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Abstract: School readiness can be used as a key target to support children’s social, emotional,
language, and a wide range of communication skills, particularly to promote equity for children
in a democratic society. This is especially important for Portuguese children attending early years
foundation settings, as considering “school readiness” creates a much broader educational base
for school subjects to subsequently build upon and, in particular, nurturing early years foundation
stage Portuguese children’s literacy development in English, the privileged language of international
communication. However, little is known about how the English language can be best taught at such
young ages, as well as the unique outcomes from such an early exposure, at least in the Portuguese
context. Language play has been argued to be a “universal” feature common to all human beings,
regardless of their age. This study set out to prepare young preschool children with an English
language background for the primary school years. As such, this study examined the impact of
exposing children to classroom-based storybook reading sessions and original cartoon-based created
materials, hence creating a print-referencing-style environment carried out during an academic year.
The impacts on preschoolers’ early literacy development were examined, focusing specifically on
the domain of print knowledge. The study reported here set out to determine to what extent a
play-based, cross-curricular pedagogic programme for learning English, fastened in CLIL principles
(English across the curriculum), could be effective in promoting early literacy development within
an early years setting in Portugal, thus preparing children for the formal years of primary school
to come. Fifteen native Portuguese preschool children (3–5 years old) were the focus of this study.
Their engagement in English lessons was investigated through audio recordings of peer and group
conversations. Cross-reference content analyses were carried out separately, with audio recordings of
lessons and researcher’s field notes as part of triangulation of the data.

Keywords: school readiness; English as a second language (EFL) approach; CLIL; early years
curriculum; cross-curricular pedagogy for learning English

1. Introduction

Researchers have devoted their attention to second language acquisition in early
childhood education settings (i.e., 3–5 years old) and have demonstrated that children
develop communicative skills both in their native language (Portuguese) and in their
foreign, second language (English) when surrounded by a bilingual friendly and emotional
environment [1–5].

Currently, English language education has been disseminated across most Euro-
pean countries, thus enhancing curriculum learning through two languages, resorting
to bilingual education, or through one additional foreign language. According to the
Eurydice report [6], “all or nearly all (99–100%) primary school pupils in Cyprus, Malta,
Austria and Spain learnt English as a foreign language in 2018” (https://ec.europa.eu/
eurostat/statistics-explained/index.php/Foreign_language_learning_statistics (accessed
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on 20 February 2023), and further supported by the publications from the Council of Eu-
rope [7–10]. The term “CLIL” (content and language integrated learning) was coined in
1994 by David Marsh and Anne Maljers as an umbrella term that could encompass a wide
range of situations related to “the experience of learning non-language subjects through a
foreign language” [11–15].

Similarly to the study carried out by Anderson, McDougald, and Medina [15], this
paper set out to consider the potential benefits and challenges of implementing CLIL for
YLs in light of existing research.

It highlights the relative lack of attention that has so far been directed towards learning
English in the early years foundation stage as a foreign language, thus suggesting partic-
ular pedagogic approaches that might be suitable for CLIL implementation with YLs at
different stages.

As a consequence, there is a great need for targeted teacher training, both for in-service
and pre-service teachers, since prior research also reveals the pitfalls of trying to implement
CLIL when an educational system is insufficiently prepared for the changes in focus and
attitude that it implies (and, indeed, demands).

2. Literature Review
2.1. Characteristics of Young Learners (YLs)

YLs have many different characteristics that have to be taken into account in order
to have success in learning in general but more so for language learning. All children are
unique in that they have their own culture and their ways of doing things; these are often
very different from those of adults. YLs must be appreciated in their own right. Decades of
research in the psychology of learning have helped provide a better understanding of how
YLs perform and function in classroom settings [16–19]. Notably, Piaget (1952) categorised
YLs into four developmental stages, complemented by some more recent understandings
(Table 1).

Table 1. Stages of cognitive development (Piaget, 1952).

Stage Age Range Description

1-3
Sensori-motor
(Infancy and
toddlerhood)

0–2

• Child learns to interact with the environment by
manipulating objects (Nunan, 2022)

• Linguistically: rapid growth of vocabulary; gradual
transformation to real language, from sounds
to words

• Cognitive: responds to step-by-step commands;
language skills develop rapidly during this stage

Pre-operational
(Preschool age) 2–7

• Acquisition of language
• Egocentric thinking is literal and concrete; precausal

thinking (e.g., “Why does it get dark at night?”)
• Linguistically: consolidates knowledge of the

grammatical system; by age 7, acquisition of target
grammatical system is almost complete

• Cognitive: animistic thinking; limited sense of time;
egocentric; transductive reasoning

Concrete operational
(School age) 7–11

• Developing logical thought processes and ability to
reason syllogistically; understands cause and effect

• Cognitive: able to draw conclusions; can understand
cause and effect intellectually

Adolescence 11–15

• Abstract thought; reasoning is both inductive and
deductive

• Cognitive: propositional thinking; complex logical
reasoning; can build on past experiences and
conceptualise the invisible
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2.2. Self-Regulated Learning in YLs

Much research has taken place since Piaget’s cognitive developmental stages, including
the creation of a reference framework for early years practitioners [18] and teachers of
English working with such young ages.

In addition, the development of self-regulation is key for developing children’s auton-
omy and their English language awareness [20–22]. Perry, Phillips, and Dowler (2004) [23]
argued that, although academic self-regulation studies have principally involved students
from upper-elementary grades through university levels, the number of reports on younger
learners has been growing [22–24]. In his study, Ribeiro (2016) was able to demonstrate
that, throughout her “Science Fair” project in an EYFS, it was possible to demonstrate that
the CLIL methodology is “an effective methodological approach, given that even in the
EYFS is possible to teach a subject through a second language successfully”.

The activities for teaching and learning English have been expanding in recent years
through the Bilingual Schools Programme, but only concerning primary school education
(6–10 years old).

2.3. The Bilingual Schools Programme

As a result of the introduction of the Early Bilingual Teaching Project in primary
education in 2011/2015 in a set of public schools in the continental territory, the Bilingual
Schools Programme (BSPI) was created in 2016/2017 within a partnership between the
Ministry of Education, the Directorate-General for Education (DGE), and the British Council
Portugal (https://www.britishcouncil.pt/en/programmes/education-society/bilingual-
project, accessed on 31 August 2023), which has been monitored by the Directorate-General
for School Establishments (DGEstE). This partnership targeted the creation of a specific
national framework for the provision of bilingual learning/teaching within CLIL (content
and language integrated learning) in the Portuguese educational system, based on previous
pilot-scale studies’ results, which were quite favourable to this project.

Early Language Learning and Self-Regulation

Why young language learners have the ability to surprise research-practitioners with
their own unique personalities, likes, dislikes, and interests; their own individual cognitive
styles and capabilities; their own strengths and intelligence styles; as well and their foreign
language learning outcomes is due to the fact that some of the most significant growth in
those parts of the brain is mostly associated with self-regulation and the development of the
pre-frontal cortex, which occur during the pre-school years [24]. This highlights the need
for more research on the development of self-regulated learning skills in this age group.

Joyce and Hipkins (2004) argued that, with appropriate teacher support and the
use of purposefully designed learning materials, pre-school children can start managing
foundational aspects of self-regulated learning (SRL) and can begin taking responsibility
for their own learning to varying degrees of sophistication and consistency.

Therefore, in line with previous studies [25–27], early self-regulation predicts long-
term academic achievement, such as high school and college completion (and itself consti-
tutes a critical component of academic success).

Although some studies have reported “failure” in self-regulation [18], Perry and
VandeKamp (2000) [19], as well as several other authors [28–30] have argued that the
“failures” reported in self-regulation appear to be associated with children’s difficulties in
managing the demands of cognitive and metacognitive processes when they are required to
carry out more complex and challenging tasks. Nonetheless, the same studies demonstrate
that these “failures” might rather be caused by children’s low expectations regarding their
future academic success rather than being due to a low ability to perform cognitive tasks.

Unlike the study from Berhenke (2013) [29], which mainly found children’s difficulties
in the development of self-regulation in five central aspects—routine (not following the
routine), emotion regulation (negative emotionality and lability), focus and attention (lack
thereof), impulsivity (lack thereof), positive behaviours (negative behaviours), and self-

https://www.britishcouncil.pt/en/programmes/education-society/bilingual-project
https://www.britishcouncil.pt/en/programmes/education-society/bilingual-project
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directedness (only a characteristic of high self-regulation)—in the present study, it was
found otherwise. In line with the research developed by Berhenke (2013), it is vital that
teachers are appropriately EYFS-English-trained to plan and put into practice interventions
focused on the development of self-regulation skills, instead of punishing young children’s
behaviour. Guiding teachers to understand how motivation and self-regulation correlate
may also assist them in dealing with misbehaviour and strategic learning more effectively
in the classroom, especially in a CLIL environment [11–15].

Contrasting with other European countries, Portugal does not have a tradition of bilin-
gual education across the several stages of education and, only in recent years, has started
to develop initiatives to overcome that educational “gap”. The usual practice is for students
to learn English as an additional language as they progress throughout primary, middle,
and secondary school. Although in recent years, there has been a growing number of offers
for English language teaching in primary schools for learning English as a foreign language
and even some bilingual initiatives across a few primary schools through the “Programa
Escolas Bilingues/Bilingual Schools Programme em Inglês (PEBI)” (Portuguese Ministry
of Education, 2016/2017) [31–33], this attempt to change the educational policy has not
been extended to the early years foundation stage. Nonetheless, the Portuguese early years
foundation stage curriculum advocates “entitlement to learn a foreign language” within
EY foundation settings since 1998. However, no educational policy has been consistently
implemented so far at this level of education.

Moreover, the benefits of early foreign language learning extend beyond learning
the language itself. The learning potential of young children aged 3–5 and this impact
in English language performance, at least in the first two years of primary school, has
been extensively studied by Seker (2015) [25] and Lucas et al. (2020) [17,26,29], thus
highlighting the connections between English language learning, play, and self-regulation.
Accordingly, Klimova (2012, 2013) [34] has contended that “the teaching of English to
pre-school children is undoubtedly meaningful if it meets a natural development of a child
and it is appropriate to his/her age. Moreover, it is successful if the teacher of English has
an adequate knowledge of the target language, masters relevant methodology of teaching
English to EYFS and s/he is enthusiastic about teaching young children”. Previous studies
have demonstrated the positive effect of early literacy activities—in both the native and
foreign languages—in fostering overall literacy development [25–27].

While the research on the early stages of English language learning is immense at
an international level, within the national context, there is a major research gap, with
only scarce and limited short-term studies, not demonstrating the full potential of starting
learning English from EYFS and how this impacts pupils’ performance in the first and
second years of primary school (6–7 years old). For these reasons, it is argued that young
children (EYFS) can benefit significantly from early English language learning once it is
ensured that it is put into practice through an age-appropriate approach. Therefore, in this
paper, we strongly argue that, if tasks are CLIL-based and respect the Piagetian cognitive
stages of development and if the pedagogic materials incorporate language play, self-
regulation will emerge naturally and provide EYFS children with a sense of self-fulfilment
and success, thus contributing to their self-regulation and, consequently, to a positive
impact in their academic achievement. As such, in this study, we demonstrate the “unique”
benefits of such an early exposure to English.

Therefore, this paper set out to consider what are “the most meaningful teaching
practices in teaching English” within the early years foundation stage and how can a
continuum for learning English be created for better transition to primary school, endow-
ing children with school readiness in a foreign language, considering that the current
educational situation within EYFS might potentially hold back young children in second
language learning, particularly in English, which is increasingly crucial for international
communication [30–32].
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2.4. Inspiring Principles Underlying the Design of the English Pedagogic Approach: English across
the Curriculum

The proposed pedagogic approach was designed bearing in mind that curriculum
learning through two languages implies resorting to the integrated learning of curricular
content and language, offered through content and language integrated learning (CLIL),
under English across the curriculum, which has long been recommended by the European
Commission as one of the most effective ways of learning a foreign language. Another
premise for the approach’s design was to consider sociocultural theory (SCT) as an overall
framework for the study. Overall, SCT argues that human mental functioning is fundamen-
tally a mediated process that is organised by cultural artifacts, activities, and concepts [33].
Practically speaking, developmental processes take place through participation in cul-
tural and linguistic settings such as family life and peer group interaction, as well as in
institutional contexts like schooling, organised sports activities, and work places.

Considering the children’s young age, in order to make foreign language learning
more engaging and interactive, teaching has resorted to the use of information and com-
munication technologies (ICTs; a personal computer available in the classroom). The
undeniable power of ICTs has been highlighted by Statista (2016) in aiding the teaching and
learning process to complement focus on academics and to motivate and engage learners in
the language learning process. It is hypothesised that because ICTs are popular and familiar,
learners will more easily authenticate and accept their use for formal L2 learning activities.
Moreover, the routine nature of technology in English language teaching (ELT) might afford
learners access to discourses in the L2 that are normally unrecognised and difficult to
replicate in formal instruction. Further, it has been estimated that, by 2018, “social media
would be part of the everyday lives of nearly a third of all humans, all over the planet”.
In line with this, a study on young learners by Neumann, Worrall, and Neumann [26]
demonstrated the effectiveness of touch-screen tablets in enhancing literacy skills.

This is because through the use of a foreign language to teach core subjects from the
core EYFS curriculum, such as mathematics or social sciences, pupils have the opportunity
(i) to use the language they learn without having to wait for a future opportunity to do
so; (ii) to be more exposed to a foreign language, without increasing the weekly teaching
hours; and (iii) to develop not only a meaningful and motivating learning, given the
challenge it poses for students to learn curriculum content in a foreign language, but
also their personal and educational paths as Portuguese and European citizens. CLIL
programmes include characteristics such as learners’ limited knowledge of the L2, and
the L2 curriculum parallels the L1 curriculum. Subsequently, the planned curriculum for
learning a second language parallels the content learned in the first language within the
early years childhood curriculum. As such, the planned approach for teaching English
was integrated because the participating researcher started planning from the early years
curriculum syllabus. It was designed collaboratively between the preschool regular teacher,
the participating researcher, and the learners, thus being “learner-centred” (Nunan, 1998).
A “learner-centred” approach was considered as it allowed learners to be actively involved
in the decision-making process regarding the content of the EFL curriculum. Thus, effective
teaching and learning occurs because the EFL curriculum is tailored to the needs and
interests of the learners. Consequently, if children were learning about transport within
the Portuguese early years curriculum (social studies), they would learn about transport
through the foreign language (English). Because a language is used as the medium of
assimilating new knowledge in real communicative situations, language learning becomes
more meaningful and more efficient. The L2 pedagogic approach was designed bearing in
mind the National Early Childhood Curriculum Guidelines (1998, 2016), thus establishing
cross-curricular work with key curriculum themes, such as social studies, mathematics,
literacy, and arts and crafts.
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2.4.1. Language Play, Language Learning

Another aspect worth considering when planning such pedagogical approaches is
“language play” [34–36]. For instance, for children, playing with toys is as natural as adults
enjoying playing football or running. Therefore, here, it will be considered a powerful
pedagogic means, enhancing amusing and pleasant learning experiences that promote oral
communication and interaction in English, in turn involving children in using language in
meaningful situations.

Research studies have found that there is an intricate link between phonological
awareness and two specific aspects of literacy: reading and letter-sound knowledge. To a
certain extent, the relationship between phonological awareness and reading is a reciprocal
one. In addition, studies carried out with children with speech and language difficulties
indicate that, if phonological awareness has not developed by a specific age, the child will
have severe difficulties in reading acquisition [36,37].

Svalberg [36] named such processes “engagement with language”. Whether engage-
ment occurs in classroom practice is largely determined by the level of teacher language
awareness [38,39]. In other words, the implementation of language awareness in the class-
room depends on the teacher’s ability to provide instructions that engage and support
students in their language learning process and to recognise possibilities to generate discus-
sion about language. The available literature puts into evidence that successful language
awareness practices can be identified via several instructional components, the most impor-
tant of which include talking (analytically) about language, verbalising ideas, engaging
students, and involving them in student-centred discovery and exploration.

A language awareness-raising learning environment includes aspects such as authentic
contexts, facilitating student-centred discovery and exploration, and student engagement.
Its counterpart, a non-awareness-raising learning environment, includes teacher-centred in-
struction, focuses mostly on outcomes, and often includes working with typical coursebook
exercises [40,41].

However, while not contesting the effectiveness of the “phonics approach” per se,
being used in isolation, it can quickly lead children to feel de-motivated [42]. Within this
argument, Pikulsky [43] and Allington [42] argued strongly that the phonics and the whole
language advocates are both right and that phonics is an effective way to teach children
the alphabetic code, building their skills in decoding unknown words. Furthermore,
Allington reached the conclusion that phonics instruction per se is not enough to teach
children to read. In fact, there is evidence that first-grade reading achievement is a good
predictor of later reading achievement and that children who are not reading with a degree
of independence by third grade are likely to have reading difficulties in their academic
path [43,44].

In line with the previously outlined 10 commandments for English language learn-
ing [45], in order to create/maintain “learner engagement”, in the present study, teaching
resorted to the use of storybooks, together with information and communication technol-
ogy tools (where interactive whiteboards were used to show the children videos of the
stories, thus prompting listening and reading subtitles in English). The main reason for
this is that teachers of the 21st century need to keep up with the pace of the most recent
technological developments to enhance “learner engagement” whilst supporting English
language teaching in order to apply them in the classroom. Worldwide research has shown
that ICTs can lead to improvements in students’ learning as well as better pedagogical
practices. In addition, ICTs have the potential to involve and prepare young children for
life in the 21st century [46]. Therefore, in order to involve and engage EYFS children in
English language lessons, the Leuven Involvement Scale for Young Children [46–51] was
used at each lesson to register the young children’s levels of involvement and well-being
during the implemented approach.
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2.4.2. The Leuven Involvement Scale for Young Children (LIS-IC)

The Leuven scale is a five-point scale that allows child care experts, nursery practi-
tioners, and teachers to measure a child’s emotional well-being and involvement. The
idea of emotional well-being and involvement is particularly important in early years
because it safeguards a child’s emotional development whilst encouraging engagement
for the learning development. One of the major advantages of the Leuven scale is that it
is observation-based and puts the child at the centre of their own learning. Observation
and observation-based teaching have been shown time and time again to be the most
effective method of early years development teaching. By focussing on the child and on
their mental, social, and emotional well-being, the Leuven scale ensures that the approach
does not fall into the trap of being a “one size fits all” pedagogical method that can be
blanket applied to every child. It forces practitioners to be adaptive and reactive to a child’s
needs. The monitoring process begins by observing and registering the levels of well-being
and involvement using the levels outlined below (Table 2).

Table 2. Levels of involvement in EFL lessons.

Level Involvement Signals

1 Extremely low
Activity is simple, repetitive and passive. The child seems absent
and displays no energy. They may stare into space or look around

to see what others are doing.

2 Low

Frequently interrupted activity. The child will be engaged in the
activity for some of the time they are observed, but there will be
moments of non-activity when they will stare into space, or be

distracted by what is going on around them.

3 Moderate

Mainly continuous activity. The child is busy with the activity at a
fairly routine level and there are few signs of real involvement.

They make some progress with what they are doing but don’t show
much energy and concentration and can be easily distracted.

4 High
Continuous activity with intense moments. The child’s activity has
intense moments and at all times they seem involved. They are not

easily distracted.

5 Extremely High
The child shows continuous and intense activity revealing the

greatest involvement. They are concentrated, creative, energetic
and persistent throughout nearly all the observed period.

Source: Laevers 1994: The Leuven Involvement Scale for Young Children.

The procedure is simple and can be compared to “scanning”. Practitioners need to
observe children as a group or individually for a period of approximately two minutes and
then give a score for involvement in the proposed learning tasks. It is thought that unless
pupils are operating at level 4 or 5, learning will be limited. It is also useful to observe how
well practitioners tune in to the children’s levels of well-being and involvement and that
they respond to low levels sensitively. Even a low level of well-being and/or involvement
can become a learning opportunity that can result in higher levels. If there is a consistent
low level of well-being and or involvement, it is likely that a child’s development will be
threatened. The higher the levels of well-being and involvement that an EYFS setting can
enable, the more they can add to the child’s development, in particular when it comes
to learning a foreign language (English). When there are high levels of well-being and
involvement, deep-level learning is taking place, in line with the previous mentioned
studies by Craik and Lockhart [52].

Therefore, the use of the LIS-IC allowed the researcher to interpret the data right
after each lesson, to make any necessary changes, and to cross-reference it with field
notes and the designed pedagogic approach. In addition, this qualitative instrument
allowed for analysing how involved children were in their work and their “emotional
well-being” or emotional literacy in L2 preschool classroom activities. This scale is key
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to allowing professionals working with young children to help each child reach their full
potential in terms of L2 learning. Therefore, a sample was taken from the researcher’s field
notes in order to capture how children’s well-being and involvement levels progressed
throughout an L2 preschool curriculum theme, My World—my family, thus capturing
children’s reactions, which is further described in the Results and Discussion section below.

2.4.3. Emotional Literacy

At a time in children’s lives where they move from their familiar setting and enter into
preschool, emotions, affect, and all the experiences provided to them gain a whole new
importance and meaning. As such, preschool might be considered the first institution of
socialisation after the family, which helps us understanding the essential value of affect. In
line with the findings from several studies [53–60], the affective and cognitive aspects of
language learning are inextricably attached. As a result, affect, motivation, and cognition
all contribute to intellectual development in which social and cultural contexts are integral
to the L2 learning process.

Moreover, as argued by Ogarkova, Borgeaud, and Scherer [61], there are complex
constitutive links between language and culture. Some theories advocate emotional literacy.
In this respect, Schuman [58] proposed an “affective theory”, which attributed to the early
years of life a greater social and emotional permeability to language influences than that
available in adolescence or adulthood. As such, a second language being learned might also
be considered as a way of communicating meanings and of expressing human emotions.
Thus, the second language is understood here as a means of making sense of emotions, of
“learning how to mean” [62]. This is also in line with the concept proposed by Haddon,
Goodman, Park, and Crik (56) of “emotional literacy”, focussing on the nature of second
language interactions that occur in classrooms, which is key in establishing the dynamics
among schools, teachers, and preschool children. Thus, we consider that building positive
affective bonds with a second language appears to be vital to children’s enjoyment and
interest in the language in a life-long perspective [61,63–67]. Although second language
reading and writing development has been considered to be crucial in children’s future
success in school, there are two main research gaps:

1. The lack of appropriate EYFS pedagogic approaches;
2. Understanding how an early start in learning English can prepare EYFS children for

primary school, endowing them with “school readiness”.

3. Research Methodology

The present study focused on the development and evaluation of an exploratory
programme for introducing EFL into the early years foundation stage curriculum for
5-year-old children in Portugal. This programme was developed with respect to the strategy
outlined by the Portuguese Ministry of Education for Early Years Education [31,32], given
that there are no formal guidelines from the Portuguese Ministry of Education concerning
the teaching of English as a foreign language in the early years foundation stage (the only
available advice is contained in the general “Orientações Curriculares para a Educação
Pré-escolar” as “the possibility to providing awareness to a foreign language”).

Further, when designing the pedagogic approach and action research, the relevance
of CLIL was also taken into consideration through an “English across the curriculum”
approach [33,38] and the principles the of socio-cultural theory.

A qualitative, interpretive approach [68–71] was chosen to collect and analyse the par-
ticipating teacher’s EFL practices. This approach was chosen because it seeks to understand
a phenomenon from an individual’s perspective and best facilitates the construction of an
in-depth understanding of teachers’ everyday classroom practices. The study focuses on
phonics-based teaching practices in English as a foreign language in the early years founda-
tion stage (5 years old), as well as its potential effects during the first two years of primary
school (first and second grades). This study employed an action-research phonics-based
instruction programme to aid reading development in English in the EYFS.
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Qualitative data from EYFS children were collected in Phase I through an open-ended
questionnaire, inquiring them about their previous knowledge in English. Meanwhile,
qualitative data were also collected from their notebooks from the previous year regarding
their knowledge in their native language, so it could be possible to have a starting point
to design the English language teaching approach. A test phase was also implemented,
through language-based play games, to check children’s reading abilities.

Phase II took place when the EFL teacher implemented an action-research plan, an-
chored in phonics-based instruction, to develop pupils’ reading abilities. Phase III com-
prised presenting a post-intervention, semi-structured questionnaire to the children in order
to triangulate the findings. Children’s portfolios of evidence as well as the researcher’s field
notes were also collected to monitor children’s progress within the four skills in English
language learning, alongside the lessons’ recordings and transcriptions.

3.1. Research Design

This study was carried out in an early years foundation stage setting, encompassing
children from 3 to 5 years old, which was located in a private school in the city centre,
northeast Portugal, classified as a middle-SES setting. The pupils were predominantly
from economically privileged backgrounds, and a quick survey carried out with the school
manager through student records demonstrated that the vast majority of parents worked
in the higher education sector.

Description of the Procedure

The proposed action-research programme to teach English in the EYFS targeted teach-
ing English to young learners, including with authentic storybooks, with the latter using
ICTs to maintain learner engagement, in addition to phonics-based worksheets (Table 3),
and the collection of documents containing pupils’ samples of their work.

Table 3. Phonics-based approach to teaching EFL.

Materials and
Classroom Activities

Letter and Sound
Recognition Reading Identifying Sounds in

Words

Week 1 and 2

Classroom activities
Hearing the sounds
after they have been
spoken by the EFL

Teacher/audio/song

Classroom activities
Hearing the words after the sounds have been

spoken by the EFL Teacher or audio

Practising blending techniques in simple words
(C.V.C.) (i.e., cat/boy/ink/jam/pen/sun

Identifying sounds in
words: i.e., ‘Is there a ‘c’
in ‘cat’? Where is the ‘t’?
At the beginning, middle

or end of the word?

Week 3: c k e h r md

Reviewing the
previous sounds

which have been learnt
Classroom techniques:
Sound sheets, songs,

letter games,
flashcards,

Reading classroom:
Storybooks

Week 4: g o u l f d

Whole class calling out
sounds in given word,

i.e., cat

Week 5: ai, j, ao, ie, ee or

Week 6: z w ng v little o
long oo

Week 7 and 8: y x ch, sh

Week 9 and 10: qu, ou,
oi, eu, er, ar

Practising blending 4/+ letters words

Practising consonant blends and diagraphs

Practising blending with regular words with
consonant blends

Following up words box and sound sbox activity

Introducing characters from Reading scheme
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The children arrived at the EFL teaching room on the preschool campus for a 45 min
English lesson. After introductory or feedback activities (usually recalling the previously
learned content through their English language portfolios), tasks from the pre-designed EFL
cross-curricular approach based on language play were administered to the children. They
had been previously provided with an EFL portfolio, at the beginning of the study, where
they could include all the completed tasks (usually target vocabulary worksheets), either
provided by the bilingual teacher or made by the children acting on their own initiative.
All EFL sessions were audio-recorded, transcribed, and content-analysed, which allowed
for depicting moments of foreign language learning and L2 self-regulation.

The EFL pedagogic approach carefully took into consideration the learning areas
within the early years foundation stage curriculum, such as mathematics, social studies,
and arts and crafts (Table 4). All activities were designed to be anchored in the principles
of language play [34,72–76], for instance, resorting to cartoons that children were familiar
with, such as Sesame Street, Peter Pan, and The Simpsons. As several researcher argued,
“language play is important in human life; as such it has the implications for applied linguistics
and language teaching. Therefore, language play should not be thought of as a trivial or peripheral
activity, but as central to human thought and culture, to learning, creativity, and intellectual
enquiry. It fulfils a major function of language, underpinning the human capacity to adapt: as
individuals, as societies, and as a species” [34,72–76] (Table 4).

Table 4. An integrated EFL pedagogic approach towards early years foundation stage curriculum
themes.

Early Years Foundation Stage key
Curriculum Themes

Topics Approached through the EFL
Pedagogic Approach

The world around me/social studies

• Family
• School
• Transportation
• Places

Sciences • Body
• Face

Mathematics • Shapes
• More Shapes

Arts and Crafts • Drawing
• Colours

Festivities
• Christmas
• Carnival
• Easter

3.2. Site and Participants

The private school followed the national curriculum framework and the participating
researcher directly aligned it with the action-research plan to target key curriculum themes,
such as social studies, mathematics, and arts and crafts (Table 4). The classes’ daily schedule
started with individual literacy and mathematics activities as morning work before the
regular daily classes in content areas including English as a second language as the last
taught subject, once per week, on Fridays.

The sample comprised 1 cohort of 15 EYFS children (n = 15), aged 5 years old, Por-
tuguese native speakers, who were attending a private school pioneering in offering parents
the choice of enrolling their children in learning English. The school is located in north-
east Portugal.

3.3. Research Ethics

Research ethics was complied with by obtaining children’s parents’ informed con-
sent (BERA guidelines, 2018–http://www.bera.ac.uk/publications/guidelines (accessed

http://www.bera.ac.uk/publications/guidelines
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on 20 February 2023)). When resorting to data extractions, the children’s names were
pseudonymised in order to guarantee anonymity and to thus protect children’s identity.

3.4. Materials and Methods

The materials and methods employed in this study were the action-research pro-
gramme, which consisted in a thoroughly prepared syllabus of the EFL reading programme,
resorting to storybooks complemented by ICTs (i.e., videos corresponding to the story-
books), thus delving further into a phonics-based approach, and children’s portfolios of
evidence, a research diary, and a voice recorder (Table 5). The referenced cross-curricular
pedagogic approach, anchored in CLIL principles, as children were learning social stud-
ies and mathematics in English, was applied into the EYFS setting by the participating
researcher over 33 English lessons (one academic year). English lessons took place once a
week for a period of 45 min every Friday at 16.45 pm. In addition, within the pedagogic
approach design, the teaching resorted to two main types of play:

(a) Spontaneous play, initiated by the child;
(b) Play with a “taught” condition [77].

Table 5. Content analyses’ emergent categories.

Themes/Categories Pattern Coding

Teacher Profile EYFS/Primary EFL-Trained

Effects on EYFS children

LRNRACHIEV = Learner achievement LRNRENGT =
Learner engagement LRNRACTPA = Learner active
participation effects on preschool learners
ORSKIDEV = Oral skill development PHONOLTRAIN
= Phonological training COGSKIDEV = Cognitive skills
development
EMERFLI-LIT = Emergent foreign language literacy
SHARFLLGGLEARN = Sharing second

Positive aspects of the
action-research programme

MEANLEARNG = Meaningful learning PLALEARENV
= Playful learning environment VOCAL = Vocalisations
GMBSDPR = Game-based process
USELGGAWAR = Useful for language awareness
ACSCSS = Academic success

Cross-curricular pedagogic
approach

CROSS-CURR = Cross-curricular approach
MEANLEARNG = Meaningful learning
LRGPRT = Learning portfolios
SLF-RG = Self-regulation
PLALEARENV = Playful learning environment
VOCAL = Vocalisations
GMBSDPR = Game-based process
ENGLRNS = Engaging learners
USELGGAWAR = Useful for language awareness

Recommendations

CROSS-CURR = Cross-curricular approach/CLIL
PLALEARENV = Playful learning environment
FAMFRGNLGGSDS = Familiarization of foreign
language sound suggestions
DSSNTEAL = Disseminate English as an additional
language in EYFS
LIS-IC = Leuven Involvement Scale for Well-being and
Involvement
EXP BILGED = Expand bilingual education
TTRAIN = Teacher training

The latter implied activities such as orally retelling a story and discovering their way
out of a maze, where they found vocabulary related to EYFS standard curriculum themes
such as mathematical shapes (Table 4, and Figures 1 and 2). English language learning tasks
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were planned and designed to challenge children either to experience drilling in certain
words and phrases, even using peer competition as stimuli, or to interact and communicate
in a playful context (role-playing activities as vocalisations or pretending to be the English
teacher) in order for tasks to become meaningful. These meaningful tasks could be drawing
their families; singing the English alphabet through a karaoke version of a song, thus
creating sound and language awareness; identifying the necessary mode of transportation
to travel to school; or expressing what their favourite pets were.
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3.4.1. The L2 Portfolio

Another pedagogic tool that provided EYFS children with the opportunity to take
ownership of their L2 learning was the L2 portfolio. This allowed an interaction between
the L2 teacher and children’s parents, thus putting into practice the European principle
of learning how to learn. This represented an opportunity for children’s self-study and, in
turn, self-regulation. Indeed, this is in agreement with the literature related to portfolios
as being “a collection of personal and intellectual experiences, thus leading to high-order
thinking skills”. Recent studies have reported that “portfolio keeping in EFL writing is
beneficial to the improvement of vocabulary and grammar knowledge, reading and writing
skills” [78–81] EYFS children were able to produce clear written “productions”, which, in
our own view, are “outstanding”, considering the scarce amount of time spent learning
English at school (45 min per week). As such, it was found that learning portfolios are
equally strongly emergent literacy enhancers for preschool children.

3.4.2. The Use of Information and Communication Technologies

Teaching has resorted to the use of interactive information and communication tech-
nologies [79,82], through the use of child-friendly PowerPoints, where children could watch
videos of the storybooks they read in English. These were considered suitable for this
age group, as they had the capacity to involve, motivate, and engage learners within EFL
tasks. For instance, learners had to recall the words for each of the family members in
English as they “popped-up” on the screen. The following description of an “interactive
task” includes the group of participating children carrying out the problem-solving task of
helping a separated family to reunite (Appendix A).

Interactive Task: An interactive PowerPoint was prepared beforehand and presented
in the preschool classroom on the screen of a personal computer. The PowerPoint script
was based on a “make-believe story”, resorting to relatively familiar cartoons. Children’s
help consisted of remembering the English words for each of the family members (mother,
father, sister, brother, and baby sister) in the story in the L2 case and calling out the words
in English, in order to reach a happy ending, which was the family being all together.
While watching the video, the bilingual teacher fostered children’s interactions, so they
could use the second language. As children orally completed the gaps in the story, this
activity allowed for oral and cognitive skill assessments. The PowerPoint structure was
(1) family picture; (2) family picture + pets (3 times); and (3) family members appearing
individually (father, mother, sister, and brother) and pets (dog and cat), and then the
youngest family member (baby sister). Afterwards, in the presentation, there was a means
of transportation (car). All of these also aimed to test children’s categorisation abilities.
Each element of the story appeared smoothly on the computer’s screen, and for example,
when the car appeared, children were able to identify a “red car”, thus identifying its colour.
The PowerPoint was considered suitable as it prompted oral interaction and an “informal”
way of assessing children’s learning. It should also be mentioned that the children were
very pleased, as the used cartoons were cartoons they enjoyed watching on TV.

3.4.3. Other Relevant Procedures

The bilingual teacher’s voice was always affable, and their voice was constantly raised
and lowered to keep the children engaged in the story and to not feel pressured by the
assessment. Moreover, throughout the 45 min, they were constantly engaged in the English
learning activities. These could be listening; oral production, i.e., singing songs or karaoke;
or listen, look, and match exercises. Therefore, the entitlement to a childhood was preserved,
and everything was carried out based on language play. It was mostly guided play by the
teacher, but there were instances in the data where spontaneous play was initiated by the
child. The portfolio was used to save the worksheets, containing, for instance, read and
match exercises. This was sometimes used as a pedagogic tool to recall/prompt feedback
from previous lessons. In line with the published research by Kerckhaert, Vanderline, and
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van Braak [47], “ICT use with preschool children supports content learning as well as
individual learning needs”, which is strongly related to the achievement of pre-schoolers.

As can be observed in Figure 1 below, prompts were embedded in the worksheet in
thought bubbles such as “I can remember the.?”, which was completed orally in English
with the target word by pronouncing the name of the mathematical shape properly. Another
interactive prompt was “How do I say. . .?”, to which the children completed the sentence
with the target word/shape.

Afterwards, the children pretend played with their peers using the prompts provided
to “interact” with the cartoon. This might help explain the finding that the children
could retrieve and recall information related to L2 curriculum themes in the long term.
Therefore, as the children gradually became more confident with the second language,
their levels of oral interaction improved significantly, which leads us to the consideration
that the development of self-regulatory processes and early EFL performance are closely
interrelated. It should be highlighted that all the activities were play-based, considering the
children’s young age. As such, all the EFL activities, although having an intended learning
outcome, were achieved through “guided” play, with activities guided by the EFL teacher
(Figure 1).

Thus, the L2 pedagogic activities represented opportunities for children to “pretend”
play and also “taught” play, both found to be helpful in the process of L2 learning, self-
regulatory, and metacognitive processes.

Similarly, if in the literacy classes, they were learning the alphabet, they would learn
the alphabet song in English. Further details are provided in Table 4. In addition, if in the
social studies/sciences classes, they were learning “The World Around Us: Farm Animals”,
they would learn them in English. There was also an emphasis on developing children’s
English language skills, attempting to gather the EYFS Themes and the British Early Years
Foundation Stage framework (UK Department of Education, 2014) (Table 4 and Figure 2).

For instance, in Figure 2, it can be clearly observed that, besides orally learning the
names of the farm animals in English and helping a baby cow find the way out of a maze,
the children practised their mathematical skills whilst learning English.

The gathered data came to show us that these playful strategies were helpful in the
language learning process and provoked long-lasting learning effects, in line with the depth
of processing hypothesis [52].

4. Results and Discussion
4.1. Data Analysis

The EFL pedagogic approach itself, the researcher’s field notes, the learners’ portfolios
of evidence, and the teacher’s assessment protocols were considered as documents and
were therefore included in the content analysis procedures. The unprocessed data went
through a systematic process of initial and refined coding; each piece of raw datum was
assigned a code and then analysed through a system of thematic and categorical analysis.
Coding and categorising data began with “open coding”, aiming at discovering, naming,
and categorising the phenomena. This approach has been well documented by Strauss and
Corbin [71] and by Miles and Huberman [69], which suggests a “provisional start list of
codes” drawn from research questions, hypotheses, and/or key issues that the researcher
brings to the study. The strategy of applying content analysis procedures was defined by
Julien [70] as “the intellectual process of categorizing qualitative textual data into clusters
of similar entities, or conceptual categories, to identify consistent patterns and relationships
between variables or themes”. Therefore, content analyses provided insights as well as
in-depth understanding of the implementation and monitoring of this study (Table 5). To
ensure validity of the data, Creswell’s guide [68] was followed:

1. The data were organised and prepared for analysis. This involved transcribing the
lessons, scanning the material, typing up the notes, and arranging the different types
of data.
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2. The data were all processed. They were read first to obtain a general sense of the
meaning of the sets of information and then to reflect on any emerging global inter-
pretation to obtain a first impression, from the ideas and the overall depth. Notes
were made on the side margins. Field notes and a research diary were kept.

3. A coding process was instituted by organising the material into segments of text
before assigning codes to the content. Creswell further suggests that, when coding,
researchers should code what readers expect to find based on the past literature and
common sense, code what is surprising, and code for the unusual. The data of this
study were hand-coded, and colour schemes were used.

4. How the description and themes will be represented in the qualitative narrative was
decided.

5. An interpretation was made, or the meaning from data was derived, including ques-
tions about the lessons learnt and the information gleaned from the literature that
confirm or diverge from those interpretations.

4.2. The Application of the Leuven Involvement Scale for Young Children (LIS_IC)

As per the emergent codes in the data analysis procedures and as mentioned in the
Research Methodology section, the internationally used instrument, the Leuven Involvement
Scale for Young learners (LIS-IC), developed by Ferre-Laevers (1994) [48–50], was adapted to
monitor children’s involvement within EFL themes. Children listened to the teacher’s task
instructions, and their involvement was monitored through the LIS-IC adapted protocol
and audio-recorded to cross-check the findings. This is a five-point rating scale and a
unique, known instrument especially designed to be applied with preschool children in
order to assess their involvement and well-being in their preschool daily activities. Thus,
it was found to be suitable for the present study, in that, per our view, children should
always feel involved and that their well-being is considered, a positive attitude towards the
experience of learning a new language.

As can be depicted from the researcher’s field notes, the children’s involvement and
well-being levels across the EFL theme were progressively higher. Therefore, the children
evidently experienced increasing involvement, starting with involvement at a 4.0 level
and then increasing up to the 5.0 level, which means increases in total concentration on,
implication of, and involvement in the proposed activities. Thus, it can be argued that
children’s high levels of involvement can be interpreted as a synonym of emotional well-
being. It is our view that this finding contributes to the argument of the unique attitudinal
features of young children being exposed to languages as early as possible, as involvement
or engagement might diminish considerably with an increase in age [48–50] As such,
children would happily leave their playground setting and joyfully attend an English
lesson. This certainly implies that children’s involvement and well-being can be considered
to be interrelated with the emotional and motivational regulation proposed in the analytical
model of self-regulation [75–78].

Involvement, Well-Being, Language Play, and EFL Language Learning

The findings also suggest that L2 language play, added to a planned scaffolded learn-
ing environment, appears to be a major contributor to the learners’ self-regulation and
emergent L2 skill development (i.e., emergent reading and writing behaviours), impacting
the landscape of consciousness and emotion [54–60]. The L2 pedagogic strategy consisted
for example in one word or two-word phrases, whose linguistic meaning emerged from
its connection with reality such as children’s names, their home environments (i.e., their
family) and the world around them (i.e., means of transport and colours).

The playful character of the L2 approach also helped children in acquiring some L2
basic structures, different from their native language. For example, the adjective–noun
pattern in the two-word phrases followed the English syntactical pattern. This situation
represented a contrast with children’s native language in that the Portuguese syntactical
order is 1—noun (“carro”) + 2—adjective (“vermelho”), thus carro vermelho (2—adjective),
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whilst in English, the order is (2—adjective) red car (1—noun), and the adjective precedes
the noun. These were useful in helping children answering questions such as “what’s this?”,
where children would reply “it’s a red car”. This language feature, in which the L2 words
are mapped onto an unknown grammatical structure, differently from children’s L1, in our
own view, prepares children with the necessary background for L2 academic achievement.
This awareness of the specific features of the “new” language was thought to be beneficial
because success in the assessment phases required generalisation of learned associations
into new visual contexts, therefore identifying the correct visual target, involving more
than a mere “translation process”.

As previously mentioned, one plausible justification for this engagement within the
language is the playful character of the L2 cross-curricular approach (i.e., make-believe
play). L2 playful learning was further found in teacher’s and learner’s vocalisations as well
an in listening/singing L2 songs. Furthermore, certain classroom actions such as pretend
play (pretending to be the teacher) and the use of a mascot provided opportunities for
second language use, thus putting in evidence playful learning. This is another echo of
research studies related to the effects of play, reaching the conclusion that “play impacts
upon self-regulation as well as in the metacognitive processes” [78,79]. The development
of children’s self-regulatory abilities is essential because they have been considered to
be both profound and long-term and as background tools for children’s academic school
readiness [79,80]. This occurred when children pronounced L2 target vocabulary with
a high or low tone of voice and when attempting to sing songs in English. Therefore,
providing children with repeated experiences for modulating their EFL oral performance
with the aid of music and songs, with a certain rhythm and rhyme pattern (i.e., Hello,
how are you? Mother, father, sister, brother?/Hello, how are you? Are you happy? Are
you sad? Hello, how are you?) might be considered a good exercise for young children’s
emerging L2 self-regulatory skills. Previous studies have found evidence that play impacts
self-regulation and metacognitive processes, and as a consequence, its effects emerge most
clearly in tasks and aspects of development that involve problem-solving and creativity,
rather than simpler recall and non-strategic learning [81–83]. As such, children evidently
showed an ability to recall EFL content, thus putting into evidence long-term memory skills.

English language learning self-regulatory behaviours were emergent and identified
from audio-recorded data and in researcher’s field notes during L2 tasks inside and outside
the preschool classroom (Table 6). This is in line with the paper from Artherton and
Nutbrown (2016), where the authors highlighted that the place of mental activity in learning
relies on the fact that “the infant’s mastery is organised and purposeful, even if it is not
obvious to us”. Many of the identified events showing the richest evidence of L2 self-
regulatory behaviour were playful but also involved children in collaborative problem-
solving, which required them to reflect upon and talk about their own thinking or activity
in line with the L2 metacognitive regulation presented by Pino-Pasternak (2006) and further
developed by Whitebread and colleagues (2009) (Table 7).

For instance, children, going through the pages of their portfolio, stated: “you know
teacher, we can say all the vocabulary we learned in English until now. Do you want to
hear me?” Other instances of children taking up the initiative of “demonstrating previously
learned vocabulary” was depicted in the researchers’ field notes, audio recordings, and
lesson transcription, which shows their self-regulatory behaviours in the foreign language.
The deeper analysis of these data was in agreement with the perspectives that second
language play impacts L2 self-regulation and metacognitive processes. Thus, we present
some data excerpts to illustrate the types of emergent self-regulatory behaviours, supported
by relevant literature along with interpretations and further elaborations from the author.
It should be highlighted that, before starting attending English lessons, children had no
other contact with the foreign language, which is why the descriptive analysis of the data is
particularly significant. In addition, it should also be taken into account that English lessons
only took place once a week, on Friday afternoons. Consequently, it is worth looking at
the descriptive analysis of the data, where several dimensions from self-regulation can be
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found, but especially metacognitive regulation, thus putting into evidence children’s ability
to reflect on their own cognitive/learning processes. In support of our view, we further
include transcribed excerpts of each type of metacognitive regulation.

Table 6. Emergent self-regulatory behaviours.

Observed Activity Analysis

Children: pointing to each page of the English
learning portfolio, matching each of the
pictures to the corresponding target words:
This is the mother, this is the father, this is the sister,
this is the brother and this is the baby brother. I also
know the words we have learned about breakfast:
cereals, cookies, milk, cheese, ham, butter.

In this observation, a familiar strategy,
counting, is applied to a new situation.
The cognitive process is supported by the non-
verbal gesture of pointing and verbalise EFL
learning/target words.
Control and regulation: applies a previously learned
strategy to a new situation, in this case supported
using a non-verbal gesture together with verbal
interaction

After going through all the pages of the
portfolio, children smile broadly and say:
There! You know, teacher, we have taught these
English words to our parents too and now we all
talk in English at home!
Our mom and dads were surprised that we “can
actually talk in English” and loved it!

The pleasure in having demonstrated to the
EFL teacher their ability to recall previously
taught content and to correctly pronounce
words in English is evident in the tone of their
utterance, an interpretation supported by the
use of facial expression.
Emotional/motivational monitoring: expresses
awareness of positive emotional experience of a task
The second element to the utterance also
indicates that the outcome of the task has been
evaluated in relation to the intended goal and
has been deemed to be successful.
Reflection and evaluation: evaluating the quality of
performance

Table 7. Analytical model of self-regulation.

1 Metacognitive knowledge (Flavell, 1987)
The individual’s knowledge about personal,
task, and strategy variables affecting cognitive
performance.

2 Metacognitive regulation (Brown, 1987)
Processes taking place during ongoing
activities involving planning, monitoring,
control, and evaluation.

3 Emotional and motivational regulations
(Zimmerman, 2000)

The learner’s ongoing monitoring and control
of emotions and motivational states during
learning tasks.

5. Descriptive Analyses of the Data
5.1. Metacognitive Knowledge (Data_Excerpt_1)

Teacher (L1): What had I asked you to draw in the comic strip?
Children (L1): To draw.
Teacher (L1): Right, but what had to be there?//
Anne (L2): Father, mother, sister, e [and] brother.
Teacher (L1): Things we had learned, such as?
Children (L2): Shapes.
T (L2): Shapes. What are shapes?
Vicky (L1): Figuras geométricas.
Teacher (L2): Very good.//(L1) Very well, Vicky. Vicky has been paying attention in

lessons. Congratulations!
Mary (L2): E [and]. . . (L2) transportation.
Teacher (L2): Transportation.
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John (L2): E [and] family.
Teacher (L2): Family.
Teacher (L1): What (L2) transportation (L1) have we learned? Do you still recall?
Children (L2): Car.
In the above excerpt, learners were aware of their L2 knowledge and also of the tasks

and strategies helpful in the L2 learning process, thus recalling the content from the topics
approached through the EFL pedagogic approach and providing that information to the
L2 teacher. First, the learners were willing to show that they were able to recall what they
have learned in English, thus highlighting their cognitive performance. Second, they were
enthusiastic in showing the L2 teacher that they are able to recall L2 content after several
weeks without English input on a specific curriculum theme. Therefore, the children were
putting into evidence both cognitive and metacognitive knowledge in the sense that not
only are they able to show good cognitive performance but also, they are equally able to
reflect upon their own L2 learning strategies and are conscious of them. Therefore, we
consider the learners as carrying out intentional learning [84]. This consciousness has been
identified in the literature as a synonym of awareness, thus being the precursor of second
language acquisition (Schmidt, 1990).

5.2. Metacognitive Regulation (Data_Excerpt_2)

Teacher (L1): Now, we are going to do a game that is called (L2) “role-play”. I choose
one of you; one of you pretends to be the teacher and teaches me the members of the family.
Mary is going to start. I do not know the members of the family; you are going to teach me.

(Learner turns the worksheet to the L2 teacher, starts pointing left to right to the
corresponding character in it and starts describing the picture.)

Mary (L1): It’s the (L2) father, brother. . .//
L2 teacher (L1): I have to repeat, say it again.
Mary (L2): Brother, mother, sister, . . .
(As audio recordings are not as potent as video recordings, in order to ensure that the

learner actually knew the L2 content, the L2 teacher made an attempt to puzzle the learner.)
Teacher (L1): So, the (L2) sister (L1) is the (L2) mother, (L1) is it?!
Mary (L1): No, it’s the (L2) sister! (Não, é a mana).
Teacher: And, the (L2) father (L1) is the (L2) brother?!
Mary: No, it’s the father! (Não, é o pai).
Teacher (L1): And, how do we say (L2) brother?
Mary (L2): Brother!
This excerpt allows us to discern that the learner was able to plan, monitor, control,

and evaluate her own L2 learning. She had to plan how she would perform the role of
the teacher. In order to do that, she had to monitor her own L2 learning and to be very
confident in it. Then, when the L2 teacher attempted to confuse her, she took control of her
learning and of the task of teaching the L2 teacher. While carrying out all these tasks, the
learner was carrying out an implicit evaluation of L2 learning. Therefore, we consider this
to be a clarifying example of L2 metacognitive regulation.

5.3. Emotional and Motivational Regulation (Data_Excerpt_3)

Teacher (L1): And, how do you say (L2) star, Miss Anne? ~
Charles (L1): I know!
Teacher (L1): Then, you can say it.
Charles (L2): Star!
Teacher (L2): Star! Very good!
Charles (L1): I said (L2) star!
Anne: (L1) I knew it! The (L2) star (L1) doesn’t get out of my little head!!~
The above excerpt might be considered as involving both emotional and motivational

regulation in that the two children are interacting with the L2 teacher. The first example is
when a learner to whom the teacher had not requested to participate has enough intrinsic
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motivation to monitor and express her L2 knowledge. The second example comes through
the use of the terms “little head” by Anne when referring to the word “star”. By resorting
to the use of an emotional tone of voice and tender terms to refer to an L2 word, she is
actually establishing control of emotions during the learning tasks.

This finding resonates with the conclusions from studies related to affect and language
learning. In their study, Burkitt, Barret, and Davis [60] explored the matter of children
expressing emotions through their drawings and the colours they use. Thus, if we focus
on the colours used in the L2 tasks, the children showed a tendency to use bright colours,
therefore expressing positive emotions in relation to the second language. In addition,
Pavlenko (2005, 2006), and Bown and White (2010) established clear connections among
affect, emotion, and language learning. As such, emotional well-being, motivational
regulation, and involvement are terms that appear to be closely related also in this study.
As such, these lead us to a deeper analysis of the concept emotional literacy. This, we
believe, is related to the key role of enhancing positive emotions, through for example,
the teacher and the learner’s vocalisations, which has been a recurrent finding throughout
the data analysis. The data make us consider that “affect” and emotion have increased
value in the second language learning process. Paraphrasing Ogarkova, Borgeaud, and
Scherer (2009) [64], there is a fundamental human need to express affect. Therefore, the use
of emotional terms (i.e., “my little head”) serves as the conceptual glue that ground the
acquisition of emotion categories throughout infancy and childhood.

L2 portfolio effects in EFL learning: Another instrument used to analyse children’s
potentially emergent L2 self-regulatory processes was the analytical model of self-regulation
in order to verify if the emergent self-regulatory behaviours in the foreign language match
the categories previously outlined by Pino-Pasternak (Table 7), regarding metacognitive
knowledge, metacognitive regulation, and emotional and motivational regulation.

As discussed in the Literature Review section, portfolios have been reported as having
“positive impacts on students’ literacy and self-regulated learning skills when the tool is
used regularly and integrated into classroom instruction” [85,86]. In the present study, the
fact that children could keep their portfolios and take them home fostered family literacy
practices and enhanced their willingness to write, as children are aware that pictures
have written representations. As such, the portfolio was a powerful “emergent literacy”
enhancer. Children could include all the materials used in the English lessons and were
allowed to take them home as long as they would bring them in the following lesson, in
order for both the teacher and the learners to be able to establish feedback during the L2
lessons, thus enhancing EFL content recall. The opportunity to take their moments of L2
learning into the privacy of their homes allowed for many joyful moments within their
families, as children would apply classroom instructions and greetings such as “sit down,
please”; “hello”; “good morning”, “good afternoon”, and “goodbye”, whenever they found
it appropriate. These attitudes may also be interpreted as sociodramatic play. As such,
added to the fact that the L2 portfolio represented an opportunity for self-reflection, it also
prompted L2 spontaneous language use, whether the setting was the preschool classroom,
the playground, or the children’s homes.

Moreover, the L2 portfolio certainly held a key role not only in developing self-
regulatory and metacognitive skills but also in fostering learners’ emotional literacy through
a portfolio-based philosophy. In addition, it allowed for a unique dynamic between the
teachers, the EYFS children, the EYFS practitioner, and the children’s parents. This might
be closely intertwined with the enhancement of independent, autonomous, self-regulated
learning [87] in that the use of portfolios with young children put together the view that
knowledge is something socially built and a tool that allows learners to be authentic creators
of their own knowledge. Therefore, the use of this pedagogic tool has made it possible to
capture L2 learning efforts and learning moments. As such, it represented an opportunity
to enhance self-regulatory, metacognitive behaviours, while allowing children to express
themselves “freely”, for example, in their first attempts in writing.
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Furthermore, the children felt that the L2 portfolio was something “unique”, where
they could see their L2 learning progressing, thus providing them a sense of pleasantness
and achievement.

Pleasantness has been one of the dimensions listed by Scherer [45] and has also been
observed during English lessons and especially when learners shared their learning with
their peers and families. This dimension is also linked directly with Portuguese preschool
key curriculum themes in terms of “highlighting the pleasure of learning”, therefore
providing conditions for children’s language learning success [Portuguese Ministry of
Education, 1997]. Further, Scherer listed other dimensions in which appraisal of motivation
can be made, including “novelty/familiarity”, “goal relevance”, “coping potential”, and
“self and social image”. In our study, the “novelty” might be the new language young
learners are being exposed to. At the same time, the “familiarity” reaches learners through
the EYFS key curriculum themes chosen for the L2 cross-curricular pedagogic approach
such as mathematics or social studies.

As for “goal relevance”, it relates to learners’ ability to express the purpose of learning
a second language, which in turn triggers their own motivation. Thus, learners are aware
that attending English lessons is important because they will learn “how to speak like the
British do”. Therefore, children are making their first attempts to communicate in a second
language.

Regarding the fifth dimension, “coping potential, self and social image”, the experience
with a new language provided learners with more self-confidence and a better social image,
when for example, one of the learners was even able to improve his mother tongue learning
after being exposed to the second language. So, if we bear in mind these dimensions
proposed by Scherer, the L2 pedagogic activities implemented in the EYFS setting mainly
targeted the provision of a lively L2 oral interaction and language play, thus providing
“pleasantness” and a wish to share their learning.

Within the positive outcomes emerging from this study, we consider that the specific
case of “Charlie” is of an illustrative character, considering that at the beginning of the study,
he was a very shy 5-year-old boy with pronunciation difficulties in his native language. As
can be observed in Table 8, the following actions were somehow surprising:

(a) He started competing with his peers, wanting to show that he was equally able to
perform well (effect on self- and social image);

(b) His parents told the English teacher that he took his language portfolio home to
study what he had learnt; thus, if there was something he could not recall, he would
ask his parents and become very annoyed by their inability to help him (goal rele-
vance/pleasantness);

(c) His early years teacher reported that he had made remarkable progress in his native
language development after he started attending English lessons (positive effect on
native language development).

Table 8. L2 portfolio as a pedagogic tool for self-regulation and spontaneous language use.

Data Excerpts from Reseacher’s Diary (“Charlie Example”)

(1) Direct influence of the L2 portfolio
Parent: “we have noticed at home that Charlie is much engaged in learning English. He goes
through his English portfolio and starts doing his ‘self-study’. And, you know, he wants to
remember everything he learns in English. Then, he goes through his portfolio and starts
hing me”.

(2) Influence on learning of other subjects and native language development
Early years practitioner: “Charlie has improved a lot in all academic subjects since he started
attending English. He’s much faster in doing tasks, in thinking. And his pronunciation in his
native language has improved too”.
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This specific case and others we have used across this paper might be considered
linked to affective bonding with the English language, in line with “emotional literacy”
theories. It is also worth considering that the EFL pedagogic approach proposed might have
worked well as a representative of the language being taught, as well as of that culture.

In addition, the teacher herself was perceived by learners as representative of “English”
and of “the English time”. Every time the teacher appeared; learners would comment
“look! English has already arrived!” or “It’s English time”. If the teacher had to go to the
preschool at any other day of the week, they would think it was “English time” again and
expressed sadness when they were told that “it was not English day”.

5.4. Language Play, Language Learning

In line with the theoretical framework of “language play, language learning”, proposed
by Cook [34], the English language curriculum paralleled the L1 curriculum with a focus
on meaning-making, using the National Guidelines for the Early Years Foundation Stage
Curriculum [Portuguese Ministry of Education, 1997, 2016] as a starting point for exposing
children to English. For instance, if children were learning shapes within mathematics, they
would learn shapes in English. As can be seen in Figure 3, children were presented with an
activity that consisted of a maze where the condition to progress was to orally pronounce
the name of the mathematical shapes correctly. Therefore, by helping a cartoon to recall the
names of some mathematical shapes, “regarding that he could not recall them all” (pretend
play), a deep learning level was enhanced.
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By doing so, when helping a cartoon to remember, children were not only resorting
to pretend play but also were using cognitive strategies to recall content, thus increasing
children’s involvement with the task and, at the same time, carrying out metacognitive
regulation. This is in line with a previous study by Lucas, Hood, and Coyle in their paper
on emergent literacy (2020) [17] and studies by Craik and Lockhart (1972) [52] regarding the
ability to recall content for long periods of time. This ability, also known as the “depth of
processing hypothesis”, advocates “levels of processing effect”. These describe the memory
recall of stimuli as a function of the depth of mental processing, which is emergent data
from the present study. On the other hand, “shallow or surface processing” provides only
a fragile memory trace, susceptible to rapid decay (Figures 3 and 4). However, preschool
children’s portfolios proved otherwise, and the developmental pattern was according to
the model proposed by the authors.
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The Depth of Processing Hypothesis

To the best of our understanding, the English portfolio was certainly the pedagogic
tool that allowed children to move from shallow processing to deep processing and to
“encoding” (Figure 5), which helps explain why the EYFS children remembered what had
been taught session after session.
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6. Conclusions

The present study firstly set out to investigate the following:

(a) To what extent can an “innovative”, cross-curricular EFL pedagogic approach be
effective in enhancing English language learning and self-regulation within an early
years setting?

(b) How can previous international research and the present study contribute to early
years teachers of English/practitioners’ continuous professional development but
counteract the “uninformed” view that children “are too young to learn English”?

Although much previous international research has analysed early years foundation
stage children’s literacy development and self-regulatory behaviours, few studies have
addressed the role of a second language pedagogic approach in developing children’s
self-regulated behaviours at a national context (Portugal).

This paper has reviewed some of this evidence and related theories as well as presented
the authors’ own research study, focusing on children’s involvement in L2 language play
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in supporting the development of self-regulatory skills. Therefore, carefully listening to
children in order to understand how their self-regulatory processes evolve can significantly
help early years foundation English language teachers to interact more productively in L2
playful contexts.

Therefore, the present study intends to be a valuable contribution to how to teach En-
glish within the early years foundation stage while being used as a continuous professional
development pedagogic tool for English language teachers, thus filling a research gap in
a setting where there is currently an absence of foreign language education programmes
as well as of continuous professional development opportunities. In addition, the present
study also sheds light on the potential of such young children to learn a foreign language,
on top of the development of less evident skills, namely self-regulatory behaviours, thus
demonstrating that children “are not too young to learn English”.

Similarly, it can be argued that it is possible to enhance self-regulatory behaviours
in preschool children through EFL oral performance, resorting to L2 playful learning
environments and L2 portfolios. The positive effects observed throughout the academic
year led us to consider that the EFL pedagogic approach, CLIL-aligned, holds the potential
of being an extremely positive experience for monolingual preschool children, even when
bilingual education does not exist in the school educational system, as in the case of
Hungary [66] and Portugal.

In addition, in agreement with European premises, this study presented an opportu-
nity for children to develop L2 “learning how to learn” skills, thus self-regulating their
learning strategies, simultaneously preparing them with L2 background skills to achieve
academic success throughout the primary school years ahead. Although the small size
of the sample can limit the generalisation of the findings, we believe that these results
have strong implications for early years foundation stage settings, childhood education
practitioners, as well as policy makers in terms of introducing foreign/second language
opportunities in early childhood education settings. Further, children from socioeconomic
disadvantaged settings could benefit from such early EFL approaches in that it could di-
minish children’s self-regulatory difficulties and thus improve children’s English language
learning and L2 social skills, while enhancing democracy in childhood education.

7. Limitations of the Study

This study has certainly set out a viable path for English language learning within
an EYFS monolingual setting, where the official language is Portuguese, simultaneously
advancing EFL innovative practice, inspired by language play, and fostering self-regulation,
but some limitations need to be acknowledged.

The first is the small size of the sample, which can limit the generalisation of the
findings. Nonetheless, the current results are encouraging and create a course for fu-
ture research. As such, future research studies could be carried out with the following
conditions:

(1) A similar study with a control group who learned English since preschool should be
started, the children should be followed-up with throughout primary school (until the
end of Year 2, when the children are 7 years old), and their intended learning outcomes
should be measured at specific times throughout their schooling, with midterm and
end-of-term assessments;

(2) A second group, monitored since preschool and not exposed to an English language
curriculum should be followed-up with, and their outcomes should be monitored
when they formally start learning English (until the end of Year 2, when the children
are 7 years old).

It is certainly encouraging to see the present qualitative findings and that it is actually
a European tendency to provide good-quality (and in many cases, free) EFL education
to children in the years before they enter formal education at the primary level. It is also
heartening to see that many countries across Europe have in mind the aim to provide foreign
language learning experiences as one of the key elements of a pre-primary curriculum.
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What is less positive, however, is the lack of “consistently” available English pedagogic
approaches at the national level, how the existing approaches in Europe are being imple-
mented, what the curricula being offered entail, the success of FL (English) programmes,
and the nature of teacher education for teachers of English at pre-primary levels. This
absence of general information creates a number of potential problems in this area.

Therefore, this study represents an attempt to address that “gap” by contributing
with some principles and practices, which put into evidence that it is certainly worthwhile
and viable to provide EYFS-stage children with the entitlement to learn English as a
foreign language.
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Figure A1. Interactive PowerPoint related to preschool curriculum themes: “family”; “pets”, “trans-
port”, and “colours”. (A) Slide 1: mother, father, baby sister + dog, cat; (B) slide 2: mother, father,
sister, brother, baby sister + dog, cat + car + red; (C) slide 3: mother, father, brother, sister, baby
sister; (D) slide 4—superhero is going to save the family; (E) slide 5: baby sister is thinking of her. . .
(mother); sister is sad, thinking of her. . . (father), (mother), and (brother). But, superhero is going to
save them all as long as you [learners] call out their names in English.

References
1. Paradis, J. English second-language learners in preschool: Profile effects in their English abilities and the role of home language

environment. Int. J. Behav. Dev. 2014, 38, 342–349. [CrossRef]
2. Ferjan Ramirez, N.; Kuhl, P. The brain science of bilingualism. Young Child. 2017, 72, 38–44.
3. Ferjan Ramirez, N.; Kuhl, P. Bilingual Baby. Foreign Language Intervention in Madrid’s Infant Education. Mind Brain Educ. 2017,

11, 133–143. [CrossRef]
4. Ferjan Ramirez, N.; Kuhl, P. Early Second language through SparkLing TM: Scaling up a Language Intervention in Infant

Education Centres. Mind Brain Educ. 2020. [CrossRef]

https://doi.org/10.1177/0165025414530630
https://doi.org/10.1111/mbe.12144
https://doi.org/10.1111/mbe.12232


Educ. Sci. 2023, 13, 949 26 of 28

5. Nikolov, M. ‘Why do you learn English?’ ‘Because the teacher is short.’ A study of Hungarian children’s foreign language
learning motivation. Lang. Teach. Res. 1999, 3, 33–56. [CrossRef]

6. European Education and Culture Executive Agency. Key Data on Teaching Languages at School in Europe. Eurydice Report.
2023. Available online: https://op.europa.eu/en/publication-detail/-/publication/e0f69418-d915-11ed-a05c-01aa75ed71a1
/language-en/format-PDF/source-283957218 (accessed on 16 August 2023).

7. Council of Europe. Common European Framework of Reference for Language: Teaching, Learning, Assessment; Cambridge University
Press: Cambridge, UK, 2001.

8. Council of Europe. White Paper on Education and Training. Teaching and Learning towards the Learning Society. 1995. Available
online: www.europa.eu/documents/comm/white_paperspdf/com95_590_en.pdf (accessed on 5 April 2010).

9. Council of Europe. Guide for the Development of Language Education Policies in Europe; Council of Europe: Strasbourg, France, 2007.
10. Council of Europe. White Paper on Intercultural Dialogue; Council of Europe: Strasbourg, France, 2008. Available online:

www.coe.int/t/dg4/intercultural/Source/White%20Paper_final_revised_EN.pdf (accessed on 24 June 2010).
11. Curtain, H.A.; Martínez, L.S. Elementary school, content-based foreign language instruction. In Foreign Language Education: Issues

and Strategies; Padilla, A.M., Fairchild, H.H., Valadez, C.M., Eds.; Sage Publications: Newbury Park, CA, USA, 1990; pp. 201–208.
12. Ball, P. Innovations and Challenges in CLIL Materials Design. Theory Pract. 2018, 57, 222–231. [CrossRef]
13. Marsh, D.; Martin, M. Maljers Content and Language Integrated Learning. In The Encyclopedia of Applied Linguistics; Wiley:

Hoboken, NJ, USA, 2012. [CrossRef]
14. Coyle, D.; Hood, P.; Marsch, D. CLIL: Content and Language Integrated Learning. A Window on CLIL; Cambridge University Press:

Cambridge, UK, 2010; ISBN 978-0-521-13021-9.
15. McDougald, J.S.; Anderson, C.E. CLIL and education coming together: The crossroads for multilingualism. Lat. Am. J. Content

Lang. Integr. Learn. 2015, 8, LXXIII–LXXXIII. [CrossRef]
16. Klimova, B. CLIL and the teaching of foreign languages. Procedia–Soc. Behav. Sci. 2012, 47, 572–576. [CrossRef]
17. Pashler, H.; McDaniel, M.; Rohrer, D.; Bjork, R. Learning Styles: Concepts and Evidence. Psychol. Sci. Public Interest 2008, 9,

105–119. [CrossRef]
18. Lucas, C.; Coyle, D.; Hood, P. Blossoming in English: Preschool Children’s Emergent Literacy Skills in English. J. Res. Child. Educ.

2020, 35, 477–502. [CrossRef]
19. Lucas, C. The Reading and Writing Connections in Developing Overall L2 Literacy: A Case Study. Languages 2020, 5, 69.

[CrossRef]
20. Santi, E.; Kholipa, R.; Putri, M.G.; Mujiono, M. Reading interest strength and vocabulary acquisition of EFL learners: A

meta-analysis. J. Lang. Linguist. Stud. 2021, 17, 1225–1242. [CrossRef]
21. Vitiello, V.E.; Greenfield, D.B.; Munis, P. Cognitive Flexibility, Approaches to Learning and Academic School Readiness in Head

Start Preschool Children. Early Educ. Dev. 2011, 22, 388–410. [CrossRef]
22. Lauritzen, P. Facilitating integrated teaching and learning in the preschool setting: A process approach. Early Child Res. Q. 1992, 7,

531–550. [CrossRef]
23. Piaget, J. Play, Dreams, and Imitation in Childhood; Norton: New York, NY, USA, 1962.
24. Tobutt, C. Research Interview; School of Education, University of Nottingham: Nottingham, UK, 2008; unpublished.
25. Carlson, S.M.; Zelazo, P.D.; Faja, S. Executive function. In The Oxford Handbook of Developmental Psychology, 1: Body and Mind;

Zelazo, P.D., Ed.; Oxford University Press: Oxford, UK, 2013; pp. 706–743.
26. Perry, N.; Phillips, L.; Dowler, J. Examining Features of Tasks and Their Potential to Promote Self-Regulated Learning. Teach. Coll.

Rec. 2004, 106, 1854–1878. [CrossRef]
27. McClelland, M.; Cameron, C.; Duncan, R.; Bowles, R.; Acock, A.; Miao, A.; Pratt, M. Predictors of early growth in academic

achievement: The head-toes-knees-shoulders task. Front. Psychol. 2014, 5, 2–14. [CrossRef]
28. Ribeiro, S. Science Fair Project: O CLIL na Educação Pré-Escolar. Master’s Thesis in Early English Language Teaching, Escola

Superior de Educação, Instituto Politécnico do Porto, Porto, Portugal, 2016. Available online: https://recipp.ipp.pt/handle/1040
0.22/8474 (accessed on 10 February 2023).

29. Joyce, C.; Hipkins, R. Young Children’ Emergent Self-Regulated Learning Skills in a Primary Science InvestigationIn. In
Proceedings of the NZARE Conference, Turning the Kaleidoscope, Wellington, New Zealand, 24–26 November 2004; Available
online: http:///www.nzcer.org.nz/pdfs/13891.pdf (accessed on 10 February 2023).

30. Seker, M. The use of self-regulation strategies by foreign language learners and its role in language achievement. Lang. Teach. Res.
2016, 20, 600–618. [CrossRef]

31. Whitebread, D.; Jameson, H. Play, Storytelling and Creative Writing. In The Excellence of Play, 2nd ed.; Moyles, J., Ed.; Open
University Press: Maidenhead, UK, 2005; pp. 59–71.

32. Calkins, S.D.; Perry, N.B. The development of emotion regulation: Implications for child adjustment. In Developmental Psy-
chopathology: Maladaptation and Psychopathology; Cicchetti, D., Ed.; John Wiley & Sons, Inc.: Hoboken, NJ, USA, 2016; pp. 187–242.
[CrossRef]

33. Perry, N.; Vandekamp, K. Creating classroom contexts that support young children’s development of self-regulated learning. Int.
J. Educ. Res. 2000, 33, 821–843. [CrossRef]

34. Crystal, D. Listen to Your Child—A Parents’ Guide to Children’s Language; Penguin Books: London, UK, 1989.
35. Crystal, D. Language Play; Penguin Books: London, UK, 1998.

https://doi.org/10.1177/136216889900300103
https://op.europa.eu/en/publication-detail/-/publication/e0f69418-d915-11ed-a05c-01aa75ed71a1/language-en/format-PDF/source-283957218
https://op.europa.eu/en/publication-detail/-/publication/e0f69418-d915-11ed-a05c-01aa75ed71a1/language-en/format-PDF/source-283957218
www.europa.eu/documents/comm/white_paperspdf/com95_590_en.pdf
www.coe.int/t/dg4/intercultural/Source/White%20Paper_final_revised_EN.pdf
https://doi.org/10.1080/00405841.2018.1484036
https://doi.org/10.1002/9781405198431.wbeal0190
https://doi.org/10.5294/laclil.2015.8.2.1
https://doi.org/10.1016/j.sbspro.2012.06.698
https://doi.org/10.1111/j.1539-6053.2009.01038.x
https://doi.org/10.1080/02568543.2020.1742256
https://doi.org/10.3390/languages5040069
https://doi.org/10.52462/jlls.87
https://doi.org/10.1080/10409289.2011.538366
https://doi.org/10.1016/0885-2006(92)90073-8
https://doi.org/10.1111/j.1467-9620.2004.00408.x
https://doi.org/10.3389/fpsyg.2014.00599
https://recipp.ipp.pt/handle/10400.22/8474
https://recipp.ipp.pt/handle/10400.22/8474
http:///www.nzcer.org.nz/pdfs/13891.pdf
https://doi.org/10.1177/1362168815578550
https://doi.org/10.1002/9781119125556.devpsy306
https://doi.org/10.1016/S0883-0355(00)00052-5


Educ. Sci. 2023, 13, 949 27 of 28

36. Ministry of Education. Programa de Generalização de Inglês no Ensino Básico–3.º e 4.º anos de Escolaridade. [Programme for the
Generalization of English in Primary Schools-3rd and 4th Years of Schooling]. 2005. Available online: http://www.mne.gov.pt/
Portal/PT/Governos_Constitucionais/GC17/ME/Comunicacao/Outros_Documentos/20050705_ME_Doc_Ingles_Basico.htm
(accessed on 10 November 2005).

37. Ministry of Education. Programa de Generalização de Inglês no Ensino Básico–1.º e 2.º anos de Escolaridade. [Programme
for the Generalization of English in Primary Schools–1st and 2nd Years of Schooling]. Despacho n. º 12 590/2006. Diário
da República n. º 115, II Série Portuguese Law no 12 590/2006 Diary of Republic no 115, II Series. 2006. Available online:
https://www.dge.mec.pt/sites/default/files/Basico/AEC/desp_12591_2006.pdf (accessed on 10 November 2005).

38. Ministry of Education. Inglês: Documentos Curriculares de Referência. 2018. Available online: https://www.dge.mec.pt/ingles
(accessed on 20 September 2020).

39. Crystal, D. English as a Global Language; Cambridge University Press: Cambridge UK, 2003; ISBN 9783125335790.
40. Lantolf, J.; Thorne, S.L. Sociocultural Theory and Second Language Learning. In Theories in Second Language Acquisition; van

Patten, B., Williams, J., Eds.; Lawrence Erlbaum: Mahwah, NJ, USA, 2007; pp. 201–224.
41. Neumann, M.; Worrall, S.; Newmann, D. Validation of an Expressive and Receptive Tablet Assessment of Early Literacy. J. Res.

Technol. Educ. 2019, 51, 326–341. [CrossRef]
42. Cook, G. Language Play, Language Learning; Oxford University Press: Oxford, UK, 2000.
43. Svalberg, A. Understanding the Complex Processes in Developing Student Teachers’ Knowledge About Grammar. Mod. Lamguage

J. 2015, 99, 529–545. [CrossRef]
44. Andrews, P. Teacher Language Awareness; Cambridge University Press: Cambridge, UK, 2009. [CrossRef]
45. Andrews, P. Negotiating meaning in cross-national studies of mathematics teaching: Kissing frogs to find princes. Comp. Educ.

2007, 43, 489–509. [CrossRef]
46. Pikulski, J.; Chard, D. Fluency: Bridge Between Decoding and Reading Comprehension. Read. Teach. 2005, 58, 510–519. [CrossRef]
47. Allington, R. How Reading Volume Affects Both Reading Fluency and Reading Achievement. Int. Electron. J. Elem. Educ. 2014, 7,

95–104.
48. Grundin, H. Policy and evidence: A critical analysis of the Year 1 Phonics Screening Check in England. Lit. UKLA 2018, 52, 39–46.

[CrossRef]
49. Rvachew, S. (Ed.) Language Development and Literacy. Encyclopedia on Early Childhood Development; Canadian Language and

Literacy Research Network (CLLRNet): Brantford, ON, Canada, 2018.
50. Greendfader, C.; Brouillete, L. Boosting Language Skills of English Learners through Dramatization and Movement. Read. Teach.

2013, 67, 171–180. [CrossRef]
51. Dornyei, Z.; Csizer, K. Ten commandments for motivating language learners: Results of an empirical study. Lang. Teach. Res. 1998,

2, 203–229. [CrossRef]
52. Schrader, M. Computer Applications for Language Learning; Communications Skills Builders, 1990; ISBN 978-0884505600.
53. Kerckhaert SVanderline, R.; van Braak, J. The role of ICT in early childhood education: Scale development and research on ICT

use and influencing factors. J. Eur. Early Child. Educ. Res. 2015, 23, 183–199.
54. Laevers, F. (Ed.) Defining and Assessing Quality in Early Childhood Education; Studia Paedagogica, 16; Leuven University Press:

Leuven, Belgium, 1994.
55. Laevers, F. The Innovative Project Experiential Education and the Definition of Quality in Education. In Defining and Assessing

Quality in Early Childhood Education; Studia Paedagogica; Laevers, F., Ed.; Leuven University Press: Leuven, Belgium, 1994; pp.
159–172.

56. Laevers, F. The Leuven Involvement Scale for Young Children; Manual and Video. Experiential Education Series, No 1; Centre for
Experiential Education: Leuven, Belgium, 1994; 44p.

57. Craik, F.; Lockhart, R. Levels of processing: A framework for memory research. J. Verbal Learn. Verbal Behav. 1972, 11, 671–684.
[CrossRef]

58. Mercier, H.; Sperber, D. Why do humans reason? Arguments for an argumentative theory. Behav. Brain Sci. 2011, 34, 57–74.
[CrossRef]

59. Bown, J.; White, C. Affect in a self-regulatory framework for language learning. System 2010, 38, 432–443. [CrossRef]
60. Haddon, A.; Goodman, H.; Park, J.; Crik, D. Evaluating emotional literacy in schools: The development of the school emotional

environment for learning survey. Pastor. Care Educ. 2005, 23, 5–16. [CrossRef]
61. Ruffman, T.; Slade, L.; Rowlandson, K.; Rumsey, C.; Garnham, A. How language relates to belief, desire, and emotion understand-

ing. Cogn. Dev. 2003, 18, 139–158. [CrossRef]
62. Damásio, A. Descartes’ Error: Emotion, Reason and the Human Brain; Vintage: London, UK, 2006.
63. Schumann, J. The Neurobiology of Affect in Language; Issues in Applied Linguistics; Blackwell Publishers: Hoboken, NJ, USA, 1999;

Volume 10, p. 1. [CrossRef]
64. Arnold, J.; Brown, D.H. ‘A map of the terrain’. In Affect in Language Learning; Arnold, J., Ed.; Cambridge University Press:

Cambridge, UK, 1999; pp. 1–24.
65. Burkitt, E.; Barrett, M.; Alyson, D. Effects of different emotion terms on the size and colour of children’s drawings. Int. J. Art Ther.

2007, 14, 74–84. [CrossRef]
66. Ogarkova, A.; Borgeaud, P.; Scherer, K.R. The language of emotion: Conceptual and cultural issues. Soc. Sci. Inf. 2009, 48, 207.

http://www.mne.gov.pt/Portal/PT/Governos_Constitucionais/GC17/ME/Comunicacao/Outros_Documentos/20050705_ME_Doc_Ingles_Basico.htm
http://www.mne.gov.pt/Portal/PT/Governos_Constitucionais/GC17/ME/Comunicacao/Outros_Documentos/20050705_ME_Doc_Ingles_Basico.htm
https://www.dge.mec.pt/sites/default/files/Basico/AEC/desp_12591_2006.pdf
https://www.dge.mec.pt/ingles
https://doi.org/10.1080/15391523.2019.1637800
https://doi.org/10.1111/modl.12241
https://doi.org/10.1017/CBO9780511497643
https://doi.org/10.1080/03050060701611888
https://doi.org/10.1598/RT.58.6.2
https://doi.org/10.1111/lit.12124
https://doi.org/10.1002/TRTR.1192
https://doi.org/10.1177/136216889800200303
https://doi.org/10.1016/S0022-5371(72)80001-X
https://doi.org/10.1017/S0140525X10000968
https://doi.org/10.1016/j.system.2010.03.016
https://doi.org/10.1111/j.1468-0122.2005.00346.x
https://doi.org/10.1016/S0885-2014(03)00002-9
https://doi.org/10.5070/L4101005007
https://doi.org/10.1080/17454830701529567


Educ. Sci. 2023, 13, 949 28 of 28

67. Halliday, M.A.K. Learning How to Mean; Edward Arnold: London, UK, 1975.
68. Page, J.; Clare, A.; Nutbrown, C. Working with Babies & Children: From Birth to Three; SAGE Publications, Ltd.: Southend Oaks, CA,

USA, 2017. [CrossRef]
69. Atherton, F.; Nutbrown, C. Schematic pedagogy: Supporting one child’s learning at home and in a group. Int. J. Early Years Educ.

2016, 24, 63–79. [CrossRef]
70. Lindahal, K.; Baecher, L. Teacher language awareness in supervisory feedback cycles. ELT J. 2016, 70, 28–38. [CrossRef]
71. Whitebread, D.; Coltman, P. Aspects of pedagogy supporting metacognition and self-regulation in mathematical learning of

young children: Evidence from an observational study. ZDM Int. J. Math. Educ. 2010, 42, 163–178. [CrossRef]
72. Whitebread, D.; Coltman, P.; Jameson, H.; Lander, R. Play, Cognition and Self-regulation: What are exactly children learning

when they learn through play? Educ. Child Psychol. 2009, 26, 40. [CrossRef]
73. Creswell, J.; Poth, C. Qualitative Inquiry and Research Design Choosing Among Five Approaches, 4th ed.; SAGE Publications, Inc.:

Toronto, ON, Canada, 2017.
74. Miles, M.; Huberman, M.; Saldaña, J. Qualitative Data Analysis: A Methods Sourcebook, 3rd ed.; Arizona State University: Tempe,

AZ, USA, 2014; ISBN 978-1-4522-5787-7.
75. Julien, H. Content analysis. In The Sage Encyclopedia Of Qualitative Research Methods; Given, L.M., Ed.; Sage Publications: Thousand

Oaks, CA, USA, 2008; pp. 120–121.
76. Strauss, A.L.; Corbin, J. Basics of Qualitative Research: Grounded Theory Procedures and Techniques; Sage: Thousand Oaks, CA, USA,

1990.
77. Winsler, A.; Ducenne, L.; Koury, A. Singing One’s Way to Self-regulation: The Role of Early Music and Movement Curricula and

Private Speech. Early Educ. Dev. 2011, 22, 274–304. [CrossRef]
78. Roskos, K.; Christie, J. Examining the Play–Literacy Interface: A Critical Review and Future Directions. J. Early Child. Lit. 2001, 1,

59–89. [CrossRef]
79. Roskos, K.A.; Christie, J.F. (Eds.) Play and Literacy in Early Childhood: Research from Multiple Perspectives; Lawrence Erlbaum

Associates Publishers: Mahwah, NJ, USA, 2000.
80. Levy, A.; Wolfgang, C.; Koorland, M. Sociodramatic play as a method for enhancing the language performance of kindergarten

students. Early Child. Res. Q. 1992, 7, 245–262. [CrossRef]
81. Saracho, O.; Spodek, B. Multiple Perspectives on Play in Early Childhood Education; State University of New York Press: Albany, NY,

USA, 1998.
82. Sylva, K.; Bruner, J.S.; Genova, P. The role of play in the problem-solving of children 3- to 5-years-old. In Play: It’s Role in

Development and Evolution; Bruner, J.S., Jolly, A., Sylva, K., Eds.; Penguin: Harmondsworth, UK, 1976; pp. 55–67.
83. Pino-Pasternak, D.; Basilio, M.; Whitebread, D. Interventions and Classroom Contexts That Promote Self-Regulated Learning:

Two Intervention Studies in United Kingdom Primary Classrooms. Psykhe 2014, 23, 1–13. [CrossRef]
84. Pino-Pasternak, D. Analysing Parent-Child Interactions during Study-Related Activities and their Impact on Children’s Self-

Regulated Learning. In Proceedings of the Second Meeting of the EARLI SIG 16: Metacognition, Cambridge, UK, 7 October 2022;
University of Cambridge: Cambridge, UK, 2006.

85. Lander, R. Investigating the Effects of Play on Children’s Problem Solving and Creativity. Master’s Thesis, University of
Cambridge, Cambridge, UK, 2007. Unpublished.

86. Meyer, E.; Abrami, P.; Wade, C.; Aslan, O.; Deault, L. Improving literacy and metacognition with electronic portfolios: Teaching
and learning with e-PEARL. Comput. Educ. 2010, 55, 84–91. [CrossRef]

87. Aydin, S. EFL writers’ perceptions of portfolio keeping. Assess. Writ. 2010, 15, 194–203. [CrossRef]

Disclaimer/Publisher’s Note: The statements, opinions and data contained in all publications are solely those of the individual
author(s) and contributor(s) and not of MDPI and/or the editor(s). MDPI and/or the editor(s) disclaim responsibility for any injury to
people or property resulting from any ideas, methods, instructions or products referred to in the content.

https://doi.org/10.4135/9781526408099
https://doi.org/10.1080/09669760.2015.1119671
https://doi.org/10.1093/elt/ccv047
https://doi.org/10.1007/s11858-009-0233-1
https://doi.org/10.53841/bpsecp.2009.26.2.40
https://doi.org/10.1080/10409280903585739
https://doi.org/10.1177/14687984010011004
https://doi.org/10.1016/0885-2006(92)90007-L
https://doi.org/10.7764/psykhe.23.2.739
https://doi.org/10.1016/j.compedu.2009.12.005
https://doi.org/10.1016/j.asw.2010.08.001

	Introduction 
	Literature Review 
	Characteristics of Young Learners (YLs) 
	Self-Regulated Learning in YLs 
	The Bilingual Schools Programme 
	Inspiring Principles Underlying the Design of the English Pedagogic Approach: English across the Curriculum 
	Language Play, Language Learning 
	The Leuven Involvement Scale for Young Children (LIS-IC) 
	Emotional Literacy 


	Research Methodology 
	Research Design 
	Site and Participants 
	Research Ethics 
	Materials and Methods 
	The L2 Portfolio 
	The Use of Information and Communication Technologies 
	Other Relevant Procedures 


	Results and Discussion 
	Data Analysis 
	The Application of the Leuven Involvement Scale for Young Children (LIS_IC) 

	Descriptive Analyses of the Data 
	Metacognitive Knowledge (Data_Excerpt_1) 
	Metacognitive Regulation (Data_Excerpt_2) 
	Emotional and Motivational Regulation (Data_Excerpt_3) 
	Language Play, Language Learning 

	Conclusions 
	Limitations of the Study 
	Appendix A
	References

