microcosm and must learn to co-exist within their small
community. There is a distinctive atmosphere where the teacher is partially the
determiner. Bull & Solity’s (1987:17) findings explain the students’ small
communities and the role of the teacher, offering the potential for an alternative

approach that could be implemented in a Greek foreign language learning context:

A teacher would work with different groups (large and small, mixed ability or “sets’) and with
individuals within the larger group. At times and particularly in the open plan situation,
teachers may work as a team, sharing responsibility for the learning of perhaps an entire
school year group. Nevertheless there are general principles that can be applied to the group
context so that, when managed effectively, the whole group functions cohesively. Teaching
objectives are best served when teacher and pupils are cooperating towards a common

purpose.

Effective learning could be a result of pupils working together. Class discussions

give children the opportunity to share ideas and understanding where “it is vital, of
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course, that discussions be guided and not be mere wordplay. In the first place, a few
children may dominate the discussion, either through strength of character or ability,
if the teacher does not guide” (Charles, 1965:66). Dérnyei (2001:100) states that
cooperation is an advantage in learning and “studies from all over the world are
unanimous in claiming that students in cooperative environments have more positive
attitudes towards learning and develop higher self-esteem and self-confidence than in

other classroom structures”,

As a teacher, the progress the children made and how autonomous they had
become was very fulfilling. Every educator wants to see their students succeed
through the methods they apply in the classroom. The students’ enthusiasm and
cooperation with the teacher create a strong sense of satisfaction and increase
teachers’ motivation and will to become more imaginative, take initiative and improve

their lessons.

7.2.6 L2 Use in the Language Classroom: the frodistirio of the Phase 2 study.

One of the issues that parents brought up in questionnaires, was their
dissatisfaction of the state school language teachers and the lack of TL in their
classes. The data from Phase 2 questionnaires distributed to parents can be supported
by the low percentages of TL use recorded in language classrooms in state schools
with the lowest being 2% of teachers’ TL and the highest being 40%. This can be a
sensitive issue to discuss with language teachers since their professional integrity is
being compromised when students and parents give up on their ability to fluently
speak the language they have been hired to teach. Understandably, a teacher cannot
abandon the idea of L1 use, especially in this context where students expect L1
clarification when experiencing difficulties comprehending L2 and the lack of it could

cause considerable demotivation.

In comparison with the Phase 1 study, there was an effort in Phase 2 where the
teacher attempted to use the appropriate amount of TL with language learners,
depending on the language level of the students. In the YL context the appropriate
amount of TL and L1 use could prove to be more effective than 100% of TL use
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(Frod. 13bF) or 20% TL (St.School 14). Additionally, in the environment created in
the Phase 2 study, the students’ L2 use was more evident since, in the Phase 1 study,

learners’ TL use was responding to teachers® questions.

The context, preparéd for the needs of the study, gave the language learners the
chance to explore their linguistic abilities and use their knowledge of the foreign
language and maximise their L2 according to the task given, whether in groups or
pairs. Since there was a connection of L2 use, the task and the surroundings supported
the purpose of L2 increase. Not only did students have the opportunity to think of the
structure of the language and work it out whilst attempting communication in the TL,
but they also became empowered to learn since they overcame the unnatural language
they produced (Teacher 2Bf, chapter 6), and moved on to more meaningful everyday
communication. Learning empowerment occurs, as Frymier et al. (1996) propose,
when a student finds the tasks meaningful, feels confident to perform them and feels
that his/her efforts have an impact on the course of the lesson. Frymier et al. (1996)
concluded that when teachers were more direct and adjusted the content to become
more relevant, students felt they were given more power to learn. Peng and Zhang
(2009:222) have suggested that in order to assist children into becoming successful

language learners, teachers should give them confidence:
[...] to self-evaluate their answers, or try to give them more opportunities to guess or expand
their answers, to try and stimulate students to focus on the content and the subject matter of
the questions, instead of the language structure of the question itself. They should try to
encourage students to express their own idea about the question, even with the simplest
language rather than to force them to drill sentence patterns. Thus, they could create a friendly
environment for communication in the classroom.

Encouraging the language learners to increase the TL does not mean that I viewed
the L1 as harmful in the language classroom. On the contrary, there was
acknowledgment that the L1 and TL can exist simultaneously depending on the
characteristics of the language learning process (Stern, 1992). The children were not
forbidden from using the L1 but rewarded for maximising their TL as much as
possible; therefore, their focus was on a reward and not a punishment such as low
grades, as threatened in state schools. The aims set between thg teacher and the
students are an important factor, and it would be considered more natural to teach

intralingually, using L1 in order to assist children with difficult grammar or unknown
vocabulary. Additionally, I tried to avoid a 100% TL use with both the beginners and
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intermediate group so as to not expose students to an unnatural lesson, since they
were not in an English speaking country, shared the same L1 with their peers and
there teacher was fluent in Greek. This attempt was observed to function effectively in
a student-centred environment where children were encouraged to give their opinions

and express their educational needs.

7.2.7 Parents Views on Interactive Learning: the frodistirio of the Phase 2 study.

Parents whose children participated in the study were happy to see them involved
in various tasks and develop a positive attitude towards language learning, as was
recorded in parents’ questionnaires. The fact that the students became so involved in
their learning the language and took pleasure in receiving new information regarding
the linguistic aspects and the culture of the countries connected to English, took the
pressure of the language examinations off the parents. They began to appreciate the
fact that their children could confidently communicate in the foreign language,
limited as the communication might have been at the time. Before the results of the
intervention research, their main concern was the examination results the children
would acquire in the future. According to Hoque (2009:66), regarding theylanguage

learning situation in Bangladesh:

[...] exam results are the only educational goal for the majority of the parents, who are poor,
mostly illiterate, and generally less educated. All the teaching-learning strategies and

activities used by teachers are geared to getting ‘good results’ for students in the exams.

In Greece the situation was similar since all parents, no matter what their
economic status or educational background may be, desired successful results in their
children’s examinations and their success was regarded as a major factor in their
education. This notion appeared to have little to do with the parents’ educational
background; it was mostly due to the fact that these were requirements for succeeding
in the professional world later on. With the country’s financial difficulties and the
high degree of unemployment, parents try to ensure a future for their children. The
matter that was of great importance was the certification of the various qualifications
such as the knowledge of a foreign language, to be achieved by the end of the

children’s language tuition. The outcomes of the Phase 2 study showed the parents
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that examination results do not necessarily reflect every aspect of their children’s
proficiency in the foreign language. Hoque (2009:67) has stated that since reading

and writing occupy most of the Bangladeshi examinations:

[...] they are mostly based on textbook content, which pupils memorize. Most pupils pass the
exams in English without acquiring any language skills. Therefore, teachers can comfortably
teach in the grammar translation method and pupils learn the textbook content and grammar
rules by rote.

Similarly in Greece the pupils’ success in these examinations was considered an
immense achievement to Greek parents, and although to some extent it was, evidently
a child’s achievement in language learning cannot and should not be limited to an
examination. The study of Phase 2 was conducted to evaluate the impact, for the
purposes of my research and as a device to convince the language teachers and
Director of Studies of the benefits for learners. Additionally, the participants would
experience other aspects of the language and develop listening and speaking skills.
Furthermore, as the children developed these skills they felt a great amount of
satisfaction which could result to intrinsic reinforcement. Within these tasks, when
completed successfully, children were recorded to feel self-achievement and
satisfaction. When participating in real life everyday situations and activities, young
language learners were observed to enhance their sense of self-achievement.
Therefore, the children’s intrinsic reinforcement derives from real life tasks and their
need of a sense of success is in the process of language learning. Pinter (2006:20)
argues that “during these early years, children are immensely creative with language
and enjoy playing with words. They make up their own words, create jokes, and
experiment with language even when they have to rely on limited resources”. In this
case, I encouraged children to be creative with language on various occasions and
make the foreign language their own, aiming that their creativity would enhance their
enthusiasm and confidence into becoming successful L2 users. Pinter (2006) suggests
that given the opportunity, willingness to experiment with the language could result
in language learning where students can enjoy the language for what it is. Such
activities as those mentioned earlier stimulate the young mind, allowing young
learners to use their imagination and can be used regularly in different forms. Brown

(2000:161) makes a valid point when he suggests that:
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[...] the needs concept of motivation in some ways belongs to all three schools of thought:
the fulfillment of needs is rewarding, requires choices, and in many cases must be

interpreted in a social context.

Fischer (2005) argues that when children are provided with activities where they
discover the need for exploration, self-esteem, stimulation and autonomy, language
learning is more successful. In a creative climate, adults and children can value
innovation and the difference of ideas. On the other hand, Brown (2000:161) argues
that one “may be unmotivated to learn a foreign language because you fail to see the
rewards, connect the learning only to superficial needs and see no possibility of a
social context in which this skill is useful”, The children’s need to achieve in their
educational environment is considered human behaviour (Dérnyei, 2001). The
motivational influence by the teacher/researcher had an effect on the language
learners in both groups and a supportive relationship was established. From the very
start of the Phase 2 research I made it a priority to remind students that they are more
than capable of succeeding in their quest for knowledge. Their curiosity was
heightened and they were intrigued to join in their teacher’s enthusiasm and impart a
sense of commitment and interest in the foreign language. It is suggested here that
this combination of support from the teacher and the learners self-perception of
ability, helped children to remain motivated as they explored and gained confidence

in working with a learner-centred approach to ELL.

The last section of the chapter provides the reader with key findings of Phase 2 of
the research. The results are discussed in relation to Phase 1 of the study conducted at
the seven state schools and seven frodistiria. There is a comparison in teaching
approaches and attitudes towards language learning and the benefits of rewarding
learners for their effort of trying to learn the language for what it is and not for the

needs of developing language examination skills.

7.3 The Students’ Development beyond the Research Period.

The participants of the Phase 2 research developed a sense of satisfaction which

reinforced their achievement behaviour. Language learners who took part in this
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study were encouraged to be proud of their accomplishments and celebrate their
success with their peers and parents. The satisfaction of the students is displayed in
the following statement made by intermediate students in an interview at the end of

the academic year:

Int. 12b: The lessons are very different now. We do a lot of interesting things and

learned how to use English in different situations! I can’t wait to see what we will be

doing next year!

Int. 17b: I like that we don't have to use the books all the time and we do
activities in groups and work as a team. It is nice to feel that we are learning

together.

Int.15b: This year I think I learned many new things and that I have improved my
English.

Good and Brophy (1994) have argued that learner motivation will reach its
highest level when the students are in a safe classroom environment, where they can
freely express their opinions without feeling they run the risk of being ridiculed. To
intrigue students and help their motivation increase, they must be given opportunities
to learn, be supported and encouraged for their efforts. Additionally, because of the
fact that students who feel anxiety or alienation are unlikely to develop the motivation
to learn, it is important that language learning occurs within a relaxed and supportive
atmosphere. I viewed this approach as beneficial for the participants and their future
in language learning. When the study was completed the students continued language
lessons with their regular teachers at the frodistirio for two years. As mentioned
carlier in this chapter, it was intended that the students should have the time and space
to decide on how they felt about the language and to see how they progressed

compared to their peers in other classes of the same level.

By 2010, the Intermediate class who participated in the study had reached

Proficiency level and six out of eight students decided to continue with their studies.
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All students were successful in their first language examinations which gave them
and their parents’ great pleasure. There was also a second Intermediate class the year
the intervention study took place at the frodistirio; these children were not a part of
the research and had language lessons of a more traditional nature. Three out of nine
students were not successful and only two out of nine decided to continue their
English language studies. The beginner’s class involved in the research has now
reached an Intermediate level and all students have continued their language studies
at the frodistirio and plan to stay and complete their studies there. Two years after the
data collection, I returned to the frodistirio and taught these two classes (the beginners
and intermediate group of 2007) in order to collect information on how the students
have developed within the two year fissure. As mentioned in chapter 4, follow-up
questionnaires (Appendix 23) were distributed to the original participant students to
gather data which would report on the effects the Phase 2 study had on the students.
The replies were very detailed and provided the researcher with rich data. The
questions were in L2 and were first read to the students and explained so that the

answers were descriptive, complete and precise.

The language learners who participated in this study now have the ability to work
with others without constant assistance from their teacher, according to the field notes
taken at the time, comparing to the evidence gathered two years prior to the
teacher/researcher’s return to the school. The questions the students asked were less
and students knew what was expected of them which became evident to the
teacher/researcher when eliciting the ‘rules’ of working with others. Students were
autonomous and motivated to reach the goal presented to them at the given time.
Additionally, I recorded that the participants of both the current Intermediate and
Proficiency class had an excellent command of the language for the level they have
reached. They were able and willing to have long conversations with their teachers in
L2, comprehend what they are told and respond. This is not something their peers of
the same level, either Intermediate or Proficiency choose to do. Most students in this
region, even of the highest level, do not feel comfortable speaking to their teacher or

their peers in the L2 whether within or out of the classroom context.

The new Proficiency students stated that they had been studying English for a

total of seven years and enjoyed their language lessons at the frodistirio because they
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made friends there with whom they were comfortable enough to cooperate in class

with, learn from each other and felt they were part of a group of successful people.

Questionnaire 1S: I really like English and I prefer learning it at the frodistirio
than having private lessons because here I can be a part of a group of successful
people, we learn from each other, we enjoy ourselves and have become very good

Sriends.

The fact that a positive environment was created in this class at the time of the
Phase 2 research, and students began cooperating and learning from each other made
them come closer as a group. The sense of belonging in a group and working towards
the same goal gave the students a sense of camaraderie and assisted them in working

towards the same goal and continuing with the same enthusiasm.

Additionally, students were asked whether it was their choice to continue their
studies in English after they had passed their first examinations or if they felt pressure

from their parents to do so. All students replied that the choice was entirely theirs and

their parents agreed.

Questionnaire 3S: It was my decision because 1 like English and it is very useful

and because 1 do not believe I have completed what 1 started.

Questionnaire 2S: It was my decision because I wanted to acquire all my

language certificates and later on study English literature at university.

Questionnaire 6S: It was my choice because I like learning English very much and

I want to complete my knowledge.

They felt that there was no reason to terminate their studies just because they were
successful in their first language examinations and would like to complete what they
had started. All students mentioned that they enjoy learning English, appreciate it as a
language and would like to continue their studies and enrich their knowledge. The
participants stated that with their knowledge of the English language, they hope to be

as comfortable speaking English as they are in their native language, travel abroad,
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specifically to Great Britain, and communicate with others with ease as this would be

very satisfying after all these years of language learning and practice.

Questionnaire 4S: I can use the language I've learned in my everyday life like
travelling, especially the UK, watching films and understanding English songs.

Questionnaire 7S: First of all I want to take the Proficiency exam and then I want
to travel to England someday and speak the language comfortably. A great

satisfaction...

They believe it to be vital to use the language for communicative purposes.
However, they do also want to complete their studies successfully by obtaining an
English language proficiency certificate. According to the data from questionnaires,
the students considered that this certification would help them not only improve their

language skills but would also help them in the professional world in the future.

Questionnaire 8S: I will need my knowledge in English to acquire a Proficiency

certificate to find work in the future and I also want to travel to England,

Moreover, 2 out of 6 students stated that they would like to complete their studies
at the frodistirio and their dream was to become accepted at a university and study
English Literature (Questionnaire 2S above). Additionally, 2 out of 6 students stated
that they are considering moving to Great Britain and working there in the future.
Students were requested to state what features of their language lessons they enjoy
most and offer reasons for their preference. All students stated that their favourite part
of their language lessons was speaking. They enjoy communicating in the L2 in
groups and discuss topics given to them. They appreciate the fact that they are
encouraged to think of the vocabulary they have learned and feel proud of the way

they can use the language, as one of the new Proficiency stated in the questionnaire:

‘We may be having fun when we do group work and speaking in class but we

learn as well and that is the best combination’,

They believe that using the language in a spoken form is proof that they have
done well as language learners. All students stated with confidence that they are

successful language learners because they have worked hard to reach the level they
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are in, they cooperate with and trust their teachers, and have reached a stage in their
learning where they can communicate in the foreign language well and have a rich

vocabulary.

The younger students, who were beginners when they first participated in the
study, provided the researcher with interesting feedback. The participants who are
now in an intermediate level group, aged 10 and 11, have been learning English at the
frodistirio for four years and stated in their questionnaires that they have very positive
feelings towards their frodistirio because, over the years, they have developed an
ability to speak a foreign language and it was very important for them to continue
their studies and reach the final level, which according to the participants was
proficiency. Three out of five students wish to become English teachers whilst all of
the students stated that they wish to visit Great Britain. This fact indicates that
students have developed an appreciation and interest in the foreign culture and
people. This has assisted an increase in motivation and high achievement where
students view a visit to an English speaking country as a goal that may happen in the
near future and feel that they will need to be fluent in the foreign language to be able
to communicate with native speakers. Importantly, the children expressed their
preference to games in their language lessons and comprehend that it is a different

way of learning compared to the more traditional teaching approaches they are

exposed to at school.

Questionnaire 14S: 1 like the games most because they are fun and different and it

is also a way to forget bad things.

Overall, the current intermediate students have stated that they are confident that
they are successful students not only because their grades are good but because they

are able to understand the English they hear even outside the classroom context.

Questionnaire 16S: I believe I am successful because I watch English speaking

Sfilms and understand what is said. I try not to read the subtitles to check if 1 am

learning and I think I am.

The data gathered has revealed that the participants were predominantly learning
English for pragmatic reasons such as travelling or employment purposes;

nonetheless, they expressed enjoyment and satisfaction in the learning process.
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Comments from individual questionnaires suggested that there are students that have
been inspired by the language, its background and the procedure of language learning
that they are considering it as a career giving them motivation to enhance L2
proficiency and evaluate themselves consistently in order to reach their goal. They
were eager to express their pride in being competent in speaking and comprehending

English comparing their abilities to their peers at the state school.

7.4 Summary of Responses

An important outcome of the study was that the participants had learned to
appreciate the foreign language not only for the future qualifications it would one day
offer, but for the ability they acquired in communicating in the foreign language and
using it in order to get every day messages across, freely and not only in a structured
manner that was required in many traditional language classrooms in the region
where the research took place. After students acquired fluency they became more at
case in the classroom without fearing to express themselves. This enhanced their
motivation and encouraged them to continue their studies and take risks while using

the language, both in speaking and writing.

The pedagogical approach applied is likely to influence the children’s view of
language learning and behaviour in the classroom in a number of ways. Cooperative
and communicative learning created a particular context which appeared to affect the
participants with them reporting in their questionnaires that being able to cooperate
with their peers is preferable to traditional layouts and approaches. The question and
concern many state school teachers expressed in their interviews is whether the
students’ behaviour would be controllable when the layout and method of teaching
changes. The intervention research recorded that classroom management was
successful as the children worked together and completed the tasks assigned within
the time limit. Due to the fact that they enjoyed the procedure, they took their
responsibilities seriously and cooperated with the teachers and their peers in such a

way that it would not jeopardize the future of cooperative learning at the frodistirio.
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This chapter has summarized the findings of the present study, and discussed

them in relation to the research questions displayed in the following headings:

e Appropriate Teaching Methods for Young Children at State Schools and
Frodistiria

e The Aim for EYL in State Schools and Frodistiria

e Necessary Training Acquired by Teachers

e Elements of Motivation for Language Learning

The study suggests that a student-centred environment where a communicative
approach is encouraged will not prevent effective classroom management and
organisation. The study shows that the approach in question can strengthen the bond
of students among themselves and their teacher and can create a positive climate in
the classroom for learning and communication. The Phase 2 research study has
suggested that traits of the environment described, determine a general tendency to
initiate communication in L2, stimulating the best of the children’s ability, even in a

monolingual context where English is not spoken outside the classroom.

The qualitative study that first took place in state schools and frodistiria provided
data revealing that state school language teachers are in a profession where they have
received no appropriate training and struggle to keep their students interested in their
lesson. Students, on the other hand, have no appraisal for their efforts in language
achievement at state schools and lose interest once the lessons at the frodistiria begin
to flourish. They find themselves repeating what has already been covered in
frodistiria and have no goal for language learning in state schools. Lastly, in
frodistiria, children and teachers have a specific focus which is language
examinations, however, the focus is not age-appropriate for young learners and the
goal seems to be too far into the future to keep children motivated, nonetheless, the
friendly environment and welcoming surroundings has gained students’ cooperation
to a greater extent than in state schools. The aim of the current study was to
investigate the complexities and paradoxes embedded in the learning environment of
EYL and explore a possible relationship between a communicative and examination-
focused environment., The learning that takes place may be goal-driven in the sense
that students can learn the foreign language and its background and receive input and

offer output, as mentioned in the first chapter. They can later use their knowledge of
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the foreign language for various purposes, one of which may be language

examinations. My intention in Phase 1 of the study was to investigate:

e The teaching methods for young children in state schools and frodistiria
o The aims that exist in state schools and frodistiria for YL
e Teacher training

o Elements of motivation for language learning within the regional context

In Phase 2 my aspiration was to explore the potential that exists both within the
educational system and in young language learners in Greece. The researcher has
aimed to introduce interactive language learning by using student-centred approaches
and encourage learners to work together as a whole class, dyads or in groups.
Additionally, within the Phase 2 study there was an attempt to introduce teachers to
action research as a form of self-evaluation and self fraining since language teachers
are not offered pre/in-service training in the region. Since teacher training has a major
impact on language learning but the Ministry of Education is not in a position to
provide funding, action research was a valuable technique to help teachers develop
professionally. Teachers were also exposed to workshops and peer observations
where they became familiar with an interactive method that was more appropriate for
students of this age. Once teachers became more comfortable in using various
techniques in their classes and noticed a change in the students’ attitude and behavior,
they too were willing to include more interactive and cooperative tasks in their
lessons. These outcomes gave the teacher self-confidence and motivation to impfove,

be creative and inspire the students with the interest to learn more in this manner and

cooperate with their teacher and peers.
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Chapter 8: Conclusion

8.1 Restatement of Aims and Methodological Approach of the Study.

This chapter revisits, and presents a summary of, the key findings of the research
conducted together with proposals and a consideration of implications for language
teachers in the state and private sector in Greece. Additionally, I have made
recommendations for further research which is needed in the specific region, where
language learning in primary education has been neglected. The limitations of the
study are subsequently assessed. The chapter then concludes with an epigrammatic

summary of the preceding sections.

As Pinter (2006) suggests, there are many significant reasons why primary school
children can profit by learning foreign languages, which is the purpose of the present
study. Language learning investigation is of great value and studies can supply Greek
education with rich data and analysis that could facilitate its development. The initial
and most vital purpose of this research is to contribute to advancing language
education in Greece which is in need of development. The aime of the Phase 1 study
was to examine language learning in state schools and frodistiria. Secondly, it was
important for the course of the study to examine whether and how certain changes can
be established using the framework of the Phase 2 methodology to take action through
the research and explore the issue closely. Observations showed that language lessons
in the specific context continue to be carried out in a rather traditional manner, even
though the nature of classroom management and interaction have been topics of
extensive research, due to the potential benefits they may offer. The qualitative
analysis of data supplied me with inside information of the lack of language teacher
training, how language lessons were conducted in the region and the teachers’ views
and reluctance to implement changes in classroom management and organisation,
peer interaction and maximizing L2 use. According to the data collected, all language
teachers were entirely aware of the serious issues of language learning in their region

but were unsure of how they would overcome these problems.
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What has been identified in the research was that in the study context, the teachers
who participated preferred to establish a teacher-centred environment supporting the
notion that this would be the only environment possible that students would
participate in, where language learning could occur. Furthermore, it was observed that
the young language learners in state schools who participated in the Phase 1 study
soon lost interest in the lessons and the material they were exposed to in state schools.
Their teachers were aware of this issue and blamed their pupils’ change of heart on
the frodistiria, where the same students worked in a more rapid pace so as to complete
their studies early and take their language examinations before it was time to begin
preparation for the University entrance examinations at the age of 16. Additionally,
the organisation of the classes in the private and public sector did not give the
opportunity to all students to become involved in the lessons often resulting in the
teacher working only with the students who were seated in the front desks. This
evidence suggested that a student-centred environment might assist YLLs in
participating, and by being encouraged to work with their peers they would enhance
their confidence in using the foreign language in the classroom through group
activities which could help improve language learning in the region. If language
learners began to work in small groups where they would be encouraged to cooperate
and communicate in the foreign language, students might connect this approach to
foreign language learning exclusively. Further evidence from the small scale
investigation suggested that this approach might give the teacher the encouragement
and confidence needed to understand the value of maximising the use of L2 instead of
providing their students with a language lesson mostly in L1 where the main focus
was accuracy rather than interaction. Based on the data presented in this thesis, the
use of the first language seems to be a teacher’s professional weakness, in the sense
that the first language is used to make up for the lack of knowledge of the foreign
language. The use of the mother tongue can be seen as advantageous as well. By no
means does the researcher suggest the dismissal of L1 within the language classroom.
The use of L1 can save time, which could be needed more in state schools than in
frodistiria, since time there is more limited and, according to all teachers, a specified
section of the syllabus needs to be completed by the end of the academic year.
Furthermore, it gives the students a sense of security when knowing that they can
switch to their L1 when they cannot fully understand or express themselves through
the L2, this reduces students’ anxiety. Teachers also rely on the L1 when ensuring that
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what is being said and presented in the classroom is understood. It is, however, crucial
to provide learners with as much TL as possible in contexts where students only spend
a limited amount of time exposed to L2 and little, if any, contact with TL outside the
language classroom. Relying heavily on L1 could prove to be an unfortunate waste of

class time and may discourage language learners.

The information provided in this thesis offers educators and curriculum
developers guidance on how to anticipate the necessary and precise changes needed to
improve language learning at primary level. It may also contribute to maintaining
stability in a system which tends to fluctuate in this context, as a result of changes of
leadership which affect the language learning policy in primary state schools across
the country. Drawing on both linguistic and educational evidence it is apparent that
YLs must be encouraged to undertake those vital ‘steps into becoming confident
foreign language users. In order for this to be accomplished, politicians must ensure
that the language learning programmes of state schools and frodistiria provide their
learners with “a robust, sustainable model for delivery capable of full integration
within a state school framework™ (Enever, 2007:1). In order to apply and introduce
various approaches to the language learning context, many provisional factors must be
considered such as class size, professional development, teachers’ L2 proficiency and
accessibility of suitable materials (Edelenbos et al, 2006). These conditions to
improve language learning in Greece have not yet been met and should be set as
priorities because of the urgent need of improvement. If teachers are given the
training needed for professional development, their increased knowledge of the
subject and the potential effects of an interactive environment could benefit their
students on a pedagogical and linguistic level, not to mention their own self-esteem as
teachers, which has suffered. If these actions are taken, the teachers can assist their
students to enhance their L2 communication skills and encourage students to develop
their abilities in the classroom by creating the appropriate environment as identified in
chapter four. It is essential for the national FL education policy to pay particular
attention to primary language teachers’ s training “by offering language improvement
opportunities to non-native teachers and appropriate teaching methodology courses

both at the pre-service level and as part of a continuous professional development

system” (Enever, 2011:79).
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Political leadership recently changed in the country and although changes in the
education sector were made, the new measures taken were not applied as is revealed
by research studies or investigation. Specifically, the foreign languages department of
the Ministry of Education focused on the starting age of the learner and not
pedagogical approaches that could offer improvement. As of September 2010,
primary school children begin their language lessons in year 1 (age 6); however,
language teachers are expected to use the communicative approach which has been
suggested in the curriculum since 1992. Unfortunately, there has not been any further
teacher training or development, therefore the teachers are reluctant to make any
changes in their teaching practices and, as students have stated in questionnaires, they
continue to teach the language exactly as they did before. Furthermore, the changes
that were made in primary schools across the country cannot be considered complete
or well-planned since the students who attended year 3 in September 2010, who had
never been introduced to the target language in state schools before, were expected to
use English language course books that would be instructed in year 3 if they had
began their language learning in year 1, skipping two years of language teaching. The
students that were to start their English lessons from the beginning in year 3, are
treated as if they have completed two years of language learning. The Ministry of
Education changed the entire curriculum overnight without considering the fact that
for the next five years the children in state schools will only be confused and lost. One
can argue that this was done in order to avoid confusion with the beginners’ material
whilst others would accuse the Ministry of Education of poor execution. The outcome
is that Ianguage teachers in state schools are now met with an even greater challenge
when trying to motivate their learners. Those responsible will need to deflect
teachers’ and students’ negative responses so that progress can be achieved and
handle any changes with careful reflection and research. In practice, this will require a

phased plan of implementation in Greece.

8.2 The Need for Further Research

In education, it should be a teacher’s concern how they may improve the quality

of learning and teaching in their environment and acceptance of the fact that
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classroom-based research is required which must focus on the needs of the language
learner and teacher. Dornyei (2007) has defined research as a method used when one
seeks answers to questions and wishes to gain more knowledge of the world around
them. Through action research, there is great potential for improving language
teaching in Greece as the concept of action research in education is to identify
problematic situations or issues researchers consider worthwhile for investigation and
to intervene in situations with the intention of producing critically informed changes
in practice (Byram, 2004; Lundberg, 2007). In the present study, the follow-up
procedure of introducing the concept of research to the teachers, providing workshops
and peer observations, gave them the prospect of developing their teaching skills and
ideology of language instruction which could benefit educators and further their

professional development.

The field of FL study has for some time emphasised the importance of teaching
practices, learning experiences and various other pedagogical matters originating
from the language classroom (Nunan, 1990). It would be valuable if, the Ministry of
Education facilitated teacher professional development by organising a series of
qualitative research programmes, where teachers may be given the opportunity to
observe others and improve their techniques as they adopt different méthods of
language learning and teaching. This is likely to promote progress in language
learning in the broader sense. Nikolov & Mihaljevié (2011) have suggested in their
study that realistic aims and goals must be re-examined constantly, especially in these
specific educational contexts. This will facilitate meeting the local needs and mirror

on local conditions. Nikolov & Mihaljevi¢ (2011:30) have stated, based on the results

of their research that:

[..] one of the most encouraging results of research in this view concerns the complex
relationships between ELL and learners’ development in their academic, affective, strategic, and
other domains of school curricula. Interactions of children’s languages and various skills can give
insight into the multi-competence that YLs start building up from the very beginning of their

foreign language learning.
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8.3 Limitations of the Study

The limitations of the study should be taken into consideration in interpreting the

results reported above.

The teachers that participated in this study had never taken part in such an
investigation before and were quite reluctant to do so in the beginning. To some
extent, this may have been a weakness in the research since more time was needed to
reduce anxiety from limiting conditions and teachers’ limitations that they
expressively feared would be the true focus and the hypothesis of the study.
Additionally, the study required the calculation of the teachers’ L1/L2 use in the
classroom. Due to he language teachers’ hesitation, the researcher did not audio
record them during their lessons, which left her with the option of counting
utterances, as mentioned in chapter 5. This method brought certain problems to the
surface. It was difficult to determine in spoken language where one utterance finished
and the next one began. Also, as recording was not an option the researcher
concentrated on counting utterances which, at times, prevented her from observing
anything else with concentration. Lastly it was not possible to record exact figures, as

the tendency was obvious.

The headmasters of the state schools and frodistiria that took part in Phase 1 of the
research did not wish to share their views with the researcher either. Also, interviews
with children and parents were not permitted as headmasters feared this would
complicate the situation and bring distress to the teachers. If parents, students and
headmasters had agreed to participate in the first phase of the study, I would have
more data that would give an even clearer view of the language learning state within
the regional context and could have used the additional data to compare with the
findings from the second phase of the study. Furthermore, if the second phase of the

study had not occurred, I would have no immediate contact with the children whose

information was vital to the study.

There were limitations in Phase 2 of the research as far as the language teachers of
the frodistirio were concerned. Because of the fact that I had a personal relationship

with the owner of the frodistirio, as mentioned in chapter 4, the language teachers
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were quite hesitant to accept me in their classrooms for observations. Their anxiety
had an effect on their lessons at first since teachers had difficulty relaxing and being
themselves in class. As mentioned in section 6.2, for the first few lessons, the teachers
tried to apply group work which they were not familiar with, and did not have the
training to apply. Due to the sudden changes, the children became confused and lost.
This situation made it all that difficult for the teachers to manage their classes, which
they were not used to doing when in an interactive environment. In order for teachers
to adapt to the observations and be themselves, it took time and reassurance from both
the researcher and the Director of the Phase 2 frodistirio. The data from the first three
observations of all language teachers were not used since they were not representative

of what actually happened in class.
As Bassey (1999:38) has stated, the enhancement of educational research can:

[...] contribute to the advancement of knowledge and wisdom about the experience, nurture of
personal and social development towards worthwhile living and the acquisition, development,

transmission, conservation, discovery and renewal of worthwhile culture.

In reporting on this context, I hope to encourage institutional confidence and
inspiration by presenting the positive outcomes. In the future, I hope to make concrete
suggestions in order to inspire individuals to conduct their own research, perhaps in
their own classrooms, with the aim of improving pedagogy and language learning.

Samuda & Bygate (2008:190-191) validly argue that:

[...] until classroom-based studies become a mainstream for research. .., the pedagogical use
of language learning tasks will never be properly reached, and we will have to make do with

whatever researchers feel motivated to explore.

The data gathered through the multiple research methods applied in the present
study is valuable not only for the useful information gathered in the process, but also
for the validation of the use of action research as a method where teachers can study
their own work in the classroom and provide the field with compelling arguments for
the improvement in language learning. This research indicates that there is a need for
teacher education on this vital subject. There is also a need for more research in order
to understand what prompts teachers in using L1/L2 and how official guidelines may

influence teachers in their language teaching (Turnbull, 2001:537). Studies such as
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this, can supply language learning in Greece with rich data and analysis that could
facilitate its language teaching development. This research offers the possibility that
the future of language learning in state schools and frodistiria has every reason to
look brighter. With the appropriate material and training, state school language
teachers can regain the self-belief they need to deliver a productive language lesson.
Teachers at frodistiria can also feel more confident and gain the fulfillment of
teaching a language when using the appropriate amount of L2 for each level and
consider themselves something more than a teacher who prepares students for

language examination.
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Translation

Greek Democracy
Ministry of Education and Religious Affairs
1* Office of Education
Southwestern Greece

- Post code: Removed for Ethical Purposes
Address: Removed for Ethical Purposes

Information: V. Gazou

Phone number; 2610-319277

Decision
Topic: Permission of Operation the Foreign Language School
Keeping in consideration:

1. The conditions of article AN 2545/40 ‘For Owners of Private Language
Schools and/or Boarding Schools’

2. The article LT 5/56/13-11-2000 decision of the Ministry Education and
Religious Affairs regarding transfer of right with signature “with the command
of the Minister of Education” and head of office of Education of laws [®EK
/409/17-11-2000 1B’]

3. The number 12/7-10-2009 action of the committee of suitable space.

4, 28-9-2009 application renewal of Giannikas Nocholaos of Panagiotis.
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We Decide
To renew the operation license of the Foreign Language School to Giannikas
Nicholaos on (address removed for ethical reasons), first floor (transferred
from address removed for ethical reasons) in (area removed for ethical
reasons) under the condition that the number of students does not exceed the
following numbers at a time. 1st classroom 12 students, 2nd classroom: 10
students, 3rd classroom: 10 students, 4th classroom: 11 students. Total: 43

students

Informed:

1. Private Language School
Nicholaos Giannikas

(Address removed for ethical purposes)
2. st Police Station of Patras
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Appendix 2

Phase 1 Observation Sheet

Methodology

Management/ Classroom Management
Classroom layout/Environment
Learner Autonomy

Monitoring

Student interaction/Teacher-Student interaction
Authentic material and language

L1 use and translation/Gesture and mime

Use of games, stories etc.

Use of board

Do students move around the classroom
Elicitation

Pronunciation and spelling

Working with a course book
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Can children understand instructions in class?
Communicative activities

Focus on students’ needs rather than the syllabus or course book

Sample of Completed and Annotated Observation Sheet & Table of Categories,

Coding and Narrative

5t Primary school Grade 4 Day 1 and 2

Methodology Teacher-centered (there is an obvious distance between students

and teacher) Distance between children and teacher-

The T was seated behind her desk for most of the lesson even though there
was space for monitoring and walking around desks to guide the Ss with

their tasks.

Management/ Classroom Management The desks are placed in a round layout
from the classroom teacher, when I asked the English teacher about it she said that she
doesn’t know why the teacher prefers this layout and that she doesn’t really see the
point. She would rather have them sitting in rows as not to have any backs facing her
(as she is always behind her desk). The students were generally well-behaved; the

teacher was quite strict if someone did not behave. T is unaware of the use of a different

layout and what it could offer

Classroom layout/Environment (layout mentioned above) the classroom was
quite spacious, however it was empty. There were no drawings, no bookcase. Nothing

that indicates a warm classroom environment. Not age-appropriate/ motivating
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Learner Autonomy None, everyone depended on the teacher for everything. For

example, the children did not make any requests or take initiative. They completed
their exercises as requested and every few seconds one of the students would ask the

teacher how to answer one of the questions in the task. The teacher would give them

the answer, This phenomenon occurred in every task the students were asked to

complete in class. 100% dependency- why would the Ss make the effort if the answer was

served to them whenever they came across something they did not know.

Monitoring None. The whole time students were working on tasks or writing

down new words, the teacher sat behind her desk and made corrections on H/'W or

dictations. No connection with the Ss. Does not feel like a YLs classroom

Student interaction/Teacher-Student interaction there was no_ student
interaction concerning the lesson, there was teacher-student interaction initialized by

the teacher after strict turn-taking.  Same procedure in all schools so far-0 peer interaction

Authentic material and language None, The teacher used 95% (evidence

collected in class during observations) of L1 in class and the material she used was

strictly from the book. The L1 used was only to read out of the book, provide
Ss with dictation and for appraisal which was heard
twice. The T also used the words Yes and No in

English.

L1 use and translation/Gesture and mime There was a constant use of L1 and
translation. Whatever the teacher read from the book (that was the only L2 heard from
her) she immediately translated. There was no gesturing or miming. Anything that
needed explaining was done in L1, although very little explaining was needed since

almost the entire lesson was carried out in L1. Constant L1 Translation

216



Use of games, stories etc. the students played a game at the end of the lesson and
in the last two lessons I observed the children played the same game. They did have
time for one more too which they also played. They had a choice between the two.
From what it seemed they play either one or the other whenever they have some time
left. There is no variety, nor creativity in games. In every game the teacher is sat

behind her desk the entire time. Games are for filling time and have become a routine,

but only when there is some spare time in the end.

Use of board the teacher writes on the board to give students new vocabulary

from the book and the translation. She also gives them the pronunciation of the words

in Greek. not IPA. This was done in the first lesson but not the second.

Do students move around the classroom? Not at all.

Elicitation None

Pronunciation and spelling students write dictation (the vocabulary given to

them from teacher)

Working with a course book constantly Reluctance to use material other than what the

Ministry provides.

Can children understand instructions in class? Easily, since they are all given

in Greek.
Communicative activities None

Focus on students’ needs rather than the syllabus or course book None.
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Category

Code

Narrative

Methodology

MeT

Teacher-centred/ T seated
behind her desk

Communication

S/T interaction

No S-S interaction/ T-S
interaction in L1 and strict turn-
taking

Teaching Material

Com. Mat.

Material used was only from

Funway. No other authentic

material that could stimulate
communication was used.

Means of Communication

L1/L2

Constant use of L1 and very
little L2. The T used her
translation skills throughout the
lesson which made children
ignore L2 and wait for its
translation.

Fun Activities

FUN

Games were used for filling
time. There was no obvious
educational purpose nor

connection to the lesson.

Aim of the Lesson

AIM

The aim of the lesson was to

read-a-loud and translate.

Classroom Layout

Layout

A round layout/ not well
organized.
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Appendix 3

Annotated Observation Sample;

5™ Primary school Grade 4 Day 1 and 2

Time: 11:45am

Layout: Round layout, once might have been ad-hoc clusters chaotic layout

Classroom is big, beige colour, no drawings/posters Plain for children of this age
T gives out dictations from last time.
1t’s one of the children’s turn to write the date on the board.

T does not say ‘Hello’ in English, all conversation isin L1 lose of L2 opportunity

Students start writing their dictation as T reads out the words
Children are expected to write the word in L2 and L1 translation

T is seated behind her desk while this happens. Layout is not teacher-centred
which means that the teacher

cannot clearly see the students

and vice versa.

Words children are writing down are from coursebook

As the children write their dictation, the teacher is correcting notebooks ~ Little attention is paid
to the students at this

point
No monitoring is done at this point.
Once dictation is over a child is asked to collect them
and take them to the teacher who is still seated behind
her desk. The T then asks the students what they had for homework.
No homeWork was assigned last time so the T asks one of the
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Ss to go to another classroom and bring her the CD plaver.

When the student comes back with the CD player,

she plays a story from the coursebook (Funway).

Once the T reads the story to the children she
asked them what the story was about.

The T and Ss talk about the story in their L1,

The T also began to explain the use of ‘the’ in front

of ‘the sun’, the Ss did not ask about this.

The T then started to_translate the entire story bit by

bit on her own, at the end she tried to elicit the last

sentence of translation from the Ss but they were not

paying attention so she carried on translating it herself.

The teacher then asked the meaning of words from the story

The Ss raise their hand and the T decides who answers.

The Ss are asked to work on a task from Funway.

There is only one CD
player in the entire
school. All Ts have to

share.

Until now everything
evolves around the coursebook.
There are no other books on
the T's desk apart from

Funway.

A simple phenomenon to explain.

Children of this level are aware of the

use of the definite article.

There were other grammatical
Pphenomena that were more difficult and

could need explaining.
Why was translation needed?
The story was already explained,

The teacher relies on translation

No one is apying attention though.

Relying on translation again

No student interaction so far.

Everyone works alone.
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Meanwhile the T corrects the dictations No monitoring involved. Teacher does
work that could be done another time.

When the students complete the task the T
‘examines’ them. Again Ss raise their hands
and the teacher decides v;/ho ﬁll give the answer,
The T then tells the‘Ss that they will listen to a song.
The children listen to the singers sing and look at The first smiles...
each other and start laughing.
The teacher explained the task, in L1 and
keywords in L2, after the Ss listened to the task.
The children were to distinguish the dancers fromthe  The children finally start showing

singers or musicians. interest. They seem to enjoy the songs

and the music.
After the listening task was over, the Ss asked for more,
The T said ‘Next time’
The Ss seemed disappointed.
The Ss were then asked to copy the words the T wrote on the board.
Until now the students did not move from their desks Words are not pre-taught.
at all and neither &id the T.
The T writes the words on the board in English with
the translation next to them and gives the pronunciation

in Greek letters (not IPA) for example:

school show= oyolix| mapdctacn /okodl obov/ How useful is this?
Ss copy 18 words and the T gives them some time to do so. Tiring
End of Lesson 1.
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Appendix 4
Interview Questions with Phase 1 teachers.

I would like to ask you some questions related to the methodology in the
English language classrooms. Which do you believe are the teaching strategies
that should be used with young learners? For example, what would your
typical lesson with young learners consist?

1. Do you encourage student interaction during the lesson?

2. Why do you think many teachers here in Greece prefer traditional language
classes?

3. Do you think that group work involves negative effects to the classroom?

4. What is the students’ reaction to working with their classmates? Is it
something they are used to?

5. A) Do children behave during group work? B) What age group would you use
such a classroom layout in?

6. Do you believe that group/pair work helps develop the students’ learning
skills? Why? Why not?

7. Do you use course books, grammar books in your classes?

8. Do you also bring in extra material of your own?

9. How do you choose extra material? Based on which criteria?
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10. How do you think students are motivated?

11. How do you keep your students motivated?

12. Does the government support teachers who would like to acquire further
training in order to develop in their profession?

13. Are children exposed to cooperative learning during their other lessons in
school? '

14. Do you believe learning English at school and foreign language schools is too
much pressure for the students?
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Appendix §

Sample of Phase 1 Teacher’s Interview with Translation, Table of Categories,
Coding and Narrative & Follow-up Notes

There were changes in the questions due the semi-structured nature of the

interview. The interview questions were asked in English.

Res: First of all, I would like to thank you for the interview.
(Teacher smiles)

Res: Do you encourage student interaction during the lesson?

Teacher 13a: N, 6a sov anavrion ota EAAnvikd Yo xaAvtepa éroy

Res: Nay, vai.

Teacher 13a: Zvviibwg &y, T0 amoedyw.

Res: Ok, what do you think is the most preferable teaching method here in Greece?
Teacher 13a: Aowév... gp--- moTedW 611N KAADTEPN PEBOSOG Ot ity learner-centred
&ton

Res: Hm

Teachers 13a: H kakdtepn péBodog Ba frav aAlrd eivar Tehiké 1 teacher-centred.

Res: teacher-centred yevikd ctnv—

Teacher 13a: I'evikdtepa vopilw 611 0 Shoxarog eivar o mpwtaywvictig péoa oV
14En--- ap’Sro mov dev Ba Empene kavovikd akrd 1ot givat.

Res: Do you think that group work evolves negative effects to the classroom?
Teacher 13a: Eivar d0oxoro pe ta nardid Tov dnpotikod ywti Sev Eépovv nwg va 1o
xepnotovv. Eivar kaddtepa va pnv ta prepdevels.

Res: Do you believe that student-interaction can benefit children to learn within the
current situation in primary schools?,

Teacher 13a: Ep-— pepicég popég var, pepikég gopég Oy, e€aptdrar ep—ano 1o néco
evOl0pépovTal YI'avTd TOv OKOUVE, =

Res: I see.

Teacher 13a: Nopilw dnAadf 1o va axovve ecéva 1) va. akoOVE T0 SUPPAONTY TOVG ===
Kamoieg Qopég ta Bonbher—epu—enedn| ivar mo xovid otnv NAikia Tovg, €0, gp---
10 va opOddvouy éva Aabog amo To AdBog ov Ba Exave xat To dAko Taddx.

Res: Hm, vau,
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Teacher 13a: M’avtijv---
Res: Hm, ok, what is the students’ reaction to working with their classmates? For
example, what do you think would happen if last week you asked them to complete
the photocopy with comparative and superlative exercises in groups, do you think
they would behave?
Teacher 13a: --- ka1 A1, pepikd va, pepikd oy
Res: Hm
Teacher 13a: Efvon noAMd ta enineda péoa otnv 16&n, eivar xou moAld ta modid
Sev—DBev pmopeig va pAfioelg oTaviap Y Kamrow raidid.
Res: H mieoymoeia;
Teacher 13a: H micioymoeia 8o kbvave Afyo @acopia adlld perd 6o npepodoav.
Teviké dev éxovpe behaviour problems oto dnpotikd. Efvar axdpa o o nhia nov
neapyodvioan ebkora. Av tovg pwviEelg Afyo, pia dvo Qopéc xdmow otrypd Oa
novyxdoovv.
Res: Ep—edv Palate to nadid va efvat o8 ykpovnakia, EEpouvve va GuveEPYaoTOUVE;
Teacher 13a: Avt6---
Res: Oa. fjrav Afyo ota yapéva otnv apxt;
Teacher 13a: Oy ovvepyalovrar alrd avth n ouvepyaoio dev eivat cuviBwg oA
kakn ywoti avtd (Ta modi) mov EEpouv Aéve ot’dAha mov Sev EEpouv (Ta mondid).
Res: Nat. .
Teacher 13a: Agv eivon dnhadi| kémota cuvepyacia Tov anodidet.
Res: Hm, dnAad ta o addvapa tardid---
Teacher 13a: Anh& avitypboovv, dev kvouv kATl
Res: Do you use course books, grammar books in your classes?
Teacher 13a: Nay, ypnoponowd ta Piffiia Tov vaovpyeiov.
Res: Do those books encourage pair work or group work?
Teacher 13a: Oy Wwitepa
Res: I see
Teacher 13a: Oy Wwitepo—éxel PéBara kGnoeg aoxmioelg péoa mov eivar pe pair
work o€ otud pe Swwhoyhxun ep--- aArd péxpt exel dnradn xérow dwAoydxio TOL
otuh mdco ypovdv eloar how old are you 10 éva o10 GAAO--- €u---0AML £To1
dwhoyaxia xat cuviiBog ta Bate ko Ta Swfalovv palf otn 16En.
Res: Are children exposed to cooperative learning during their other lessons in
school?
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Teacher 13a: Oxy, om’611 E€pw, 6Aa T pabrijpata sivar teacher-centred.
Res: How do you choose extra material? Based on which criteria?
Teacher 13a: Xpnowonowh zdpo moiké ywri ta Bifria tov vmovpyeiov eivar
TEPIOPIGUEVAL.
Res: Nau
Teacher 13a: Aev éxovpe Bifio ypappatikiig, Sev éxovpe Piprio AsEhoyiov, Sev
éyovpe Timota Kkt £tol avaykaotikd SovAedw mo mOAD @wroTURiES, Kol THV
YPOUNATIKY] TOVG KL GOKTCELS KL TO, TEST KoL OAa Efvar---o& pwtotunics, dnAadn o
kafnuepwii Paon éxovpe Gneypeg poTOTUTIES,
Res: Tunderstand, um, do you believe that extra material helps your students and your
lesson in general?
Teacher 13a: Pvowa
Res: Hm
Teacher 13a: dvowd ywri--- evtdberl dtav kavelg éva Ypoppatikd eavopevo kat HES
ot0 BiAio oto diver pdvo cov Wéa xar Ba xer dvo aoxnoelg eivar Aoywd av Sev
KGvelg extra acknoel; YU ovtd edw 1o mpdypa i av Sev 1oug 10 eknyfoeig 1 eav Sev
T0Vg 10 dhoelg og Kavoveg dev Ba To pdbovve,
Res:Hm
Teacher 13a: Aev propd dnradii va otnpoytd pévo oto PifEiio.
Res: Do you believe that students here in Greece are motivated? If not what do you
think can be done to help them?
Teacher 13a: Eivan motivated aro tnv tnAedpaon addd ywo péva, oty 16En dnhadn
10 va Kave éva wavomomnTikd pabnpa e--- va Toug ddoeig Alyo motivation kot va
UTELG KO VO, KAVELS aVTd MoV mipémel Vo, KAvelg yivetar ahAld onavidtepa Kal mpénet va
vrapyst xpdvog xar Sidbeom.
Res: Sure
Teacher 13a: Etoy, m 8udfeom OKGUG KOl VO VTTAPXE, dev vadpyer o ypévog yoti
npénet va Pydrelg cuykekpylévo vAIKS.
Res: Hm
Teacher 13a: Téte yivetar noAd mo ondavia dnAadn e--- 6a 10 kavelg EEpw Yo pw
pépa mov €xelg kat ov oAl S1dBeom mov Aeg dev mealer Ba naw ki éva padnpa nicw
xat Oa 10 Kdvovpe £T61 o wpaio kot Oa Pépw Kot VAKS ano To oritt aAld avtd dev
Oa yiver ovyva.
Res: Ano 10 vrovpyeio oag &xovv el 6T Tpénet va. Pydiete ovyxexpyévn OAN;
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Teacher 13a: E, 1o BiAio

Res: ‘Oho 1o Birio npémet

Teacher 13a: E vtd&et, dev Ba cov kdyouv kat 10 kepdht oAL& kotdg va eloar evtaéet
oTnv VAN cov.

Res: Ok, thank you very much for your time.

Translation and sample of annotated data analysis:

There were changes in the questions due the semi-structured nature of the

interview.

Res: First of all, I would like to thank you for the interview.
(Teacher smiles)

Res: Do you encourage student interaction during the lesson? Teaching Methods

Teacher 13a: Yes, it’s best that I answer in Greek, ok?
Res: Yes, yes.

Teacher 13a: Usually no, I avoid it. Reluctant to apply an interactive approach
Res: Ok, what do you think is the most preferable = General ELT approaches in Greece.

teaching method here in Greece?

Teacher 13a: Well...em—I believe Aware

that the best method would be learner-centred, ok.

Res: Hm ’

Teachers 13a: It would be the best but the preferred  Learner-centred best

method is teacher-centred. But teacher-centred preferred

Res: teacher-centred in general in—
Teacher 13a: In general I think the teacher is the

protagonist in the classroom,

Even though he/she shouldn’t be Teacher believes she is making a mistake
that is the way it is. But cannot do anything about it.
Res: Do you think that group work evolves The Use of Group Work

negative effects to the classroom? ;
Teacher 13a: It is difficult with the primary school Not suitable for this age group
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children because they do not know how to Confusing for children
handle it. It’s best not to confuse them.

Res: Do you believe that student-interaction can Student-interaction
benefit children to learn within the current situation

in primary schools?

Teacher 13a: Em--- sometimes yes, sometimes no, Vague Response

it depends em--- on how interested they are in what they are listening to.

Res: I see.

Teacher 13a: I think that comparing listening to

you and listening to their classmate--- T becomes confused
sometimes it helps them em---
because they are closer to their age ok, em—
to correct a mistake that the other child may make as well.

Res: Hm, vai.

Teacher 13a: That is what---

Res; Hm, ok, what is the students’ reaction Working with a classmate from Ss perspective
to working with their classmates? For example,

what do you think would happen if last

week you asked them to complete the photocopy
with comparative and superlative exercises

in groups, do you think they would behave?

Teacher 13a: --- again, some yes, some no.

Res: Hm

Teacher 13a: There are many levels in the classroom, Mixed levels causes problems
there are many children, you cannot---
you cannot be sure for some children.

Res: The majority?

Teacher 13a: The majority would be noisy  The majority of children would misbehave
but would eventually calm down. In general
we do not have behaviour problems at primary schools.

They are still at an age where they are easily disciplined.  Discipline Technique
If you yell at them a little, once or twice they will stop.

Res: Em—if you asked children to work in groups,

do they know how to cooperate? Are children taught how to cooperate?
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Teacher 13a: Avt6That’s the thing---

Res: Would they be a bit lost at first?

Teacher 13a: No, they would cooperate but this They do not know how to cooperate
cooperation is usually not very good because they productively

(the children) who know (the answers) would just

tell the other ones (the other children).

Res: Yes.
Teacher 13a: It is not an effective cooperation. Tis convinced the Ss would cheat
Res: Hm, so the weaker student--- (group work has never been attempted)

Teacher 13a: Would just copy, they wouldn’t do anything else.

Res: Do you use course books, grammar books in your classes? Coursebooks

Teacher 13a; Yes, ] use the Ministry’s books.

Res: Do those books encourage pair work or group work?

Teacher 13a: Not really. The book does not encourage
Res: I see GW but the Ministry does
Teacher 13a: Not really—they have some activities witout guiding the Ts to do so
with pair-work in the form of dialogues em---

but that is all meaning there are some dialogues T’s perception of PW

like how old are you where they ask each other---

em--- just dialogues which I ask them to read in class.

Res: Are children exposed to cooperative learning

during their other lessons in school?

Teacher 13a: No, from what I know all classes are teacher-centred,  No Cooperation
Res: How do you choose extra material? Based on which criteria? Extra Material & Use
Teacher 13a: I use a lot because the Ministry books are limiting,

Res: Yes.

Teacher 13a: We do not have a grammar book,  Extra Material to make up for Grammar
we do not have a vocabulary book, we do not have & Vocabulary

anything so I have to work with a lot of

photocopies, their grammar and their

activities and test and everything are photocopied,

daily we have a numerous amount of photocopies.

Res: I understand, um, do you believe that extra

material helps your students and your lesson in general?
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Teacher 13a: Of course.

Res: Hm

Teacher 13a: Of course because---0k

when you work on one grammar phenomenon and
in the book they only give you an idea and will
have two activities it is logical if you do not

do extra activities on that specific phenomenon

if you don’t explain it or not give them the Grammar Translation Approach

grammar rules they will not learn.

Res:Hm

Teacher 13a;] cannot rely on the coursebook alone. T needs more grammar

Res: Do you believe that students here in Greece

are motivated? If not what do you think can be

done to help them?

Teacher 13a: They are motivated from TV The case of motivation

but for me, in the classroom to have a satisfactory

lesson e--- you have to give them a bit of motivation

and go in there and do what you have to do but

rarely and there has to be time and will to do that.

Res: Sure

Teacher 13a: So, even if there was the will, No time for a new approach

there is no time because you have to cover

a specific amount of teaching material,

Res: Hm

Teacher 13a: Then it becomes very rare e---

you’ll try harder when you are in the mood and No desire for a new approach

it would not matter if you are set back a bit, |

you’ll try and have a nice lesson and bring

material from home, but this does not happen often.

Res: Does the Ministry of Education say that you

should cover a specific amount of material?

Teacher 13a: E, the book.

Res: The entire book

Teacher 13a: E ok, they won’t chope your head T’s goal is to cover the entire book
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of if you don’t but you want to be responsible

towards the material you have,
Res: Ok, thank you very much for your time.

Teacher smiles.

which to the Ts is considered

responsible

Category

Code

Narrative

Methodology

MeT.

Reluctant the use an interactive
approach and resulted to T-

centred approaches.

Communication

S/T interaction

Reluctant to use group work.
When asked about this the
teacher gave a confusing and
vague response. This could be
interpreted as unfamiliar

territory.

Teaching Material

Com.Mat.

T uses a large amount of
photocopies and focuses on
grammar. She uses Funway and
makes sure to complete the
book by the end of the year. No
mention of authentic

communicative material.

Means of Communication

L1/L2

Not mentioned in interviews as

to not put Ts on the spot.

Fun Activities

FUN

Not mentioned specifically,
however T says that she rarely
applies other approaches and
focuses on grammar and book
completion. If this is her main
concern there is very little room
for fun activities.

Aims of the Lesson(s)

Complete the coursebook by the
end of the year and cover the

grammar ‘needed’

Classroom Layout

Layout

Not mentioned
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Follow-up Notes:

Day of interview, 13a Primary School, March 13th, 2007

Today was the last visit to Rio’s school and the day where | was going to interview the
English teacher. | showed the teacher the questions before hand and from what | saw she
was a bit nervous. In the beginning she told me that she didn’t know what to answer. | asked
if there was a specific question she had difficulty with and her response was that she had
specific difficulty with all of them. Since this was the case, we went through all the questions

one by one and | explained them for her.

Everything went well during the interview but after the interview ended and the tape
recorder stopped was when the teacher started to give useful information. She told me that
she has never been interviewed or observed before and it is not something that happens in
Greece with English teachers. Although mainstream schools teachers are requested to
observe classes and teach while their professor and the class’s teacher observes and marks
them. This is when they are still doing their degree. English teachers are not requested to do
any training and she was saying that it was a very scary experience to walk in the classroom
th; first day and not know what to do. She also said that at the beginning of her career, she
had to make lesson plans for her lesson although that’s not exactly the term she used, she
did not use this plan to keep an order of what she would be doing or guise her through the

tasks she was going to do in her lesson, but to keep time. She had difficulty managing her

time and wrote down the time she would need for each task.

Then she asked me what my plans were for the future, when | told her that | am not yet
certain of where | want to go and what | want to do, she started talking about options. She
said that there are not many places in universities (the two universities In Greece that have

an English literature department- after graduating English literature one can teach English)
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and working in frondistiria may not be the best option because it is a lot of work and the
money is not that good. In general | got the feeling that money was the main goal. She
started telling about when she owned a frondistirio with a partner and complained about
the taxes and sharing the earnings with her partner. However, she later on said that her son
has not yet decided what he would like to do In the future. Her advice to him was to get the
proficiency certificate and open up a frondistirio with her guidance. She did not mention

anything about him going to university.
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Appendix 6
Interview Questions CPE students with Sample & Translation

How old were you when you started learning English and how old are you
now?

Do you remember your first experience of learning English at school?

3. Where do you feel you learned more? At school or at the language school?

-

9.

Why?

What do you believe was the disadvantage? (in schooVlanguage school)

What was your experience of English language learning in secondary school?
Would you prefer to learn English only at school?

What sort of activities did you do during English at primary/secondary school?
Was there any group/pair work?

Do you find the lessons interesting (at school/language school)? Do you now
think that more or something different should have been done?

Do you remember using English in primary school?

10. How would you rate your command of English now?

11. What do you find particularly easy or difficult? (a) Understanding spoken

English (b) understanding written English (c) speaking English (d) writing
English [Very easy — quite easy — neither easy nor difficult — quite difficult —
very difficult]

12. Do you feel you have received too little / adequate / too much grammar

teaching?

13. What is your favourite lesson at school?

Sample of CPE student’s interview with translation

Res: Well, thank you very much for coming.

CPEst.S: You’re welcome.
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Res: How old were you when you started learning English and how old are you now?

CPEst.5: Apyioa Ayyhikd étav miya I’ Snpotikod, dniadh oy nhiia tav 9 ep—-

Kat Tdpa elpot 15 ypovdv ko anyaive oy I yopvasiov

Res: Do you remember your first experience of learning English at primary school?
CPEst.5: Oupdpon pévo tnv xabnymrpua koar 671 kdvape aratisg, ot dGAro.

Res: 'Hrav moAha naddxw otnv T4En;

CPEst.5: 'Hrav 24, povélape.

Res: 10 oxoAeio, 11 éxave 1 daokdAa cag Yo vo. oog npepnost dtav povalars;

CPEst.5: E, vtaEei, ytonays 10 xépL omnv £0pa, edhvale Aiyo, npepodoaps ko peté
Eavapwvalape.

Res: Where do you feel you learned more, at school or at your language school?

CPEst.5: Z1o gpovtiotipio neprocdtepo ywtl exel efvar nov Sivelg nepioodtepeg
Qopég pabnua, nepiocdrepn npocoy ep—eivan xat wg pikpds Tov eloay, dev eioat pe
T0Vg cvppabntég cov, eloar pe Arydtepa bk otnv TaEN ko eivar SepopeTid,
tedeiog. Iveoa mo ebkora ¢ihog pe Tovg dAdovg dtav ivar Arydtepa moidild kot

givan o fovyxa ctnv T4EN.

Res: Ok, what do you think was the disadvantage at school? AnAad1, o peiovékTnpa
nov dev énabeg Toon 670 oYorelo 660 6TO PPOVTIOTIPIO.

CPEst.5: To yeyovég 611 610 oyoreio apyilape T’ Ayyiikd oty E’ dnpoticod evo 1o
Eépovpe H1oM ano v I dnpoTikod mov elyape apyioel 1o ppovrioTiplo kot 101 6Tav
anyaivape o610 oyoAeio avtd mov pog Swddokave ta Efpape 1dn xar 10 Bewpodoape

Bapet6 £to1L hote mov dev mpoctyape 1660 kol 0d10POPOVCALE.

Res: Ok, what was your experience of English language learning in secondary school?

CPEst.5: Exel miebv Paowd eivar mov ywpilépoocte oe tunpato opxapiovg Kot
npoywpNHéVoLg, o1 TeptocdTepol padntég PéPawa 1o Kavouv eEemfndeg xor mhve
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oT0V¢  ampox®@pnIovg étol (hote- | va unv givar 1600 Svokora 600 TOLG

TPOYWPNUEVOVS.

Res: Kat va ndpovv xar kaddtepovg Padpovg;
CPEst.5: Now

Res: EoV og o tpmjua fjouv;

CPEst.S: ITpoxwpnuévovug

Res: Would you rather learn English only at school?

CPEst.S: Oy, sivar 1 Bewpia mov éxovpe an’dtav eipoote pikpd mov Bewpodpue 6t
Sev propobpue va pabovpe Ayyhixéd ano To oxoleio, pag £xouv 670 PPOVTISTIPIO ATO
pikpn nikia kou éroy, motebe eivar avtd mov pog Exel peivel, Zto GPOVIICTHPLO

nadaivels, oto oyohrelo yroti Aeg efvar Ayyhuch vidéer.
Res: Ntd&et 0o ta kGve) 610 PPOVTICTAPIO;

CPEst.5: NtGEe1 10’ o KGveL 6TO GPOVTIGTAPIO.
Res: Apa d€v vfipye TO GPOVTISTHPIO;

CPEst.5: Tote motedw Bo mpooéyape neptocdtepo. Oa eipaote mo fovyor 6a 1a

népvope ota coPapd.
Res: Oo oov dpeoe koAbtepa £701 kar va. iyeg Kat 10 amdyevpo, eAebepo;

CPEst.5: Noy, 8a fitav mokd wpain, mpaypatikd nodd opaie yari cov diver Tnv
gukarpio. kot k4Tt va Swfhoeig emmdéov kor vo. €xelg erevbepo ypévompdypa mov

SUYKEKPIEVD, 6T XDpa pag, Sev vrapxet (EAedBepog xp6vog Yo Ta nodid).

Res: What sort of activities did you do during English at primary and secondary
school? ‘Ot Bvpdoar dnhadiy.

CPEst.5: T activities xvpia;

Res: Anhodni, Gpo. xGvere group work 1 dpa oag Patel n xupia va xGvete mpdypata
£Ew ano 10 oxoheio, va. Bpeite TAnpopopies yio kétL.
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CPEst.5: O

Res: Do you find the English language lessons interesting at school?
CPEst.5: No, not at all.

Res: Why not?

CPEst.5: Eivar 1 6An Wéa mov éxovpe, dnrad okeprépoote eivor ouvijbug 1’
Ayyhxd xon televtaieg dpeg mov eipoacte mwo yodopoi sivar moArd To TpMpaTa,
kafdpaote dnwg BElovpe eivar mov eivan kan T’ AyyAikd, unAdg kot tov duthavd cov,

yivetou évag yopdg otn 16En.

Res: Do you now think more or something different should have been done? Oco
agopd Tnv paonomn twv AyyAikdv ag movue, érpene va eiye yivel KaTL S10popetikd 1

neP1ocdTEPO EiTE 6TO GYOAEID 1} OTO PpoVIISTIPIO;

CPEst.5: Ep—y1wa 10 @povriotfipio pia xopd kével tnv doviewd tov, yua 1o oxoieio,
npénel va 810pBwbel, va dboovv mepioadrepn Paon n.y dtav apxilovv ano vebrepn
niwia va pabaivouve £t hote to moudid va Ta Pprickovy eviapépov, aepiocdtepo,

yati efvar quté mov Aépe apa dev €xelg kam evdupépov 10 Papidoar ko Sev

acyoieiocar pati Tov.
Res: Do you remember using English in primary school?
CPEst.5: Ti evvoeitay

Res: AnAadi oty 16€n, étav kavate AyyAkd.

CPEst.5: O
Res: H xvpia;

CPEst.5: H xvpia vai, pepicés gopés, aArd apa dev xatalofaivape pag ta heye ota
EMnvikd alld eneidn firave mov eiyape apyioer epelg omyv E’ dnpotikod xar péxpt
IT’ ka1 yopvéaoto eivon pévo 2 ta&eig fitav va pag pader ABC ta gbkodra kot fjrav Kot
noudit mov dev fepav ondte Empene vo anyaivel oyl oryd mpdypa to omoio yv

avtovg Tov fEepav frav Papetd.
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Res: 'Hrav kénowr maidid wov dev tnyaivave ppovrictipio;

CPEst.5: Noi, 5-6 noudui.

Res: Ok, how would you rate your command of the English language now?
CPEst.S: Ixavonomrikd.

Res: Do you feel you have received too much or an adequate amount of grammar?

CPEst.5: Thotebw 611 £y apketi} Ox1 nmodd oAAG dev éxw EAhewyn, Gua 66w va
£KQpaow kATl TO ALw aAAG pepikég popég Sev To £xm mdvta owotd, TNV chvtaln.

Res: What is your favourite lesson at school?
CPEst.5: Maths
Res: Why?

CPEst.5: Baowkd ta gihohoykd moté dev p’épecav, ftave v’ anavrioels napo. ToAd
otig npafey Ta kordeepva mOAD KaAbTEpR KoL YUavtd Wapecav, pov £Aeye O

kadnyntig 6TL fipovv koAl ota padnpatikd.
Res: Do you have a good Maths teacher?

CPEst.5: Noi v &ovpe ano v wpdTn yovpvaciov, modd wahf xabnynrpw.

Ipoonafel va xdver tovg pabntég axdpa xar avtol mov dev SwPafovve va 10

katoAaBaivouve,
Res: Kévete kot npaypata péoa otnv 168&n padi me;

CPEst.5: Nat xGvovpue aokfioel, poag to e&nyel pog onkdver otov zivaka, pog ta
S10pOdvel, xabdpoote oto 1810 kepdAao dvo pabipata evd Grlor kabnyntég Aéve

katoe Sidface y va teEeidoovv v OAN.
Res: Ok, thank you for your time.
Translation

Res: Well, thank you very much for coming.
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CPEst.S: You're welcome.
Res: How old were you when you started learning English and how old are you now?

CPEst.5: I started learning English when I was in year 3, I was 9 years old and now I

am 15 and I am in the third year of secondary school.

Res: Do you remember your first experience of learning English at primary school?
CPEst.5: I remember the teacher and the fact that we were quite naughty.

Res: Were there many children in class?

CPEst.5: There were 24, we yelled.

Res: What did your language teacher at school do to calm you down?

CPEst.5: Well, ok, she would bang her hand on the desk and yell, we would calm

down for a bit and then yell again.
Res: Where do you feel you learned more, at school or at your language school?

CPEst.5: At the frodistirio mostly because he had more language lessons there and
paid more attention er—when you are younger, you are not with your classmates,
there are lesser children in class and it’s completely different. You become friends

with others at the frodistirio because it is quieter.

Res: Ok, what do you think was the disadvantage at school? Meaning, what was the

reason you did not learn as much at primary state school than at the frodistirio.

CPEst.S: The fact that we started English at school in year 5 of primary school but we
knew what the teachers were trying to teach from when we were in year 3 when we
started English at the frodistirio so when we had English at school we thought the

lesson was boring because we knew everything already so we never paid attention.

Res: Ok, what was your experience of English language learning in secondary school?
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CPEst.5: In secondary school we were seperated in different levels, beginner’s and
advanced, most students chose to go to the beginner’s level on purpose so that the

lessons are not as difficult.

Res: And get better grades?

CPEst.5: Yes

Res: What level were you in?

CPEst.5: Advanced

| Res: Would you rather learn Eﬁglish only at school?

CPEst.5: No, it’s a theory we have from when we were younger when we thought we
couldn’t learn English at school, we attend language lessons at the frodistirio from an
early age so, I believe this what we all have in mind. We learn at the frodistirio, you

don’t pay attention to the language lessons at school.

Res: You believe you’ll learn what is taught in school at the frodistirio?
CPEst.5: We’ve already learned it at the frodistirio.

Res: fthere was no frodistirio?

CPEst.5: Then we would pay more attention and take the lessons more seriously.
Res: Would you prefer this and have your afternoons free?

CPEst.5: Yes, that would be great, really great because that would give you the
opportunity to study more and have more free time but his does not exist I our

country, there is no free time (for children).

Res: What sort of activities did you do during English at primary and secondary

school? What do you remember?
CPEst.5: What activities Miss?

Res: Meaning, if you do group work or if the teacher asks you to do things outside

school activities, or find information about something,.
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CPEst.5: No

Res: Do you find the English language lessons interesting at school?
CPEst.5: No, not at a}l.

Res: Why not?

CPEst.5: It’s the whole idea we have, we think that because English lessons take place
at the end of the day when we are more relaxed, there are a lot of classes together, we
sit wherever and with whomever we want, you talk to your partner, generally there is

chaos in class.

Res: Do you now think more or something different should have been done? As far as
English language learning is concerned let’s say, should things had been done

differently either at school or at the froditstirio?

CPEst.5: Em—as far as the froditstirio is concerned, it’s fine, the situation at school
should change and more attention should be paid i.e when children start learning
languages early to make it interesting for children because it is easy for children to

lose focus when they are not interested.
Res: Do you remember using English in primary school?
CPEst.5: Wat do you mean?

Res: In class, when you had English lessons.

CPEst.5: No
Res: Your teacher?

CPEst.5: The teacher did speak English, sometimes, but we didn’t understand
something she would say it in Greek but because we had started earlier and the school
teacher only had two years to teach us so they would start from ABC and the easy
stuff and there were also children who did not go to frodistirio so the teacher had to

teach everything slowly which was boring for those who knew (what was being

taight).
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Res: Were there students who did not go to frodistiria?

CPEst.5: Yes, 5-6 children.

Res: Ok, how would you rate your command of the English language now?
CPEst.5: Satisfactory.

Res: Do you feel you have received too much or an adequate amount of grammar?

CPEst.5: 1 think I received the apropriate amount, I do not lack grammar knowledge, I

can express myself although I don’t always get it right, the syntax.
Res: What is your favourite lesson at school?

CPEst.5: Maths

Res: Why?

CPEst.5: Basically, I never liked literature, I was better at math problems and that is

why I liked it more, the teacher would also tell me that I was good.
Res: Do you have a good Maths teacher?

CPEst.5: Yes, we’ve had her since the first year of secondary school, she is very

good. She tries to get all the students involved, even the ones who do not study.

Res: Do you work on tasks with her in class?

CPEst.5: Yes we do and she explains everything and asks us to solve problems on the
board, she corrects us and we may work on the same chapter for a couple of lessons

whilst other teachers just tell the students to study the chapters themselves so they can

complete the book by the end of the school year.

Res: Ok, thank you for your time.
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Appendix 7

Action Research Observation Sheet given to Director of School

Also used when observing Phase 2 Language Teachers who took part In AR workshops

Date: .covvvirerervernnnn

Please complete the following:

1, Stepsinthelesson:

---------------------------------------------------------------------------------------------------------------------------------------------------
------------------------------------------------------------------------------------------------------------------------------------------------------------

------------------------------------------------------------------------------------------------------------------------

---------------------------------------------------------------------------------------------------------------------------------

2. Linguistic objectives of the lesson

---------------------------------------------------------------------------------------------------------------------------------------------------
------------------------------------------------------------------------------------------------------------------------------------------------------------
------------------------------------------------------------------------------------------------------------------------------------------------------------

---------------------------------------------------------------------------------------------------------------------------

3. Functional/ communicative objectives of the lesson
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4, Your beliefs about the nature of the English language
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6. Learner groupings (what percentage of the lesson was devoted to the following
organisational patterns?)

Individual:

Pair Work:

--------------------------------------- srenevesense
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Please rate the lesson according to the following key:

1 Does not reflect what went on

2 Marginally reflects what went on

3 Allinstructions were clear

4 Describes rather well what went on

5 Is an accurate reflection of what went on

1. There were no cultural misunderstandings 1 2 3 4 5
2. The class understood what was wanted at all times 1 2 3 4 5
3. All instructions were clear : 1 2 3 4 [
4, Every student was Involved at some point 1 2 3 4 5
5. All students were interested in the lesson 1 2 3 4 5
6. The teacher carried out comprehension checks 1 2 3 4 5
7. Materials and activities were level-appropriate 1 2 3 4 5
8. Class atmosphere was positive 1 2 3 4 5
9. The pacing of the lesson was appropriate 1 2 3 4 5
10. There was enough variety 1 2 3 4 5
11. The teacher did not talk much 1 2 3 4 5
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12. Error correction was appropriate

13. There was genuine everyday communication

14, There was teacher skill in organising groups

15. Students were enthusiastic

16. General classroom management was good
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Appendix 8

Sample of DoS Observation Notes with Coding
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Appendix 9
EpwrnuaroAdyio

Me autd to epwtnpatoddylo Sivete mAnpodopleg OXeTIKA pe TO HABNHa TwY AyyAkwv
oe ntawbid Snpotikou. MNa to napov epwinproatoAdylo Sev xpetdletar va SWOETE To OVOUA

oag.

Ma k&Be epwrnon, mopakadw PdAte éva X Sima and tnv andvinon nou Bélete va

Swoete.
NapdSelyua:
Ie rold taén eivan to naisi oag oro oxolelo;

I’ §npotikol @ A’ Snpotikol B E’ Snpotikol @ IT' Snuotikoll

1. Néte motevete 6L npénen va Eexwvdel éva nadl AyyAkd;

B’ Snpotikou @ I’Snpotikoud 4’ Snpotikol @

2. e mowdv topéa niotedete OTL SuokoheleTal mepLoadTepo to naubl oag;

Mpappatiki @ Mpodopikd @ AkouoTikiE Ze tinotald

3, Extéc ano EAAnvikd, pikdte dAAn yAwooa oto ortity;
Nat@ Ooxa

4. Eoelg pAdte AyyAwd;
Nal@ [0)'(li]

5. Apéoouv TAyyAwkd oto nawsi oag; ;
MoAd ; Métpa KaBdAoud
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6. ‘Awddvopal dveta va oulntiow TV mPG050 TOu MALSLOY HOU HE TOUS SATKAAOUS
Tou oxoAelov’,

Jupdwvw @ Aadwvwi Aev éxw yvopund

7. Elpan evxapiotipévos-n pe tov/tnv kabnynt-tpia AyyAikiv oto oxoAelo.
Nal@ Oy Agv éxw yvwund

8. Eipat euxapiotiuévog-n pe Ty npdodo tou naidov pou ot’AyyAikd,
Nal Oxu@

9. M\npodopovpar guxvd yia tnv npdodo Tou nawdLov pou oT AyyAkd.

Zupdwvw B Mévo an’to dppovtiotipiold Aev

xperdletond Aev &xw xpbvoll
10. Ndoo onuavtikd elvat yia cag v'anoktrioet rtuxlo AyyAwkwy to nasl cag;
Mo onpavtiké B Inuavtikéd Aev p'anooxole(l

Za¢ euxapLotw oAU yia tnv ouvepyaolial

Translation

Questionnaire

With this questionnaire you provide information regarding your children’s

progress. For the completion of the questionnaire there is no need to give your name,

Please cross the relevant answer box.

Example:

Which grade is your child in at school?
Year3o Year 4o Year S0 Year 6o
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1. When do you believe a child should start learning English?
Year 2 [ Year3 Year4

2. Does your child have difficulties in any of the following = or none?

Grammar @  Speaking I Listening@ Nothing

3. Apart from Greek, is another language spoken at home?

Yesd Noll

4. Do you speak English?
Yes Nold

5. Do your children like learning English?
Verymuch Abitd Not at alll@

6. ‘Ifeel comfortable discussing my children’s progress with their language teacher at

school.

| agree @ | disagreeld | don’t know(

7. 1am happy with my children’s English teacher at school.
Yes[l Noll 1 don’t know(d

8. |am happy with my child’s progress in English
Yes [ Nofl

9. | am often informed regarding my child’s progress at school.

lagree Only from the frodistiriol There Is no needd

| don’t have timefl
10. How important Is your child gaining a language certificate to you?

Very important @ Important{ | don’t mind@

Thank you very much for your cooperation!
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Appendix 10

Questionnaire to all Students of Phase 2 Frodistirio

This questionnaire is for personal use and is not related to the lessons or other

teachers involved in your language school.

By giving your honest answers to the questions, you contribute to developing

English language learning in your area and hopefully your country.

Please do not state your name, due to ethical reasons the questionnaire must

remain anonymous.

For answers that do not require writing, please tick the box next to the answers
you wish to give. If you have any further inquiry please bring it to your teacher’s

attention.

You CAN give your answers in Greek.

1. What is your favourite lesson at school/ University?

---------------------------------------------------------------------------------------------------------------------------------------------

---------------
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2. How old were you when you started learning English and how old are you

now?

---------------------------------------------------------------------------------------------------------------------------------------------

---------------------------------------------------------

3. Where do you feel you learned more?

At school O At my Language School (frodistirio) o

Why?

4. Would you prefer to learn English only at school/ University?

YES O NO Qo

Why/ Why not?

---------------------------------------------------------------------------------------------------------------------------------------------
---------------------------------------------------------------------------------------------------------------------------------------------

------------------------------------------------------------------------------------------------------------------
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5. Do you do any group work/ pair work at school/ University?

YESO SOMETIMES o NO, NEVERO

6. Do you do any group work/ pair work at your frodistirio?

YESO SOMETIMES o NO, NEVERCO

7. Do you find the language lessons interesting (at school/ University)?

YESO SOMETIMES o NO, NEVERD

Why/ Why not?

-----------------------------------------------------------------------------------------------------------------------------------

-----------------------------------------------------------------------------------------------------------------------------------

8. Do you remember speaking in English in primary school?
YES, WE SPOKE ENGLISH ALL THE TIME O

SOMETIMES, WE DIDN'T anw A LOT ABOUT THE LANGUAGE o
NOT OFTEN, | WAS TOO SHYD

- NO,NEVERO

----------
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ONLY WHEN MY TEACHER MADE ME O

9. How would you rate your command of English now?
Excellent o Good O So-Soo Not Goodn
10. What do you find easy or difficult?

(a) Understanding spoken English

Very Easya Quite Easym Neither Easy Nor Difficulto Quite Difficulto

Difficulto
(b) Understanding written English

Very Easyo Quite Easyo Neither Easy Nor Difficulto Quite Difficulto

Difficulto
(c) Speaking English

Very Easyo Quite Easyo Neither Easy Nor Difficulto Quite Difficultn

Difficulto
(d) Writing English

Very Easya Quite Easyo Neither Easy Nor Difficulto Quite Difficulto

Difficulto

Thank you for completing this questionnaire!

Very

Very

Very

Very
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Appendix 11

Appendix 9 Original Questionnaire Analysis Sample
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Appendix 12

Sample of Phase 1 Field Notes

Date: November 2006
Time:; 11:45am
Class: Year 5

Number of Students: 18

The classroom was spacious. It was painted in a white colour and there were two
maps of Greece on the wall. There was a blackboard and the teacher’s desk was

placed in front of it. The layout of the classroom did not change before or during the

lesson.

Specific facts and details of what happens in the classroom

e Teacher-centred classroom
e Homework is assigned at the end of every lesson
e Students worked on tasks individually

e Strict turn-taking

The lesson was based on a story which was not read to the students by the teacher
but provided to them in copies. Students were to read the story by taking turns. As the
students read the story to the rest of the class, their teacher corrected the words they
mispronounced. The students would sometimes repeat the word pronounced correctly

or would continue reading without correcting themselves.

The students were asked to answer questions regarding the story. The teacher
asked the questions in L1 to which the students responded to in the same language.
Once the questions were all answered the teacher assigned homework where students
were to study the story at home and practice reading it out loud properly, as the

teacher told the children, for the next lesson so that they could read it again in front of

their peers.
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Encouragement

When the teacher started asking questions about the story only three children
raised their hands. In order to engage the rest of the class, the teacher repeatedly asked

the children who did not raise their hands and not those who did.
" In-class tasks

As a follow-up task the students were asked to complete questions from the story.
The children were to work individually, however, once they found a question difficult
or were not sure of the answer they would ask the teacher for help. The teacher would
provide the child the answer. A minute later another child would ask a question about
a question they could not answer and the teacher would provide the answer again.

This would go on for the entire task.

Misbehaviour

Students who misbehaved in class would be asked to change seats and sit in the
front row to be near the teacher. The students found this intimidating, however, if the
teacher stepped away to the back of the classroom they would misbehave again. This

led to the teacher raising her voice at the child, threatening that their behavior would

affect their grades.

" Participants’ Interactions

There were no informal discussions between the teacher and the students. Their
only interactions involved the lesson and the maintenance of the order of the

classroom, A phrase the teacher used the observer found interesting was:
T: Are you sleeping? Wake up!

The teacher raised her voice when saying this to student who was not paying

attention to her when she was asking questions about the story they were studying in

class.

For the last five minutes of the language lesson, the teacher asked the students to

write down questions in their notebooks. The teacher read out the questions and the

266



’
¥

children wrote down what the teacher said. The students were comfortable doing this
and looked like they had done this before.

267



Appendix 13
Questionnaire to Intermediates & Beginners

I would like to find out some things about you.

The first section is about you. Please tick fhe correct box.
l.1am malec female o

Please fill in the gap.

3. When did you start learning English?

4. As a language | find English:

(Please circle a number. E.g. if you find English very easy circle 6)

Difficult 123456 Easy
Important 1 2 3 4 5 6 Unimportant

Useful 12345686 Useless
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Interesting 1 2 3 4 5 6 Uninteresting

This section is about activities you do in lessons.

Circle a number for each question, e.g. If you like doing listening

activities a lot, circle 1.

1. How do you feel about these activities on a scale of 1-5 (1
being you like them very much and 5 you don’t like them at

all)

Group work

1 2 3 4 5

Sitting in circle

1 2 3 4 5

Projects in groups

1 2 3 4 5

Do you prefer sitting in 2s
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Games with the whole class

1 2 3 4 5

1. Do you feel comfortable when working with other students in a
group?
Yes No

2. Would you like to do group work in the future?
Yes No

3. Do you think you can still behave when you are in groups?
Yes No

4. Canyou still learn when you are in groups?
Yes No

5. Did you enjoy these last few lessons?
Yes No

This section is about when your teacher speaks English in the lesson.

1. When does your teacher speak English in the lessons? Tick as
many boxes as you heed.

To say Hello , s
To say Goodbye o
To give instructions o
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To explain an activity | n]

To teach new words o
To correct answers m]
To encourage you o

How do you feel when your teacher speaks English?

Yes, always Yes, sometimes

a) Do you feel confident?

Yes, always ~ Yes, sometimes

b) Do you feel happy?

Yes, always Yes, sometimes
¢) Do you feel worried? Yes, always

No,never

d) Do you enjoy learning English?

YES

No,never

No,never

No,never

Yes, sometimes

NO

Thank you for completing this Questionnaire!
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Appendix 14
Letter to parents about stars with translation

Ayamnroi I'ovelc,

Oa 119eAo. va. cag gvyndd kakf oxoAikt xpovid kat koA tpoddo ota Tadid cag.

EAnilw va eiyate éva suydpioto ko EekovpacTo kahokaipt.

Eekwvdvtag ta pabipata @£tog, 6o M0eka va oag EVNHEPOOM YO KATOES
teqvikég, o1 omoisg ypnowonolobviar oto eEwrepkd, Wimg otnv Ayyiia dmov
epyatdpovv (ICS International Community School, London Primary) ka1 ckonebovpe

V0. TIG VIOOETCOVHE KL OTO PPOVTICTNPO HaG.

"Evog xaAdg 1pomog va avéfioovpe o kivnTpo kot evlovoaoud Tov nodidy eivat
n emPpéPevon, enopévag kabe prva, Ba vredpyer pia Aiota pabnrov ong aifovosg
1 kG9e Tupa, 6mov Sinka and To ovopata Tov nudidv Ba avayphpoviar aotepdxia

otov 0o eEKTANPAOVOLY Ta TOPAKATO:

Méyiot xpfion Ayyrucdv otnv taén.
Empelig npoetoacio Twv podnudrov.
Xprion AyyMk®V ¢pdoemv mov vTodNADVOLV Evyévelw.

vV V V V

Kali cvvepyooia pe tovg cuppabnrég tovs.
» Koakf Swryoym evidég ppovriotnpiov.
To noudi pe ta neprocdrepa aoctephxio Oa emPpafedeton pe éva ntvyio ond To
ppovriotiplo nov Ba Aéyetar Great Worker Award. ®a amovépovron eniong nrnyia
Teacher’s Special Award, Being Good, Outstanding Work, Being Helpful, IT

Certificate.

INo onowdnimote anopia Ba pe Ppeite oto Ppovriotiplo tng Iarpag Tpitm wat
Mapaockevr] ko1 610 povriotipo tov Piov Aevtépa, Tetdpm xat Hépnm 4 oto
miépnva (2610) 435-322 xan (2610) 992-221 avriotorya.

Meté Tipng,

Xpotiva N. Navvika
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Dear Parents,

I would like to wish you a happy new school year to you and your children. I hope

you had a good and relaxing summer.

I would like to inform you about some new techniques that plan to apply in class

this year. I have used these techniques whilst working in London at ICS International

Community School, London Primary.

A good way to increase students’ motivation is to reward them, therefore, every
month there will be a list of students’ names in the classromms for every class; Next

to the names stars will be displayed when they achieve the following:

» Use the English language at the maximum of their potential,

Diligent preparation of their homework.

>

» Use of polite English phrases.

» Good cooperation with their peers.
>

Good behaviour within the frodistirio.

The children that receive the most stars will be rewarded with a certificate from
the frodistirio entitled ‘Great Worker Award’. There will also be certificates entitled
Teacher’s Special Award, Being Good, Outstanding Work, Being Helpful, IT

Certificate.

For any questions you may have please do not hesitate to contact me at our
frodistirio from Monday to Friday at 2610) 435-322 or (2610) 992-221.

Yours faithfully,
Christina N. Giannikas
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Appendix 15
Intermediate Group Work Transcription

October 31%2007
Int, 18b and Int. 14b

From Journal Notes

Task:

The task was to talk about a story that was read by the teacher in class. The
students were asked to talk to their partners about it in English. One pair was
recorded, however all students spoke English (and Greek if they find difficulty)
during the entire time and the weaker students did make an effort and were not afraid
of making a mistake. After discussing the first part of the story that was read to them
they would have to write down a summary of it. The children in this classroom have a

very good relationship with each other and most of them go to the same Greek school

as well.

All children were paying attention while I read apart from Int 1444 who got lost a
few times not because he couldn’t understand the story but because he was not paying
attention, however he did get the gist. The students did not have a copy in front of

them, something they are used to doing. Having a copy of what is being read in class.
Stathis was absent.

Transcription:
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The teacher gives explanations- what the students say are not very clear because

they do not speak loud enough.

1447: E then he sta-he was starved to death and he go to (whispers to help from

classmate) to the shrine and then he sit there for twenty days

1448: twenty days and nights

1447; Then the Goddess of Mercy doesn’t do anything

1448: An old man

1447: And an old man in his dreams

1448: in his dreams

1447: an old man tell him

1448: in his dreams

1447: in his dreams to leave the temple

1448: to leave the temple

1448: then he he mbost

1447: he catch

1448: he catch in his hand ¢

275



1447: will

1448: will give him money
1447: give him money ok?
1448: peta

1447: petd e and then e the straw and take the straw and e first and throw it on the

floor and then put the straw in his hand again

1448: again. Kvpia one word I can’t understand in the end exel mov nwg va cag
o 06A0 va o o1l ekel mov mye va mdoel pe 1o xépt Tov xvpia xérov kel nov 10
nétoke nov 10 nérae o mowdv; (how can I say this, where he went to catch it with his

hands and then threw it)
Teacher: ITfye va 10 netd&er (He threw it)

1448: oo dpdpo kot petd 1o mpe kol perd t1 1o éxave (in the street, what did he

do then?)

Teacher: Metd 1o mipe ko enewdn népvaye p poya, TAPVEL TN HOYO KOl TV

éBale méve oto dxvpo (then he took the fly and put it on a straw)
1448: why?
Teacher: you will see later

1448: Kvpia 1 pidya nwg eivar ota Ayylwcd; (Miss, how do we say fly in

English?)
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Teacher: Avti n poyo Aéyetanr horsefly ewar to oloyékt tng IMavayitoac.

[Teacher explains the difference between fly and horsefly that was mentioned in the

story]

1448: then the horsefly fly around him then he touch the horsefly and put it on the

straw

Background teacher explaining part of the story to another group, last bit was

unclear to most students.
1448: a young man they was to help him to
1447: no no
1448: and one day one day he had gone out then he go in front of
1447: he goes
1448: he goes in front of the shrine and please e
1447: and please

1448: to help and a priest of the shrine (asked teacher for preposition use) to help

him
1447: no the Goddess of Mercy the young man went to the Goddess of Mercy
Teacher: the young man went to the Goddess of Mercy
1447; yes not the priest

Teacher: then the priest saw him later (teacher translates this bit of information)
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1448: can we have a little spelling wrong
Teacher: of course, it doesn’t matter it is ok
1447: hm

1448: but

1447: but

1448: but

1447: but she didn’t help the young in front of the shrine for 21 days otnv 21" 10

eine
1448: 21 days
1447: Kvpio 21 f 21%; (Miss is it 21 or 21%)
Teacher: 21 days

1448: in the 21* day he saw a dream an old man an old man tell him told him em

to leave the temple
1447: and temple what it means?
Teacher: temple means vad6g
1448: leave the temple and first thing vo Tov Béovpe va. pnAder
1447: va tov Balovpe v kGto teeia (shall we put a semicolon)

1448: the first thing
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1447;
1448:
1447.
1448:
1447;
1448:
1447:
1448;

1447:

1448

you touch

on your

on your hand

will bring you money when he leave the temple

he leave the temple yes

cm

he catch

he catch and he

straw

: he touch nwg Aéue néptel ndvw; (how do we say falls on?)

Teacher: he fell on

1448

1447

1448

1448

:he fellonemem

: on the straw

: on the straw

: em em then he

Teacher: ok time to go
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Appendix 16

Action Research

Phase 2 Language Teacher’s Survey

The research reported below is mostly of a fact-finding, descriptive nature. The
data collected is required for personal reasons and for the completion of my PhD
thesis. Your sincere answers will be appreciated.

Section A

Firstly I would like to know some things about you...

1. How long have you been in this profession?

ooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooo

280



4, How frequently do you attend professional development events (seminars/
conferences)?

---------------------------------------------------------------------------------------------

---------------------------------------------------------------------------------------------

5. Have you ever heard of Action Research? (Please circle your answer)

YES NO

Section B

1. What do you understand by the term Action Research? Feel free to use your
imagination if you have never heard of the term.

------------------------------------------------------------------------------------------

-------------------------------------------------------------------------------------------

--------------------------------------------------------------------------------------------

--------------------------------------------------------------------------------------------
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The rest of Section B should only be answered if the last question from
Section A was answered positively.

2. Where did you hear about Action Research?

---------------------------------------------------------------------------------------------

---------------------------------------------------------------------------------------------

Section C

Section C is directed only at those respondents who do Action Research.

1. How oﬁeﬁ do you conduct Action Research?



---------------------------------------------------------------------------------------------

2. Do you write it up? Are there any other comments you would want to make
about Action Research?

---------------------------------------------------------------------------------------------
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Appendix 17
Workshop Inivitation:

Deaw Colleague,
Please join Christina Nicole Giawwnikay on November 10™ 2008

for the first Action Research Workshop.

The workshop will entail awv Introduction to-Action Research
where Christina will give yow awv idea of how AR worksand what
yow cawnv do-with it. It will give us all v good chance to-work:

together towards leawrning something new!
The workshop will take place in the compuler room.
See yowthere!

Christina N. Giawmwnikas
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Appendix 18
Phase 2 Action Research Follow-up Interviews with Sample

1.

Have you attended the AR workshop?

What did you find interesting about the workshop?
Have you attended a workshop before?

Have you ever been observed before?

Have you ever observed one of your peers before?
How would you describe this experience?

Would you say that you now know how AR works?
Would you be willing to apply it again in the future?

How has AR helped you in youi' teaching?
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Interview Sample:

Res: First of all, thank you very much for coming.

Teacher 7Bf: You are very welcome.

Res: Have you attended the AR workshop?

Teacher 7Bf: Yes.

Res: What did you find interesting about the workshop?.
Teacher 7Bf: Mnop® vo. anavtdm ota EAAnvucd;

Res: Befaicwg.

Teacher 7Bf: Qpaia. Bacwkd dev £xw Envonder oe workshop kot tav yevikd kdtt véo
Y10 péva, 6o paAlov 1o Bépa mov frav n épsvva, Mov Gpeae mov dev Nrav cav
oepvdpio ahld AdPape kar gpeig pépog oto workshop kat kGvape Kat 0oKNOEG pe
T0U¢ ouvadelpovg oty aibovoa kot petd cvinrdyops pe 6Aovg T’ anoteréopara,

ftav evopépov.
Res: Have you ever been observed before?
Teacher 7Bf: Oy, noté.

Res: Have you ever observed one of your peers before?

Teacher 7Bf: Oy, 6x1.
Res: How would you describe this experience?

Teacher 7Bf: E, otnv apy 8ev pov apeoe ywri Oedpnoa 611 Oa efxe apvntucés
OUVENEIEG 670 paOnua pov. Ntd&er petd anékrnoe evéapépov.

Res: Hm-- Would you say that you now know how AR works?

Teacher 7Bf: E, Aev eipot 1élewa, £xo moAAG vo pabw aképo arld ovtd frav éva
koAb mpdTo Pripa, av kar oty apyn Sev fiBeda va kavae avtd 10 TphTo Pipa. Ot

xafnyntés ayykdyv otn xdpa pov dev efvar cuvniopévor ota workshops xat ota
observations. Eivat kpipa ywti xGvovpe toArd.
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Res: Hm-- Would you be willing to apply it again in the future?

Teacher 7Bf: Nat ciyovpa, fonfdetr nokv tnv Sidackoria kot Tovg padntég

TaVTOYPOVOL.
Res: Hm-- How has AR helped you in your teaching?

Teacher 7Bf: E, Ziyovpa éxet fonbnicel, &xet fonbiioel 610 vo kévo véa mpbypara kot

vo. taipve Tov picko va Soxpdom kdt xawvovplo atn Téén.

Translation:

Res: First of all, thank you very much for coming.

Teacher 7Bf: You are very welcome.

Res: Have you attended the AR workshop?

Teacher 7Bf: Yes.

Res: What did you find interesting about the workshop?
Teacher 7Bf: May I answer in Greek?

Res: Of course.

Teacher 7Bf: Great. Basically I have never been to a workshop before and it was
generally something new for me, even more so when the topic is research. I liked that
it wasn’t like a seminar and we participated in the workshop and did tasks with the

colleagues and discussed about the outcomes, it was interesting.
Res: Have you ever been observed before? |
Teacher 7Bf: No, never.

Res: Have you ever observed one of your peers before?
Teacher 7Bf: No, no.

Res: How would you describe this experience?
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Teacher 7Bf: E, I didn’t like it at first because I thought it would have a negative

effect on my lesson. Ok, it eventually became interesting.
Res: Would you say that you now know how AR works?

Teacher 7Bf: I am not perfect, I have a lot to learn but this was a good first step,
although at the beginning I didn’t want to take this first step. Language teachers in my
country are not used to workshops and observations. It is a shame because it seems

that we were missing out.

Res: Would you be willing to apply it again in the future?

Teacher 7Bf: Yes, surely, it helps teaching and the students as well.
Res: Hm-- How has AR helped you in your teaching?

Teacher 7Bf. E, of course it has helped, it has helped me do new things and take risks

to try something new in class.
Res: Ok, thank you very much for your time.

Teacher 7Bf: You’re welcome,
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Appendix 19

Phase 2 Observation Sheet for Language Teachers

Research Tools Used:

Journals o

Audio Recordins o

Video Recordings o

Othero

Teacher-centred approach o

Students-centred approach 0O

Use of group/pair work:

---------------------------------------------------------------------------------------------------
------------------------------------------------------------------------------------------------------
oooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooo

------------------------------------------------------------------------------------------------------
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Use of coursebook:

LA A A R A A A N N N R N R RN R RN N T ¥ NI R NI S A WP RPPOY
AR AR AR A A A R R Y N Ny TN N N R N R N R NN RN RN R R R AR R L]

LA A A A A A A N N YRR N RN R N R R R R R

Research Management:

R N N N N N R Y N Y R N R R S G Y T R R I N T
P R R N R N R N N R N N S N S P Y S Y T R X T ]
R R N R I T I T T
D N N N N N R NN R NN TR R R TN L T T T T T T S ey
D N R N NN NN RN R R I R I N T e

R N R N N R R N R R I S
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Appendix 20

Cover Letter to Intermediate & Beginners’ Parents enclosed with end-of-the-
year Questionnaires

Ayammrof yoveig,

Kabdg n oxorua) xpovid ¢baver oto 16A0g TG Yia Tovg padntés pag, dhver kot
oto t€hog 1 £pevva mov £xw avaldPer to tedevtaia do ypovia. Onwg Hdn O
yvopiletal, elpoar vroyhew diddxTop ot mavemotiuo tov Aovdivov (London
Metropolitan University) pe tnv épeuvd pov va eomdletor oro mdg pabaivovy
Aylié o moudis oy EAAGSa xai ovykexpuuéva atnv (mepioyd avdvoun). To
avtikeipevo g €pevvag pov eotidletan og EAdnveg uaemég, 8-11 etdv, ot onolot
nabBaivouv Ayyhiké oe dnudowr oyorein kot ppovrioTipia. Zvykexpipbva pereTd Tig
YAOOGOAOYIKES SUGKOMES, TOV EVAOUGIAGHS, T0 xivntpo xar T SnpovpyikéTTa TOV
padntodv péoa ond tnv Evn yAdooa. '

IIpocwnikd miotedw 611 N eetviy xpovid anodeixfnke otabuds 6y pévo 660
aeopd TN £psuvd pov, arlrd kal ka1 660 aEopd TNV s&élu‘;n Kat TG EMBO0ER TWV
pobntdv pag ota Ayylikd. To mawdid éxovv paber va Soviehouve opadikd, va
BonBobv tovg cuppabntés tovg, v erowdlouvv epyosicg extdg @povrictnpiov, va
Bpiokovv uknpmpopfeg ne ™y AyyMa, va paboivouv Ty ™mv  KovAtovpa
Ayyhépwvov ladv, va epmdovtifouv 10 AeEAOyo TouUg péoa ano Tpayovdia,
nopapvdo ko warxvidia. Me to tépacpa g GETIVAG Xpovids To kivtpo TV Tadidv
&xel prdoel og eviunwotoxod eninedo kat ot Paoelg mov £youv anokticel efvar TOAAG,
vrooydueveg Ox1 HOvo Yo TV emvyia Tov eV Adyw podntdv odAd Kot Yo TV

emruyia Tov pabntdv mov Oa akorovbicovv.

Mo va evioxvBodv to amoteléopora tng épsvvag, Oa Mbeda va ocog
TAPUKAAECH VO CUUTANPAOCETE TO ECHKAEITTO EPWTNHATOAIYIO, Yt TOVG YOVEIG TV
uaﬂnr&v ¢ AB Junior ka1 Tng Csenior 1, 1o onoio 6a unopof)ce va pov emotpagel
pécm Tov by ko va oag dwPefaidon 6Tt Ta dsdopéva Ba eival epmioTevTIKG KaL

- 10 ototeia cog Ba napapeivouv avbvopa.
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Evxapiotd noAd ex tov npotépwv na v foridew cog.

INa onowdnrote epdinon pn dotdoete va koréoete oto 2610-000000, 6mov B
ue Ppeite Tpitn ka1 Iopaokevy) kot oto 2610-000000, Asvrépa, Tetdptn ko ITépmtn.

Meté tipng,

Xpwotiva N. Navvika

Translation

Dear Parents,

As the school year is coming to an end for the students, so is the research that 1
have been conducting. As you aiready know, I am a PhD candidate at a London
University (London Metropolitan University) conducting research which focuses on
how children learn English in Greece, specifically in (area removed). My main focus
is on Greek students, 8-11 years old, who learn English at state schools and foreign
language schools. Specifically I am studying linguistic difficulties, enthusiasm,

motivation and students’ creativity through the foreign language.

I personally believe that this year proved to be beneficial not only for my research,
but for the students’ progress and performance in English. The children have leamnt to
work in groups, help their classmates outside the school, prepare projects, finding
information about England, learning about the culture of English speaking people,
enriching their vocabulary through songs, stories and games (Appendix 22, 5, 6, 7 &

Appendix 8). During the year children’s motivation has impressively increased and
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has created very promising ground not only for the students in question but for

students who will follow,

In order to reinforce the results of my research I would appreciate it if you could
complete the enclosed questionnaire, for the parents of the students of AB junior and
Csenior 1, which you could return to me with the children and I would like to inform
you that your personal data will be confidential and your data will remain anonymous.
Thank you in advance for your help. For any question please do not hesitate to contact
me on 2610-000000 where you will find me on Tuesdays and Fridays and on 2610-

000000 on Mondays, Wednesdays and Fridays.

Yours faithfully,

Christina N. Giannikas
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Appendix 21

End-of-the-Year Questionnaire for Parents

Epotyuaroidyo

Ms ovtd 10 gpwtnpatordyo divere mAnpogopieg oxeTikd pe 11 eMdDoE TOV
pabntdv. Na o rapdv epompatordyo Sev yperdletar va Shoete 1o dvoud cag.

o, k60e gpdrnon, nopakard Paite éva X dinka and v andvinon nov Bélete

va SOoETE.

Hopaderypa:

Te mowh 14&n sivan T0 1ndi oag oT0 GYOAElD;
I dnuotikov o A’ dnpoTikodo E’ npoticovoZT’ dnpotikodo

1. To nodi cag aoyoreiton pe to pabiuata Tov @povriotnpiov pévo

10V 610 oxity

oNAI oOXI, TIIPEIIEI NA TOY/THEZ TO
YIIEN®YMHZQ
2. Znté ™ Bonifsid 60g Y1 VoL KAVEL TIG ACKTGELS TOV/TNG;
oMEPIKEXZ ®OPEZ oZlTANIA oOXI, ITIOTE

oMONO OTAN ‘EXEl ‘AINQZITO AEEIAOIIO 'H
AYZKOAEYETAI 2TH TPAMMATIKH

294



3. AwPater pe eviovouwoud;

olIOAY oMETPIA oKA®OAOY

4, Oo Afyatar 61t T ayyAikd Tov moudod oag, Y v niwia Tov/g

givau

olIOAY KAAA 0KAAA, OMETPIA  oIIPETIEI NA BEATIQGEI

5. Xpnotpomoiel ayyhkég AéEerg 610 onity;
oZYNEXEIA oMEPIKEZ OOPEX oZITANIA
olIOTE
6. Tog pikder yua ta podnpata Tov poviiotpiov;
oNAL [IANTA oMEPIKEZ ®OPEX oOXIL, IIOTE
7. Zag pihder Y opadikég epyacieg nov yivoviar otny TéEn;
oNAI oOXI, [I0OTE
8. Zag phéer i tpoyoddio, morxvidia, epyacicg extog BAiov mov
vivovrai péoa ot téén;
oNAI | oOXI, ITOTE
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9. ITiotedere 6t1 o1 epyaocieg extdg Pipriov maifovv eicov peyddro
péAo 660 M VAN Tov BifAiov;
oNAI oOXI DAEN EXQ I'NQMH

10. Elote guyapiomuévor aro tn ntpdodo tov modiod cag @étog ot’
Ayyhixa,
oNAI oOXI

------------------------------------------------------------------------------------------------------------------------------------------

oooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooo

11. Yrapyel kati mov 8o 0&hate v mpoobéaets ywt v QETIVI Xpovid
OYETIKG pE Ta pabfipata Twv AYyAikdv 610 QPoVTIoTHPLO;

------------------------------------------------------------------------------------------------------------------------------------

------------------------------------------------------------------------------------------------------------------------------------------

12. Yrapyst ka1t mov 8a Béhate va mpoteivete Yo ta pabipata Tov

naduby 6ag T0V XPOVOL GTO PPOVTICTIPLO;

------------------------------------------------------------------------------------------------------------------------------------

------------------------------------------------------------------------------------------------------------------------------------------

EYXAPIXTQ I'lA THN BOHOEIA XAZL.
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Translation

Questionnaire

With this questionnaire you provide information regarding your children’s

progress. For the completion of the questionnaire there is no need to give your name.

Please cross the answer box.

Example:

Which grade is your child in at school?

Year30 Year4no Year 50 Year 60

1. Does your child study his’her homework for the frodistirio at home

alone?

oYES aoNO,  HAVE TO REMIND THEM

2, Do they ask for your help when doing their homework?

oSOMETIMES oRARELY oNO, NEVER

oONLY WHEN THEY HAVE UNKNOWN VOCABULARY
OR DIFFICULT GRAMMAR
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3. Do they study with enthusiasm?
aoYES, ALOT oWITH SOME oNOT AT ALL
4, How would you rate your child’s English:

oVERY GOOD oMODERATE oNEEDS IMPROVEMENT

5. Does he/she use English at home?
oALL THE TIME oSOMETIMES oRARELY
oNEVER
6. Does he/she tell you about their lessons at the frodistirio?
oYES, ALWAYS ocSOMETIMES oNO, NEVER
7. Do they talk to you about the group work at the frodistirio?
oYES aoNO, NEVER
8. Do they talk to you about the songs, games and tasks that are done
in class that are not from the book?
oYES oNO, NEVER

298



Do you think that tasks outside the course books are as important as

the material in the course books?

oYES oNO ol DON’T KNOW
10. Are you happy with your child’s progress in English?
oYES oNO
WHY?
11. Is there something you would like to add regarding the children’s
English lessons at the frodistirio?
12. Is there something you would like to propose for your children’s
lessons for next year?
Thank you for your help.
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Appendix 22

Samples of Annotated Journal Notes.

Intermedote K
Vate.: 45/ /2007 \}ﬁn mutay r»{ [Q / ¢

J\ . Fudents nere quite enited today . Trey were told oll apaut
the| “stars land wanted o Keow detiuts abal themv. They
sart|macs guate gn .‘mum;g/eﬂm £ use English . Ciass and
th jwemed to ferl @ood anout themsehes whui&do\nfj . They
v_.Jhad made quite an effort W propucly piepare their work,
for the day {only bwe uukim\. had Mr an u\sra.;c cut, but
had dong the st < I | FepOnaivary Sx thee
when we gumshied The books we «'amd @ pr eckon pum.
adyand students brought coloured caud ovard papec and
warkd fmade the panets “for the sofar system chepiory. B4 the cleshs
) Students ywotked together, At fust, U boys
e a bit kouder than fhe auu and I had roqutamof Mt
the bays a time sut (Kon) where hool to 51t abdn for &7 el
and go hus i, I themasierd him 10 réjon 'hm;r.;.,‘p (mcn.,t o
nacy Jruse any more froubie, e was iing diter that. o hors T S40p
s workf Trary adl worked el togetnar und were trying fo use asmuch
Emwh us they could (evan though Tt is @ munsdanguad
mj,',llm) Thuse vino did nat use Englsh were reminded to
{0y thewr chassnates.
w TMV left feeliny bappy ,Cleaning up the Uassram (r exta
umg Sharsd .
40t > SHewp work has b 1y

/ ¢ 5 T Wt
SR Ledrgrs Ty K watitieg K comgand

J

i dd¥eront Fde 0

M3 doliop oy uct ans
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Beginnacs "ﬁ\f(~ nelp or-
’ Dates 260912007 E_J‘“’S
The duldmn pieasantly swprised e today. NVick,
who washot metiated and stoned| wry fulie.
SnlCreal 50 far Stutied and Leamed the alpreret !
Last hme he nas promusent Yo SRS he ded . When

he was given s dictation he Lomuaced me $hat
b;.bad.,gmmd_bmm Ahen L proisen hum

Cars ar e

slaged very pacused., Al the on tren Sid | their best
fo get ag many atars as poss bie fThey wor ked very
wel! togethar @pd nere well-Oeiaved - (1 duoks R e\
ithey e getting the hang of at, J T T
el lhey Sat as mormad tn rows . I don't feel the 4 ar quate
[The Rig ‘
! mont OF . Bhrey are g Uit mor womporiadve and wn Proncunce
workfuiliat they Zaarn pth gase.

| dept the ciassoaor: feeling Ly wd prowd o

Nick., Strs may e pnat b headed.

for‘ his qood-wo_rh,.,hn rept working harder and

2 S

dy. g0 a.clefferent fayout pust yet. T dofeel thar
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K]

lmz

s
Date = Uuu.*w
""7 HOE_L C" Mihhs ST08M. ""' "Y;A"U.Jhl‘ CRRY ol S N . P

IWeen studests came 1n tuday they grevted oach otier

‘w " ‘mdﬂwe Srall-taik. (n nQuin S they nere i the

4

X

Mg

Ve

wautenq (wom Lecause ey were todd Tney wou ‘dgu

f5 m.s:rf they dud. They came in., Sat i they LS

and started thew desson_routine which invofved.revisi og

e ABC.\and,Mtang W@ as dictotwne. Taday we fearned.
numbers from {5 and @ song peom thebacka

We aiso div Some. eatia. m.m,s ke “Somp TThank g’

and.  “Hove a nite da e LRERRG ST Rvesday Tl &

Notes Motiers hea:d mr chufeken Speaking Engirh
Qg they nere un the Coctidor . TeY seemed qwff happy
abous it , o o
‘4:"4‘ ;\«Jrf.?f‘, "'“:’., » @itld Iy I i@
4l ¢

e 5"
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|
s ,4 eginners. .
O lpdte: 2 fre ] aces

o {The weather Sturted chanqing and.os bard as it pignt ke
e Ao beliexe the children were excited Qbout the Consiant feine
Mike was telling ws how he rvas wearing Layers, Chilcien

- need g change  €Yen when st Gmes_to WEathete,

. Teday oneof the boys. were a bt under the neatner_
B0 T dbold bum_thai of be didn't feet wel dunng the

i Lesson to tel me know and S would call hs parents.

e started with dicration as we ahuays do o Al the
g, =7 05 ars g i Y
[There vias no need 1o work or The boot joday Since we
are ahead 50 ) tofd the chifdeen that 1000y sve were
ﬁ[gamg.m_fauaﬁabtux.t,,;'é_a.'_ng fo g0 fradddions. They
lwece_so amasaed. and started saying that they knowt
. -_,ﬂfa.ﬁfw..th.z.ng.s,,ab:u.t_ﬁ'm o asked twm £ they krew

RS .méx;]g an efowt (Y

e Of ANV C0UNG Bplidays Colebrated i Amecicagnd
ggt dporepikthe DK by chufieen their age and Pete sad The 26
g mpitae UL QY. chidceen their age and P&

e foutici —'iaf_.ﬁ?ztaba:. which 5@ (reek Natwonal Holday and 1
2 (elate folexplauned do (he class That The <28 op Cooberte

‘

poreee 2Dl celbbraited by Oreers € Mlhercet! bpthen noind hong,

St rigw I The ,,A!!,s?:',(lﬂf.’d-tﬂllnq fhém’a&é@;flﬂauawfj cind mrote
. P S | A oo

The word on 1he teard andexpicuned what thfden
.., Hheir age do during Hallbween and tofd them bout

6 o SRR = 3
et ek mylpersonal expefiend when I s thew age.

|
t

ewing i {Ahe fiodistino_and they wiere 50 happy abouF at
tasnn Bip- that they taed ta Zearn The Trickor Trant rhwwe by Neds te
o The copied et i the pofeboots and asked dueshons
) ateut whnt it meant, They aise Learned some Halloween
vocabe When our hime was dp the ildn eollected their
things and Pete asked wietrer They Snouldiet m tine
to Jepue dhe CINSSYOOM —TLRAION R et

,Pwden s miote exeryliuag perpectly and studwd veny
fu & 4 LT ! 1,

A | QSKed TREFTTEIRET Wumted i Tt or Tredtjinound.
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;ECC}H‘\MJS. 3

Date: 3t ho /o : ‘

'Datc 0/(’ \.’ "_ " whiva Qs H{-( Y 3 B w.:
Ao it c*h,u,‘f)ﬂr...a du;""(,:,.

Twny our day sturted a LHLe citfrerently.« Because foday

was Halleween | hod. - the_chifdren atout Tnckor hntuﬁ

and brougn.. in{a pumpkin butket « Ine chubdren riere ciessed

;\up and went (o olhfr CISSES hu‘du:g the bocket and Thckor
':}szued for candy prom otvér teacheas. They foved gathen
_undy and wuldn’t wail Yo eat them, They were enly. t,J./C&u‘d

"*"" Lene Incloss,the rest they could have at home

~,(

'\hl""—

l.!\r‘ ?r‘

" When we ot _back 10 our_classreom we_did our dictation® '”"’ .

and Ih€n {he_chibdren wers uﬂrco’uc{n' tca songe

{  “Head, shouidersknees and tres’ v
o0 fI deadpd notwrite anything cn the peard and sang the .
i x&m Yerst (7 verse_untif b€ chifdren 549# the hanG o (@ seged
cfo-n,onft’ they cud T asked dhem o Stand up and ot Gut toe
of \o0n asIchd As 1ney started acting cut the som@G , they s ng
i Jf"\.u e veell aod before I Knew W they nere élnalng the .,anj
miwiCn Their owin , wWethau! any help : h

1721ey saud They really «m\}a:Jed.lL

.‘ ”%Lm:q hal ,_N-.q i'f".;"'r;;sf:!‘, ®re L 'fu.ﬂv“? 1igy 10K Thewr

! s o . Wwarr  Pwmnn hand 2 , n - ~resteia b
wann anin than, Oown hand énd_ersma dae Protoas WGsts .

[

(nrm
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o .,‘f.BDﬁe;,fi‘.lLﬂ.?ak’

{

T “"“““'"“"-‘;"'"A"""""“"““”‘"""—"”“-"‘"‘ I a ‘_k:!‘ '- L4 S b "».:" 4 ‘T e
___ Sarted witndictotion. ~ ki "Sponsit 1
e tnen moved on &0 the irtcqular veros Students

_iwere to smoy(‘mr verbs), They stucied very el
Theadore._ came i date_today opxan the door 2o _
4 sard. ‘T 'm fwe., thank you Fete wrrected him by
urA M‘ﬂ'nvg lsaymg Npwra AES Heuo howare you’ TRt peca
fte 0\ _T'm fine thank you . Theodore corected himse!$
_ofher  atthough. thes is mot the. Fu.d._hm&he has made .
L] F,a.thfmemm&e_“— WS, cack B
_|e_dud some. group w wouu, on. o new grammatical
Phenomenon. Lomple. Fagt) they had atrmdy worked.on.
the mfcrmqatmzm they_were ¢ ol more_auware.
_[ey_handisd. 4t Guite weil and couid dse the tense.
accuratel' in the actavty They were workingd on. .
Bl hf.)‘ M.(gcd*_gqu Dthcﬂwben omeone gol Stk .
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Appendix 23

Follow-Up Questionnaire to Participant Students two Years Later:

1. How long have you been studying English?

------------------------------------------------------------------------------------------------------------------------------

oooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooo

2. Do you enjoy your language lessons at the frodistirio? Why?
YES, VERY MUCH o THEY’RE OK o

------------------------------------------------------------------------------------------------------------------------------
------------------------------------------------------------------------------------------------------------------------------
------------------------------------------------------------------------------------------------------------------------------

------------------------------------------------------------------------------------------------------------------------------

------------------------------------------------------------------------------------------------------------------------
------------------------------------------------------------------------------------------------------------------------------
-----------------------------------------------------------------------------------------------------------------------------

------------------------------------------------------------------------------------------------------------------------------

4, Do you like cooperating with your classmates when in class?

YES, VERY MUCH o IT’'SOK o

------------------------------------------------------------------------------------------------------------------------------
------------------------------------------------------------------------------------------------------------------------------
oooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooo

------------------------------------------------------------------------------------------------------------------------------



5. Was it your choice to continue your studies after your first examinations?
(Proficiency students only)
YES o NOo

6. Why do you want to continue your English language studies?

------------------------------------------------------------------------------------------------------------------------------

7. What will an English language certificate offer you in the future?

------------------------------------------------------------------------------------------------------------------------------

8. Do you think you are a successful language learner?
Yes, I am because .....ccunenvennnnnenesaninssnnansenns sesssnesanssnese teseresetisaseansrataaseshassanesarssee

N0, T M NOt DECAUSE w.vvvrecvinrenninerirernrerirmmessasrensastsasssssssesnsasssssssssasssasssassassssssseses o .
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Appendix 24

Biodata. dates and classroom descriptions

Biodata of State School Teachers’ Interviewed:

Teacher 11a holds a BA in English Literature from the University of Athens
(Efvik6 Kamodiotpuoxéd ITavemoriuo AOnvav). She first began teaching at a
frodistirio for 7 years and then began teaching at the state school where the research

took place for 6 years and 9 years of teaching in various schools around the region.
Teacher 11a was interviewed on December 7th 2006

Teacher 12a holds a BA in English Literature from the University of Thessaloniki

(Apwrotédeio Iavemotipo Osocodovikng). She began teaching English at a
frodistirio for 4 years and then began teaching Englsh at various primary state schools

in the region for 10 years.
Teacherl2a was interviewed on December 12th 2006

Teacher 13a holds a BA in English Literature from the University of Athens
(E6viké Kanodiotpraxd INavemoripo Adnvav). She used to own a frodistirio with a

partner in Corfu. She has been teaching English at primary state schools for 15 years.
Teacher 13a was interviewed on March 13th 2007

Teacher 14a holds a BA from Belgium (the teacher chose not to specify). The
teacher grew up in Belgium and is of Greek descent. She began teaching for 15 years

at state schools. She had no prior teaching experience to this.
Teacher 14a was interviewed on May 25th 2007

Teacher 15a holds a BA in English Literature from the University of Thessaloniki
(Apistotéheo IMavemotipo eooahovikng). She worked at a frodistirio for 2 years
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and 7 years at primary state schools. During the study Teacher 15a worked in 2
different primary schools.

Teacher 15a was interviewed on June 6th 2007

Teacher 16a holds a BA in English Literature from the University of Athens
(Ebviké Karodwotpuokd IMavemoriuo ABnvadv) and an MA TEFL from the Open
University of Patras. She worked at a frodistirio for 2 years, for 6 years she taught at
various primary schools and for 3 years she taught at the school where the study took

place.
Teacher 16a was interviewed on May 23rd 2007

Teacher 17a holds a BA in English Literature from the University of Thessaloniki
(Aprototédeto TMovemotiuo Ocooarovikng). She taught at a frodistirio for 2 years
and 7 years at various state schools. During the study she taught at 3 different primary

schools.
Teacher 17a was interviewed on June 1st 2007
Dates of Observations:

Primary State School 11a:

October November December
12/10/06 1/11/06 6/12/06
18/10/06 2/11/06 7/12/06
19/10/06 8/11/06

9/11/06
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Primary State School 12a:

January February

8/1/07 52/07

10/1/07 7/2/07

15/1/07 12/2/07

17/1/07

22/1/07

24/1/07

29/1/07

Primary State School 13a:

February March

12/2/07 5/3/07

13/2/07 6/3/07

19/2/07 12/3/07

20/2/07 13/3/07

26/2/07

27/2/07

Primary State School 14a:

March May

13/3/07 8/5/07

16/3/07 11/5/07

20/3/07 15/5/07

23/3/07 18/5/07
22/5/07
25/5/07
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Primary State School 15a:

May

June

9/5/07

1/6/07

11/5/07

6/6/07

16/5/07

25/5/07

30/5/07

Primary State School 16a:

March

May

12/3/07

14/5/07

14/3/07

16/5/07

19/3/07

21/5/07

21/3/07

23/5/07

26/3/07

Primary State School 17a:

May

June

2/5/07

1/6/07

4/5/07

9/5/07

11/5/07

16/5/07

18/5/07

23/5/07

30/5/07
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Classroom Descriptions

Schools/Description | Layout | Library | Technology | Decor | Posters | Drawings
Classroom 11a Rows of | None None Basic- | None None
desks Desks
and
Maps
Classroom 12a Attempt | None None Basic- | None None
ad-hoc Desks
and
Maps
Classroom 13a Rows of | None None Basic- | None None
desks Desks
and
Maps
Classroom 14a Rows of | None None Basic- | None 1 drawing next to
desks Desks the board
and
Maps
Classroom 15a Rows of | None Nonge Basic- | None None
desks Desks
and
Maps
Classroom 16a Attempt | None None Basic- | 2 None
ad-hoc Desks | English
and Poster
Maps
Classroom 17a Rows of | None None Basic- | 2 None
desks Desks | English
and Posters
Maps
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Biodata of Frodistiria School Teachers®’ Interviewed:

Teacher 11Bf: holds a Proficiency Certificate awarded by Cambridge University.
She has been teaching at frodistiria for 12 years.

Teacher 11Bf was interviewed on November 11th 2006

Teacher 12Bf: holds a BA in English Language and Linguistics from the
University of York. She has taught at various frodistiria for 7 years. She has no

interest in teaching at a state school,
Teacher 12Bf was interviewed on Decenber 14th 2006

Teacher 13Bf: holds a Proficiency Certificate awarded by Michigan University.

She has been teaching at various frodistiria for 15 years.
Teacher 13Bf was interviewed on February 9th 2007

Teacher 14Bf: holds a Proficiency Certificate awarded by Cambridge University.
She has been teaching at frodistiria for 17 years. She is Greek Australian and finished

school in Melbourne, Australia.
Teacher 14Bf was interviewed on March 22nd 2007

Teacher 15Bf: holds a BA in English Literature from the University of Bristol.

She has taught at the same frodistirio for 13 years. She has no interest in teaching at a

state school.
Teacher 15Bf was interviewed on June 14th 2007

Teacher 16Bf: holds a Proficiency Certificate awarded by Michigan University.

She has been teaching at the same frodistirio for 17 years.

Teacher 16Bf was interviewed on June 26th 2007
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Teacher 17Bf: holds a Proficiency Certificate awarded by Cambridge University.

She has been teaching at various frodistiria for 12 years. She has travelled to the UK

many times.

Teacher 17Bf was interviewed on June 27th 2007

Dates of Observations:

Frodistirio 11Bf:

October November
9/10/06 6/11/06
10/10/06 7/11/06
16/10/06
18/10/06
23/10/06
24/10/06
30/10/06
31/10/06

Frodistirio 12Bf:
November December
14/11/06 5/12/06
16/11/06 7/12/06
21/11/06 12/12/06
23/11/06 14/12/06
28/11/06
30/11/06
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Frodidstirio 13Bf:

January February

11/1/07 12/07

12/1/07 2/2/07

18/1/07 8/2/07

19/1/07 9/2/07

25/1/07

26/1/07

Frodistirio 14Bf:

February March

21/2/07 1/3/07

22/2/07 7/3/07

28/2/07 8/3/07
14/3/07
15/3/07
21/3/07

Frodistirio 15Bf:

May June

15/5/07 5/6/07

17/5/07 7/6/07

22/5/07 12/6/07

24/5/07 14/6/07

29/5/07

31/5/07
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Frodistirio 16Bf:

May

June

28/5/07

4/6/07

29/5/07

5/6/07

11/6/07

12/6/07

18/6/07

19/6/07

25/6/07

26/6/07

Frodistirio 17Bf:

May

June

29/5/07

5/6/07

30/5/07

6/6/07

12/6/07

13/6/07

19/6/07

20/6/07

26/6/07

27/6/07
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Classroom Descriptions

Schools/Description

Layout

Library

Technology

Decor

Posters

Drawings

Classroom 11Bf

Rows of
desks

1 small
library in
the corner

1 computer

Posters
and
drawings
around
the
room.
Two
plants

5

Numerous

Classroom 12a

Rows of
desks

None

None

Posters
and
drawings
around
the
room,

Numerous

Classroom 13a

Rows of
desks

None

1 computer

Posters
and
drawings
around
the
room,

Numerous

Classroom 14a

Rows of
desks

1 used
exclusively
by teacher

None

Posters
and
drawings
around
the
TOoom.

5 drawings near
the teacher’s
desk

Classroom 15a

Rows of
desks

None

None

Posters
and
drawings
around
the
room,

Numerous

Classroom 16a

Rows of
desks

None

None

Posters
and
drawings
around
the
room.

Classroom 17a

Rows of
desks

None

None

Posters
and
drawings
around
the
room.
One
plant

Numerous
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Appendix 25

Removed Phase 1 Students’ Questionnaire

PQTHMATOAOrIO

SN RoN NON NON.-

Oa fi0eha va pabw pepikd Tpaypara yia otval

MapakaAw BAAe éva v o016 KOUTAKI TTOU COU TaIPIGLEL.

1. Eipai ayopifo Koplitotta

2. Mére dpxioeg va pabaivelg AyyAikd,;

----------------------------------------------------------------------------------------------
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3. Zav YAwooa Bpiokw Ta AyyAikd

(BdAe éva v)

AuokoAai o EOkoAa i
Atmrapaitntaf o Acrjyavra o
Eviiagépovio Baperdio

oN NoN NoN NoN RoN NN NoN NON.

Z'apéoel va KAVEIS TIG TTapaKATw Aok oEIg;

(BdAg éva v')

Na kdveig epyacieg oc opddeg;

Nai o Oxio

Na kd8eoal pe Toug cuppadnTég o€ KUKAO;

Nai o Oxi o

NpoTipdg va kdBsoai og dUAdE;
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Nai o Oxio

Na traileig raixvidakia pe 6Aa ta raidid orfiv Taén;

Nai o Oxi o

2'apeoel va douAelelg e GAAa TTauiddkia;

Nai o Oxi o

MioTevelg o Oa eloal fouxog —n Otav Kavelg opadikr] douAeld;

Nai o Oxi o

O JON BON NON.

MNoéte cag piAdel n daokdAa gou AyyAikg;

(BdAe eva v)

MNa va pag XaipeTioe! o
MNa va pag dwoel odnyleg o
MNa va e§nyroel pia aoknon o

Ma va pag paber kaivoupyleg Aé€eis o
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MNa va pag diopBwaoel o

MNa va pag eveapplivel o
Orav n Kupla oou piAdGer AyyAika

Noiwbeig dvera;

Naio Oxi o
NoIWwBeIg EvBouTIaouEVOS —N;
Nai o [0)'(}=

Z'apéoel Qa paBaivelg AyyAika;

Nai o Oxi o

Euxapiorw mou ouumrAripwoes aurd ro EpwrnuaroAdyiol!
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Translation:

Questionnaire

SN NoN NoN NON.
| would like to learn some things about youl!
Please v’ your answer.
1.lam a boyf o agirlo

2. When did you start learning English?

3. As a language | find English to be

(Please v)

Difficult o Easyis
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Necessaryio Unnecessaryio

Interesting b Boringio

ON NoN NoN NoN NoN NoN No¥. NON-

Do you like doing the following activities?

(Please v)

Do you like doing group work?

Yes o No o

Do you like being seated in a circle with your classmates?

Yes o No o

Do you prefer being seated in pairs?

Yes O No o

Do you play games with other children in class?

Yes o No o
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Do you like working with other children?

Yes o No o

Do you believe you are well-behaved when you do group
work?

Yes o No o

o JoX Yo No¥ ]
When does your teacher speak English to you?;
(Please v')
Togreetus o
To give us instructions o
To explain an activity o
To teach us new words o
To correct us o
To encourage us O
When your teacher speaks English do you:
Feel comfortable?

Yes o No o
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Do you feel excited?
Yes o No o
Do you like learning English?

Yes o No o

Thank you for completing this questionnaire!!
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Glossary of Abbreviations

AR
CLL
CLT
CPE
DoS
EFL
ELT
EYL
FL
FLL
GTM
L1
L2

NC
SLA
Ss
TBL
TL
Ts

ZPD

Action Research

Communicative Language Learning
Communicative Language Teaching

Cambridge Proficiency Examinations

Director of Frodistirio
English as a Foreign Language
English Language Teaching
English for Young Learners
Foreign Language

Foreign Language Learning
Grammar-Translation Method
First Language

Second Language

Modern Foreign Languages
National Curriculum

Second Language Acquisition
Students

Task-Based Learning

Target Language

Teachers

Young Learner

Young Language Learner

Zone of Proximal Development
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