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Introduction 

In Mexico, preschool is the first level of Basic Education. According to the Public Education 

Secretariat (SEP for its name in Spanish, Secretaría de Educación Pública), children should 

begin preschool at the age of 3 and finish at around 5. At these ages, they are naturally 

curious and enthusiastic to explore the world around them. Most children like to be active 

and they have a lot of energy. They are also eager to gain new experiences including learning 

a new language.  

What is the best age for learning another language? Is the younger the better for learning 

a foreign language? Parents, teachers, and researchers are concerned about determining 

the optimal age for learning a foreign language (Shin, 2014). Children seem to pick up 

languages rapidly and effortlessly, according to the Critical Period Hypothesis, the best time 

for learning a foreign language is between the ages of 2 to 12 (Shin, 2014). At this age, a 

child’s mind is still flexible and they can achieve native like proficiency in a foreign language. 

However, there are also recent studies that have demonstrated that starting ESL or EFL at 

a younger age does not necessarily provide an advantage over a later start. After reading 

various authors (Nunan 1999, Singlton 1995, Shin 2014, Marinova-Todd et al 2000), I have 

noticed a controversy between an earlier start having an effect or not in EFL acquisition in 

children. Nevertheless, as stated by Shin (2014), “although an early start does not 

necessarily mean higher levels of L2 attainment and older learners may be just as successful 

in an effective language learning environment, there are some advantages with an early 

start in EFL instruction” (p. 553). 

A good motto to have in mind as an EFL teacher is, "We are teaching young children, not 

English” (McIlvain, n.d.). This has far-reaching implications for differentiation, group work 

and matching our lessons appropriately. Early childhood programs support approaches for 

young learners that encourage a developmentally appropriate practice. As mentioned in 

the advocacy brief “Learning through play: Strengthening learning through play in early 

childhood education programmes”, developed by the Education Section of the UNICEF 

(2018), a key principle across all cultural contexts is that curricula and pedagogy should be 

https://en.wikipedia.org/wiki/Critical_period_hypothesis
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developmentally appropriate. An effective curriculum is well suited to the ages and the 

developmental, individual and cultural characteristics of children (Education Section of the 

UNICEF, 2018).  

This Action Plan, as part of an Action Research, was implemented with the intention to 

provide children with the opportunity to learn a foreign language by means of activities 

designed according to their age and to create teaching and learning environments relevant 

for children to develop communicative, socio-affective and cognitive skills. This report is 

divided in six chapters that intend to present the different stages of this Action Research. In 

the first chapter, the general context of the project is described, along with a description of 

the problematic situation, and the project’s main objectives. The second chapter presents 

a review of the existent literature about the development of a child and a description of the 

Developmentally Appropriate Approach that was used to design the activities of the 

implementation. In the third chapter, the methodology and the different instruments that 

helped carry out this project are presented along with the description of the 

implementation and the analysis procedure of the obtained data. In the fourth chapter, the 

results of the implementation are presented, while in the fifth chapter an analysis of the 

data obtained is exposed. In the last chapter, final conclusions, implications, and 

suggestions for further research are provided.  
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Chapter 1: Context and Focus 

1.1 Context 

This Action Research was carried out in a private bilingual kindergarten in Veracruz, where 

a group of children between the ages of 3 and 4 were exposed to the implementation of 

Developmentally Appropriate EFL activities for their age and needs.  

At this bilingual kindergarten, as in many other schools, it is compulsory to follow the 

school’s curriculum; that is, to develop a monthly lesson plan according to the topics 

included in the textbooks. It is also required to complete the textbooks by the end of the 

school year, as well as to design dynamic classes that include games, songs, and extra 

activities for each topic. The students use three textbooks: First Friend Student Book, First 

Friend Activity Book, and First Friend Number Book. In the first two books the topics are the 

same in every unit; the Student Book introduces the new topics and the Activity Book is a 

complement in which students must complete activities regarding the topics presented in 

former books. The Number Book is not topic related to the other two books, this only 

focuses on numbers and a series of activities either to practice writing or other 

mathematical skills. For the songs, games, and extra activities, I was allowed to use anything 

related with the topics used in the books.  Even though the use of textbooks is required, I 

have established some procedures at the beginning of the class, every day before the topic 

presentation, I greet my students and ask some questions about what day it is and about 

the weather, finally we sing a song. Then, I introduce the topic by using different resources 

such as posters, flashcards, or realia, students have enough input and just after that, to 

consolidate knowledge children complete some activities from their textbook related to 

that day’s topic.  Finally, students complete any extra activity I have prepared to evaluate 

the knowledge acquisition.  

1.2 Problem 

Months before this study took place, it got my attention that most of the students were 

having difficulties in completing not only their book activities, but also the extra activities in 

class. My first thought for helping my students was focused on changing the way of giving 
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instructions and modeling the activities. However, after two weeks of having done these 

changes, I became aware that my students were still not able to finish their activities.  

I started enquiring, with my colleagues from the same grade and other grades, if they had 

any comments regarding the children’s books I applied a questionnaire to gather any 

relevant and valuable comments regarding the children´s books and about if the students 

were able to complete the tasks. Additionally, with a similar questionnaire I asked the 

Spanish teacher and the assistant in my classroom if they considered that the English 

textbooks and the activities were appropriate for the students’ ages. After speaking with 

my peers and analyzing the information gathered from my preliminary questionnaires, I 

realized the book activities and extra activities were not the appropriate ones for their age 

and developmental stage. 

Some differences between teaching a foreign language to children and teaching teenagers 

or adults are immediately obvious: children are sometimes more enthusiastic and energetic 

as learners, they will attempt doing an activity even when they do not quite understand 

why or how (Cameron, 2001). However, they also lose interest more quickly and are less 

able to keep themselves motivated on tasks they find difficult. They also do not learn in the 

same way adolescents or adults do, therefore the hardest part in the teaching-learning 

process is with young children, from birth through eight years, as stated by the National 

Association for the Education of Young Children (NAEYC). 

Students in their early childhood, especially those from birth to 4 years, do not possess 

much knowledge of the language, nor the abilities to complete any kind of tasks that we as 

teachers require them to do. At this age, children are starting to develop their cognitive, 

language, social-emotional, and physical skills. Likewise, as teachers can attest, young 

learners are talkative, spontaneous, full of energy and get distracted easily (Shin, 2014). As 

teachers, we tend to think that if the students are not able to do what we require them to, 

they are either not paying attention or they do not understand us. Consequently, we scold 

our students or change the activities, but, we as English teachers need to question 
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ourselves; are we planning our classes according to the students’ needs and ages? Are we 

using the correct strategies to teach EFL to preschoolers? 

Due to my need and determination of helping students improve their learning of English, I 

started to read about the development stages of a child, and based on them, I started 

planning activities that were more appropriate to their development stage. According to 

the Oxford Dictionary, child development is the change which occurs as children mature 

physically, emotionally, socially, linguistically, and cognitively. Thus, it is vital for teachers of 

young learners to be familiar with the different stages and the variety of theoretical 

approaches in order to understand, explain, and respond to young children’s learning 

process and behavior (Copple & Bredekamp, 2009). 

With this in mind, I began designing and adapting my classes, activities, games, and crafts 

based on the NAEYC framework for developmentally appropriate practice. Based on both: 

a) the research on child development and learning and b) the knowledge regarding 

educational effectiveness, the framework of this research outlines practice that promotes 

young children’s optimal learning and development (Copple & Bredekamp, 2009). When 

making decisions about planning and structuring our classes and how to present a topic, it 

is important to establish goals that are both challenging and achievable for children. In all 

aspects of our work with children, early childhood teachers must consider these three areas 

of knowledge: 

1. What is known about child development and learning.  

2. What is known about each child as an individual. 

3. What is known about the social and cultural contexts in which children live. 

These three areas of knowledge were the basis when structuring my classes and designing 

the activities to be implemented as a way of helping my students learn the language. 

1.3 Research Questions 

Trying to support students improve their learning of English and overcome the difficulties 

they were having with their activities, it was decided to work on some strategies intended 
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to facilitate the learning process of young learners. To assess if the strategies were helpful 

the following questions guided this action research:  

• How effective are the developmentally appropriate EFL activities implemented in a 

preschool’s class? 

 What are the student’s reactions when exposed to the developmentally appropriate EFL 

activities? 

1.4 Objectives of the Research  

The objectives of this study were: a) describe how effective the developmentally 

appropriate EFL activities implemented in the pre-school classroom are; b) explore 

students’ reactions when exposed to the developmentally appropriate EFL activities.  
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Chapter 2: Literature Review 

As mentioned before, this project’s main aim was to describe the effectivity of providing 

children with the opportunity to learn a foreign language by means of activities designed 

according to their age and needs. At an early age, between 3 and 4 years, it is important to 

foster cognitive learning, however, it should not be given priority over physical, social, and 

emotional learning (Nissani, 1990).  In this chapter the literature review is focused on how 

very young EFL learners can acquire the language and how, depending on their age, they 

develop their abilities.  

 

2.1 Learning English as a Foreign Language at an Early Age 

Some doubts emerged at the beginning of this project. The first one was related to the ways 

children learn a language and the second one about the best age to learn a foreign language.  

Researchers and parents are concerned about determining the best age for children to learn 

another language (Shin 2014). Children seem to pick up languages rapidly and effortlessly. 

But, it does not mean that learning a foreign language at earlier age children will be more 

fluent and grow up speaking English better than those who start learning English in high 

school or as adults. 

Early studies have shown that there is a critical period for language acquisition that lasts 

until puberty (Lenneberg, 1967; Penfield & Roberts, 1959). “According to the critical period 

hypothesis, children’s minds are still flexible and they can achieve nativelike proficiency in 

a foreign language” (Shin, 2014, p.553).  More recent studies have demonstrated that 

starting ESL/EFL at a younger age does not necessarily provide an advantage over a later 

start (Ellis, 1985; Nunan, 1999). Nevertheless, there are some advantages with an early start 

in EFL instruction. First, it is worth mentioning that an early start means more time spent 

with the language, a crucial factor with the overall attainment.  As Curtain and Dahlberg 

(2010) stated, “The amount of language to which the student has already been exposed is 

a critical element in his or her current and future levels of language acquisition. Time is a 

great ally in development of language proficiency” (p. 5). Secondly, there are studies 
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showing that young learners are more likely to attain nativelike pronunciation (Scovel, 

1988), greater oral proficiency and confidence (Harley, 1986), and even higher attainment 

in pronunciation, morphology, and syntax (Harley & Wang, 1997). Although these studies 

do not discard the ability of older learners to achieve nativelike pronunciation or oral 

proficiency, young learners do show an advantage in these areas (Shin, 2014).  

According to experts (Shin, 2010; Scott & Ytreberg, 1991), all education, including learning 

a foreign language, should contribute to the development of a child and encourage 

developmentally appropriate teaching practices. As Nissani (1990) noted, “Learning goes 

on developmentally as the child matures. Intellectual learning is fostered but not given 

priority over physical, social, and emotional learning. Self-discipline is encouraged as is self-

esteem” (p. 4).  According to Nissani (1990), in this type of approach, children are 

encouraged to: 

 become involved in purposeful and creative activities with other children; 

 make major choices among hands-on learning activities; 

 initiate and accomplish self-motivated task within a rich environment;  

 construct knowledge at their own individual pace by discovering and engaging in 

open-ended activities that reflect all areas of their development while dialoguing 

with supportive adults.  

 

2.2 Teaching English as a Foreign Language to Preschoolers 

According to Shin (2014), a developmentally appropriate approach puts the child at the 

forefront of the learning process and stresses the importance of nourishing young learners 

as they develop physically, emotionally, cognitively, and personally (see section 2.5 for 

further information). In terms of language instruction, a developmentally appropriate 

approach should emphasize purposeful and meaningful activities rather than a focus on 

isolated grammatical structures. Coltrane (2003) emphasized that developmentally and 

linguistically appropriate teaching for English learners “should take into consideration the 
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characteristics of young English language learners and their language development, the 

learning conditions that are most effective for these learners, and the kinds of instruction 

that best meets their needs.” (p. 2).  

A developmentally appropriate approach includes the use of thematic units. Researchers 

have found that planning lessons around a theme is an effective approach for teaching 

young learners because it provides a meaningful context within which language can be used 

and practiced (Curtain & Dahlberg, 2010; Haas, 2000; Shin, 2014). According to Shin (2014), 

classroom instruction should be: enjoyable and interesting; active and hands-on; supported 

and scaffolded; meaningful and purposeful; culturally appropriate and relevant. Each of the 

features mentioned above were considered during the implementation period and they are 

explained for a better understanding of the classroom instruction appropriate for language 

learning of 4-year-old students.    

     Enjoyable and interesting 

Young learners get excited about learning when you present them with brightly colored 

visuals and fun activities about topics and tasks that are relevant and engaging for them. 

These young learners like to use their imagination and love to play games (Shin, 2014). 

Activities that encourage their imagination helped to engage them in the learning process 

(Appendix 2.1.1).  

    Active and hands-on  

Shin (2014), also describes young learners as kinesthetic learners that like to move their 

bodies. Sometimes they cannot sit still, so it is a good idea to incorporate activities that get 

them up and moving. Children learn by doing; therefore, they need to have many hands-on 

activities that encourage them to manipulate real materials (Appendix 2.1.2).  

Supported and scaffolded 

Shin (2014) states that “it is important to support your students by using a variety of 

techniques for making input comprehensible, such as visuals, real materials, gestures.  

Teachers should also scaffold students learning and breaking the activities into smaller steps 



12 
 

that set up each student for success, offering praise and positive feedback” (p. 558). 

(Appendix 2.1.3).  

Meaningful and purposeful 

English grammar should be taught in context through meaningful-focused input and output 

(Shin, 2014). Teachers can broaden the context by using thematic units (Appendix 2.1.4). 

Culturally appropriate and relevant 

Finally, EFL instruction should build intercultural competence and provide opportunities for 

young learners to explore diverse cultures. It is important to teach students about cultures 

that are associate with the language being learned (Appendix 2.1.5).  

There are many factors that need to be considered when using a developmentally 

appropriate approach to teach EFL.  

 

2.4 Developmentally Appropriate Practice 

As previously established, this work was intended to provide children with the opportunity 

to learn a foreign language by means of activities designed according to their age and needs. 

A framework for developmentally appropriate practice was followed in order to design the 

EFL activities. Developmentally appropriate practice is an approach developed by NAEYC 

(National Association for the Education of Young Children) based on the research and 

theory of child development including Piaget, Vygotsky, Dewey, Erickson, and Gardner 

(Gestwicki, 2017). NAEYC (1997) defines developmentally appropriate practice as resulting 

from the process of professionals making decisions about the well-being and education of 

children based on at least three important kinds of information or knowledge that are listed 

below. 

1. Knowledge about child development and learning-knowledge of age-related human 

characteristics that permits general predictions within an age range about what 
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activities, materials, interactions, or experiences will be safe, healthy, interesting, 

achievable, and also challenging to children. 

2. Knowledge about the strengths, interests, and needs of each individual child in the 

group, to be able to adapt for and be responsive to inevitable individual variation. 

3. Knowledge of the social and cultural contexts in which children live, to ensure that 

learning experiences are meaningful, relevant, and respectful for the participating 

children and their families.  

We as teachers need to consider developmental milestones of children in order to 

effectively instruct them. Developmentally appropriate practice is important because the 

effective development in the early years is the foundation of child's future well-being and 

success (NAEYC, 2009). A child's healthy development in the physical, cognitive, social, 

emotional and language areas depends on the care and education we provide them with.  

 

2.5 Children’s Development 

As defined by the Oxford Dictionary, child development is the process in which changes 

occur as children mature physically, emotionally, socially, linguistically, and cognitively. 

Between birth and six years, healthy children learn many important things like: how to talk, 

they develop their social skills, they start being independent, and much more. Each child 

develops at his or her own pace. Individual growth, personal abilities, and inborn 

temperament all affect the pace at which children develop. Disruptions in a child’s health 

or family life can cause temporary slowdowns or backsliding (Neville, 2007). All children 

develop more quickly in some areas and more slowly in others. However, they go through 

almost all the phases in the same order.  

“Child development is the natural process of growth and learning in physical, emotional, 

thinking, and social skills” (Neville, 2007, p.18). These areas of physical, emotional, thinking 

and social development are called domains. Domains provide comprehensive 

understanding of young children’s learning and development in their different stages of life 

(California Department of Education, 2009). Body and brain growth, sensory abilities, motor 
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skills and health are part of physical development (Papalia, Wendkos & Duskin, 2001). 

According to Papalia et al (2001), learning attention memory, thinking, reasoning and 

creativity make up cognitive development. Personality, emotions and social relationships 

are aspects of social and emotional development (Papalia, et al., 2001). Talking, reading, 

writing, and learning to communicate with others are part of the communication and 

language development.  

The domains represent crucial areas of early learning and development that contribute to 

young children’s readiness for school (California Department of Education, 2009). Each 

domain is important in its own right but also works in tandem with the others. Children do 

not function in a single domain at a time (Petty, 2016). For this reason, when planning the 

activities for the implementation, the four domains of development were taken into 

consideration.  

An overview of developmental milestones in each domain are here provided (Appendix 

2.3.1). For instance, developmental milestones are behaviors exhibited by children at 

certain times during their development from infancy through early school age (Petty, 2016). 

It is important to remember that the subjects of this project were between the ages of 3 

and 4 years, therefore I only describe the development stage and milestone of these ages.  

Three-year-olds have left infancy and toddlerhood and are now young preschoolers. These 

children are filled with the need to explore their worlds using all their senses (Petty, 2016). 

Social and emotional development in three-year-olds progresses as they engage in silly 

behaviors and act in funny ways. According to Pruitt (2009), “a child’s earliest emotions like 

pleasure, anger, disgust, surprise, and fear are often self-referential”. They begin 

developing a sense of humor that makes them a pleasure to be around. As language 

develops, three-year-olds are great storytellers and like to be read to. They like to tell others 

what to do and make plenty of demands. Cognitively, “their memory becomes stronger and 

more sophisticated, they can remember from one day to the next, and apply what they 

learned yesterday to what they are doing today” (Pruitt, 2009 p.184). In addition to 

memory, the attention span and problem-solving capacities increase. Children become 
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progressively creative in the ways they approach tasks, they get better at noticing 

differences and similarities in real objects, at matching, and at discovering patterns, 

textures, and lines in the environment (Pruitt, 2009; Petty, 2016)   

As discussed by Petty (2016), four-year-olds or preschoolers or pre-kindergarteners are 

funny, imaginative, energetic, silly, and often impatient. Their independence can be seen in 

their improved eating and dressing skills. Once their eye-hand coordination improves, they 

start to develop reading and writing skills. Their physical and motor abilities also progress, 

preparing them for gross-motor movements that continue to develop their running, 

jumping, hopping, throwing, and climbing skills. Socially, four-year-olds need opportunities 

to discover, explore, and talk about the world around them. As they move out of 

toddlerhood, they depend less on adults and enjoy spending time with other children their 

same age.   
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Chapter 3: Methodology 

3.1 Action Research 

An action research approach was used in order to get a better understanding and provide 

a solution to one of the identified issues that gave rise to this project. Sagor (2000) defines 

action research as “A disciplined process of inquiry conducted by and for those taking the 

action. The primary reason for engaging in action research is to assist the actor in improving 

or refining his or her actions” (p. 3). “Action research is a form of research that is authentic 

and meaningful to the teacher-researcher because it is conducted by the teacher in his/her 

own classroom space” (OÇonnor, Anderson & Greene, 2006, p.2). Taking this into 

consideration, action research is a process where data is systematically gathered on the 

teacher’s everyday practice and then analyzed in order to reach to a conclusion about how 

teaching practice should change. It can be a valuable method to extend our teaching skills 

and gain more understanding of ourselves as teachers. 

As stated by Stringer (2014): 

Action Research is a systematic approach to investigation that enables people to find 

effective solutions to problems they confront in their everyday lives. It uses ongoing 

cycles of investigation designed to reveal effective solutions to issues experienced 

in specific situations providing the means by which people in schools, businesses, 

and health and human services may increase the effectiveness of their work. (p.1) 

This systematic process involves a four stage cycle that, according to Burns (2010), includes 

the following: planning, action, observation and reflection. A similar systematic process to 

conduct action research is suggested by Sagor (2000) and he divides it into the following 

steps: selecting a focus, clarifying theories, identifying research questions, collecting data, 

analyzing data, reporting results, and taking informed action. The action research process 

begins with a serious reflection directed toward identifying a topic or topics to be studied 

(Sagor, 2000). As stated by Burns (2010), one of the main aims of AR is to identify a 

‘problematic’ situation or issue that the participants consider worth looking into more 

deeply and systematically. Once the problematic situation has been identified the next step 
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is to intervene in a deliberate way in order to bring about changes and, even better, 

improvements in practice. 

Thus, action research was applied in this project because it allowed the teacher-investigator 

to reflect and take action on a persistent problem in the teaching practice. The persistent 

issue taking place in this specific classroom was the difficulty students had to complete their 

tasks. Once, the problem was clearly identified, I began planning how I was going to give a 

solution to it. Developmentally appropriate EFL activities were designed and implemented 

in order to help students learn a foreign language. Then, learners were observed during 

seven weeks, to find out if there were any changes and the effectiveness of the activities, 

leading to a final reflection of the solution applied to the key issues identified at the 

beginning.   

 

3.2 Participants 

As it has been previously established, this Action Research was conducted in a private 

bilingual kindergarten in Veracruz, where a group of children between the ages of 3 and 4 

were exposed to the implementation of developmentally appropriate EFL activities for their 

age and needs.  

This group was integrated by nine girls and nine boys. These 18 young learners were 

enrolled to the first grade of a bilingual kindergarten. In this particular kindergarten, being 

bilingual means having ‘classes’ in Spanish half the day and the other half completely in 

English. As stated in the school’s website, “the school’s system provides the "small 

explorers" with educational experiences to develop their affective, social and cognitive 

skills, which allow them to act autonomously, socialize and deepen the world's learning” 

(IMA, 2017). In daily and intensive contact with English, the youngest students learn, 

through songs, games, crafts and didactic strategies, new forms of communication. The 

school’s system also claims to be based on a constructivist approach in which students 

should construct their own learning and knowledge through experiencing things and 

reflecting on these experiences.  
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The children had classes from Monday to Friday; on Mondays, Wednesdays, and Fridays, 

the schedule class was from 11:00 am to 1:00 pm, and on Tuesdays and Thursdays the class 

was from 8:30 am to 11:00. During the English class, the Spanish teacher was always there 

to assist the students and me in anything we needed. In our classroom, we also had an 

assistant who was there to help us take care of the children during the whole class. The 

Spanish teacher and assistant would aid me when students required help, to explain 

activities individually, or when somebody was misbehaving.  

 

3.3 Implementation  

The learning difficulties observed in my classes were the basis for designing some new 

activities founded on the DAP for a successful learning. Seventeen developmentally 

appropriate activities were designed and implemented during the seven weeks. Two or 

three activities were implemented each week.  Among the activities students worked with, 

there were crafts, worksheets, games, stories, songs, role-play, collages, and even growing 

beans.   

 

Each activity was designed according to the 3-step framework discussed by the NAEYC 

(2009) for Developmentally Appropriate Practice: 1) what is known about child 

development and learning, 2) what is known about each child as an individual, and 3) what 

is known about the social and cultural contexts in which each child lives (Appendix 3.3.1). 

Furthermore, every lesson plan included the five aspects suggested by Shin (2014) for a 

developmentally appropriate EFL classroom: enjoyable and interesting, active and hands-

on, supported and scaffolded, meaningful and purposeful, and culturally appropriate and 

relevant. (Appendix 3.3.2) 

 

I prepared the material and carefully planned the classes since it all had to follow the 

school’s curriculum and the monthly syllabus I was given. One developmentally appropriate 

approach is the use of thematic units. Planning lessons around a theme is an effective 
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approach for teaching the young learners because it provides them with meaningful context 

within which language can be used and practiced (Curtain & Dahlberg, 2010). Taking this 

into consideration, every month, I used a different theme and planned my interventions 

around the themes. The seven weeks of the intervention were carried out in a period of 

three months. In the first month, the theme was “Clothes”, the next month “Foods”, and 

the last month “The Farm”.   

 The activities varied depending on the theme and different materials were used for each 

of them. As mentioned before, all the activities were planned in order to help students learn 

the language and develop their abilities. Students sometimes worked on two or three 

different kinds of activities during the day. The following is a list of activities that were 

designed for the AR. 

 

Crafts. Students worked with varied materials to make different crafts. They used pasta to 

make St. Patrick’s Day necklaces, fruit to make fruit brochettes, cereal to make rainbows, 

cotton balls to make penguins, and lastly sticks, pasta, and construction paper to make the 

“3 Little Pigs” houses.  

Games. Students also played games to help them develop their physical, emotional, and 

social skills while they had fun. The games played were; “Letter Bingo”, “Numbers or 

Letters”, “Animals’ Sound Bingo”, “Musical Numbers”, and “Match the Clothes”. 

Worksheets. I created some worksheets and used others I found on different teaching 

websites by adapting them to my students’ needs. Worksheets like “Color by the Letter”, 

“Life cycle of a bean”, “Match the animals’ tails”, “Fruit sequence”, and “Find the letter” 

were used during the interventions.  

Other activities. Furthermore, other activities were also done during the implementation.  

These included planting beans, writing with chalk the letters, making a collage of healthy 

and unhealthy food, writing in gel bags the numbers, role-playing “The 3 Little Pigs”, 

presenting favorite food and clothes.  (Appendix 3.3.3).  
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During the first week, the activities were not as effective as expected. Despite the fact, the 

activities were developed according to the framework being used for this research and using 

the milestones of children between 3 and 4 years, students were still having difficulties in 

doing the activities by themselves.  The sequence I had used for them was difficult, also I 

did not foresee the efficiency of the material and that they were not going to be easy to 

manipulate by the students. After noticing this, I immediately made some changes in the 

upcoming activities.  

 

By the third week, I started observing a significant improvement among most of my 

students. They were working hard, by themselves and were having fun while working with 

the different materials. We worked patterns, sequencing and gross-motor activities several 

times, since these were the ones I noticed the children had more difficulties when doing 

them.  

 

Considering the fact that at the end of the fourth week of implementation, we had two 

weeks of Spring vacations and classes were affected, the pace students had kept was lost. 

After vacations, the students’ behavior was out of control, many of them mentioned they 

wanted to go home, therefore, continuing with the implementation was complicated. It is 

also worth mentioning that the first two weeks after vacations, students were rehearsing 

for the Mother’s Day Festival. During those two weeks, if we had time, we kept doing the 

activities being implemented so that the students would go back to the previous work pace 

again.  

 

Finally, in the last three weeks of implementation, I was pleased to see the students working 

with enthusiasm again, and most importantly, the activities seemed to be the appropriate 

ones for their age and needs.  
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3.4 Data Collection 

 

Data was collected in a period of seven weeks, through seventeen classes. For the purpose 

of this research, observation sheets, questionnaires, and the collection of class 

documentation were used since they were the most suitable instruments for this work. 

Children between the ages of three and four years are limited in a certain way for expressing 

their ideas, thoughts or feelings. Their knowledge in many cases is implicit, that is, they are 

not aware of what they know or what is fantasy, and therefore indirect methods for data 

collection are preferable (Einarsdóttir, 2007). Indirect methods do not depend on the direct 

participation of respondents, data is obtained without the subjects knowing, in an indirect 

and non-disruptive way (Sarantakos, 1998). According to Kothari (2004), “observations are 

particularly suitable in studies which deal with subjects who are not capable of giving verbal 

reports of their feelings for one reason or the other” (p. 96).   

 

Data was collected through observations, particularly using observation sheets (Appendix 

3.4.1). As stated by Burns (2010),  

Observation sheets are used in what is sometimes called systematic or structured 

observation. This type of observation involves using a coding system or checklist 

prepared before the lesson begins. The observer records the things he or she 

observes as categories of events, for example behaviors, or types of interaction. 

Observation sheets collect data which can be treated quantitatively and summarized 

in numerical forms. (p.62) 

 

 

While students were doing their activities, I observed and wrote the number of students 

who did the activity by themselves, the ones who required help, and the students who could 

not do the activity. For those students who did not complete the activities, I took notes of 

the reasons they were not able to do them. As soon as the class finished, I completed the 
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observation sheet by writing extra comments and writing about the effectiveness of the 

intervention by using different coding, as it is shown in the following table. 

Table 1 

Coding used in Observation Sheets 

Code  Meaning Criteria  

E Effective   Developmentally Appropriate 

 Reached class objective 

 More than half the students did the activity by themselves 

 Students liked it 

 

LE Less effective  Developmentally Appropriate 

 Reaches class objective 

 Less than half the students did the activity by themselves 

 Students like it 

 

NE Not effective  Developmentally Appropriate 

 Did not reach class objective 

 Students did not like the activity 

 

Since the observation sheet was designed to look for and record specific answers, and 

distributed in an easy to follow structure, it was not difficult to complete it while students 

were doing the activities. One observation sheet was used per activity being implemented 

rather than one per student. The observation sheet was divided in different sections 

(Appendix 3.4.1), each part had different aspects to grade the effectiveness of the activity.  

The teacher only needed to choose and briefly describe the option being selected. The 

observation sheets helped me corroborate the effectiveness of the developmentally 

appropriate EFL activities and the students’ reactions towards the activities that were 

implemented.  
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One of the most important aspects was the class objective, since it was essential to write 

achievable goals for each class in order to guide the lesson and the activities to be 

implemented. Other key components of the observation sheet were the columns in which 

I wrote if the students had completed the activities, required extra helped, and had not 

been able to complete the activities.  

An open-ended questionnaire was another tool used to collect the data for this action 

research. As a method of data collection, the questionnaire is very flexible, and it has the 

advantages of having a structured format, easy and convenient for respondents (Walliman, 

2011). I chose to do questionnaires instead of interviews since as stated by Walliman (2011), 

“there is no personal influence of the researcher, and embarrassing questions can be asked 

with a fair chance of getting a true reply” (p. 97).  

The questionnaire helped me validate information and support my observations; the 

Spanish teacher answered questions about the usefulness and complexity of the activities, 

students’ improvement, students’ reactions, and any further comments they had. When 

using questionnaires, you can ask respondents to fill in the questionnaire, or you can read 

out the questions to them and fill in the questionnaire yourself (Walliman, 2011). Thus, I 

decided that it would be useful for this action research that the Spanish Teacher responded 

to these questionnaires since she is in contact with the students all the time, she is in the 

classroom while I am teaching, and she also helped me when students had doubts or 

needed help completing an activity (Appendix 3.4.2).  

The last tool used to find out and compare the students’ progress was the collection of class 

documents. As stated by Burns (2010), classroom documents are full of all kinds of written 

documents – syllabus guidelines, lesson plans, textbooks, readers, students’ written texts, 

exercises, illustrations, maps, dictionaries and so on. Any of these can become a means for 

collecting data and identifying key issues. For this action research, a portfolio which 

contained the developmentally appropriate EFL activities was collected (Appendix 3.4.3). As 

mentioned by Burns (2010), “Collecting a portfolio or dossier of students’ work from one 

individual, a group, or all of your students over a period of time may help identify some 
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obvious signs of learning development” (p. 92). It is a way of tracking student progress, and 

diagnosing areas for further development. As part of an ongoing process of curriculum 

development they can be a very valuable alternative to the traditional forms of testing or 

examination (Burns, 2010).  

 

3.5 Data Analysis 

 

Data analysis is a continuing process of reducing all the information collected to find 

explanations and patterns. In other words, Patton (2002) states that “qualitative analysis 

transforms data into findings” (p. 432). The process of qualitative data analysis “involves 

reducing the volume of raw information, sifting the trivia from the significance, identifying 

significant patterns, and constructing a framework for communicating the essence of what 

the data reveals” (Patton, 2002, p. 432).   

 

The next step of this Action Research, after collecting data, was the interpretation of the 

raw data. According to Stringer (2013), a major process provides the means to distilling the 

data that emerged: categorizing and coding. Categorizing and coding identifies units of 

meaning within the data and organize them into a set of categories that typify and 

summarize the experiences and perspectives of participants. According to Stringer (2013) a 

simple procedure for this form of analysis includes: reviewing the data, unitizing the data, 

categorizing and coding, identifying themes, organizing a category system, and developing 

a report framework. Taking this procedure into consideration, I carried out the data 

analysis, as described below. 

 

Once I had collected all the information by using observation sheets, questionnaires and 

class documents with the activities implemented, I revised data several times in order to 

organize and familiarize with the relevant information for answering my AR questions. To 

do this, I wrote the two questions that guided this research in two separate papers with two 

different colors; AR question 1 was in red and AR question 2 in blue. Then, I circled the 
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possible useful information with either a red or a blue pencil, depending on what AR 

question it was useful for (Appendix 3.5.1).  

 

The next step was unitizing the data where I had to identify ideas, concepts, and 

experiences; identifying units of meaning, as suggested by Stringer (2013). At this stage, I 

used different color pencils and underlined the words, concepts, and ideas that were similar 

(Appendix 3.5.2). I started noticing patterns in the data and after unitizing these units of 

meaning, I sorted them into related groups called “categories”. To make the categorization 

of the information easier, I used a software called QDA Miner Lite which is a qualitative data 

analyzer. With this program I was able to organize and categorize the information and 

discover subcategories (Appendix 3.5.3). From this process two main categories emerged: 

Students’ Reactions and Effectiveness of the EFL Activities. The subcategories that 

underpinned the theme Student’s Reactions were: positive reactions and negative 

reactions. Effective reasons, less effective reasons, and not effective reasons were the 

subcategories underpinning the theme Effectiveness of the EFL Activities. In the final step, 

organizing a category system, the data was recorded in a table, providing a clear picture of 

the categories and subcategories (Appendix 3.5.3). The following table shows the first 

category that emerged, the supporting subcategories, and the examples of codes that were 

used. 

Table 2  

Student’s Reactions  

Subcategories  Example of Codes  

Positive Reactions  Excited (Ex) 

 Happy (Ha) 

 Liked the activity (LA) 

 Enthusiastic (En) 

 Eager (Ea) 

 Liked the materials (LM) 

 Laughing (Lau) 
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 Passionate (Pa) 

Negative Reactions Frustrated (Fr) 

 Boring (Bo) 

 Nervous (Ne) 

 Distracted (Dis) 

 Upset (Up) 

 

The first category that emerged was “Student’s Reactions” with its two subcategories: 

Positive Reactions and Negative Reactions (Appendix 3.5.4). I enlisted all the reactions that 

were observed from students when they were completing their developmentally 

appropriate EFL activities, as well as the reactions perceived by the Spanish teacher. 

Different codes were used to make it easier when recording the amounts of times, a 

reaction was repeated. 

 

The general definition of effectiveness is the ability to achieve stated education goals 

(Ninan, 2006). According to the Merriam Webster and Oxford Dictionary, effectiveness is 

the capability of producing a desired result or the ability to produce desired output. When 

something is deemed effective, it means it has an intended or expected outcome, or 

produces a deep, vivid impression.  

Based on these definitions and for the purpose of this Action Research, effectiveness is the 

capability to achieve stated objectives. The main objective of this research is to provide 

children with the opportunity to learn a foreign language by means of activities according 

to their age, developmentally appropriate activities. In order to achieve the main objective, 

it is expected to achieve a specific goal within every lesson plan. The following table 

describes the criteria that is required for reaching effectiveness in every class.  

Table 3 shows the main category “Effectiveness of the EFL Activities” and its three 

subcategories: Effective Reasons, Less Effective Reasons, Not Effective Reason (Appendix 

3.5.4). Under each subcategory, all the reasons observed that helped me understand the 

effectiveness of the activities were registered.  
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Table 3 

Effectiveness of the EFL Activities  

Subcategories Example Codes 

Effective reasons Positive Reaction to Activity (+ React Act) 

 Developmentally Appropriate (DA) 

  

Less Effective reasons What did not work (? Not Work) 

 What did work (? Did Work) 

  

Not Effective reasons Negative Reactions (- React) 

 Difficulty (Dif) 

 

The second category found was the “Effectiveness of the EFL Activities”. In this category, all 

the possible reasons that let me know if the activity was effective or not were highlighted. 

Among the most recurrent effective reasons for the activity to be successful were: the 

activities reached the class objective (CO), they were helpful for students to develop an 

ability (Help), they were developmentally appropriate (DA), and if there was a positive 

reaction from the students towards the activity (+ React Act) and/or material (+ React Mat). 

In the subcategory “less effective” I made a comparison between what worked from the 

activity (? Did Work) and what didn’t (? Not Work). Lastly, in the not effective reasons the 

most repeated were negative reactions (- React) and difficulties that were observed in 

students (Dif).  

Carrying out an action research project seems to be questionable and subjective (Burns, 

2010). For this reason, some considerations which could support the different findings, 

were taken in order to achieve validity and reliability. According to Burns (2010), the use of 

more than one source of information allows you to compare, contrast and cross-check to 

see whether if your findings through one source is backed up by other evidence. Mackey 

and Gass (2011) suggest that triangulation reduces observer bias and enhances the validity 
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and reliability of information. The following figure represents the triangulation of the data 

collection instruments used in this AR. 

 

 

 

Figure 1. Triangulation Method of Data Collection Instruments 

 

As mentioned before, for this research, data was collected using different sources: 

questionnaires, observation sheets, and class documents. Data collected through these 

different instruments was triangulated. To find the coincidences between what was 

observed by the investigator and what was observed by a second person, in this case the 

Spanish teacher, the observation sheets and the questionnaires were compared. Finally, in 

order to get reliable findings, the observation sheets and questionnaires were contrasted 

with the progress shown in the students’ activity portfolio.  
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Chapter 4: Findings 

Different findings derived from the research questions stated in the rationale of this action 

research. Each question is supported with evidence gathered from the different data 

collection instruments that were used during the 7 weeks of implementations.  

How effective are the developmentally appropriate EFL activities implemented in a 

preschooler’s class?  

The first question aimed to find out the effectiveness of the activities that students were 

exposed to. Considering that effectiveness is the capability to achieve stated objectives 

(Ninan, 2006). The main objective of this research was to provide children with the 

opportunity to learn a foreign language by means of activities according to their age. In 

order to achieve the main objective, it was expected to accomplish a specific goal within 

every lesson plan. Specific criteria were established for reaching effectiveness in every class. 

Based on this criteria, and after analyzing the data collected the following results were 

found and represented in Figure 2.  

 

Figure 2. Effectiveness of the EFL activities  

A first finding according to the data analysis indicated that the activities implemented were 

effective in a 70%. Meaning that 12 out of 17 activities were developmentally appropriate, 

70%

18%

12%

Effective Less Effective Not Effective
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more than half of the students were able to complete the activities on their own, the 

activities helped reach the class objective and students liked them.  From Figure 2, it can 

also be seen that 12% of the activities were less effective, 3 out of 17 activities, and 12% of 

them were not effective. Among the reasons for being less effective and not effective 

activities I found that they were too difficult for students, which led to frustration and 

boringness.  

The following table contains some samples from the observation sheets that were recorded 

during the implementations and from the questionnaires that were responded by the 

Spanish teacher. These samples include excerpts showing the reasons for the effectiveness 

of the activities.   

Table 4  

Samples of Excerpts of Effective Activities   

Subcategory  Sample  Code  Source 

Effective 

Reason 

“They liked dancing and they felt excited 

and started shouting of happiness when 

they found their partners” 

+ React 

Act 

 

Observation 

Sheets 

“We played five times because they kept 

telling me they wanted to continue” 

+ React 

Act 

“The seriating was the appropriate one 

according to their age” 

DA 

“This was the second time I use food for an 

activity and I have observed that Ss enjoy 

working a lot with it” 

+ React 

Mat 

“if they had a doubt, they would consult one 

of their team members” 

Team 

“Apropiadas al tema, divertidas e 

innovadoras” 

DA  

+React 

Act 

Questionnaires 
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[Appropriate to the topic, fun and 

innovative] 

+React 

Mat 

“He notado que les llama más la atención 

los materiales” 

[I have noticed that the materials attract 

more their attention] 

+React 

Mat 

Note: Coding used to facilitate the categorization and interpretation of data: DA 

(developmentally appropriate), Team (teamwork), +React Act (positive reaction to 

activity), +React Mat (positive reaction to materials). 

 

In Table 4, excerpts from observation sheets and questionnaires are displayed. Among the 

reasons why the activities were effective are the positive reaction students had towards the 

activities, the fact that they were developmentally appropriate and helped students 

practice their motor, social, cognitive, and emotional abilities. It was also found that when 

students worked in teams, the activities were quite effective to promote self confidence 

when doing presentations in front the class, and asking each other if they had any doubt. 

Another reason the data revealed was the positive reaction students had towards the 

different materials used in the activities. When they used new and different materials, they 

felt more enthusiastic to completing the activity. As the Spanish teacher mentioned about 

how she considered the activities being implemented, “attractive with a lot of new and 

different material”. Furthermore, with the Activity Portfolio of the students the 

improvement from the first activity to the last one can be seen, as demonstrated in 

appendix A. In the Activity Portfolio, it is shown how students improved their tasks, which 

also was part of the criteria of an effective activity, which shows that most students were 

able to complete the activities on their own.  
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What are the student’s reactions when exposed to the developmentally appropriate EFL 

activities? 

The second question intended to find out what were the students’ reactions when 

completing the developmentally appropriate EFL activities. To answer this question, the 

observation sheets and questionnaires were analyzed and compared with pictures that 

showed students’ reactions during the activities. Data showed that there were more 

positive reactions from students when exposed to the activities during the implementation.  

The table below illustrates the percentages of positive reactions versus the negative 

reactions from students can be observed.  

Figure 3. Student’s reactions 

 

From the information on figure 3, it can be observed that students had both positive and 

negative reactions when exposed to the activities. However, positive reactions 

predominated in the classroom during the implementations with 71%, in comparison with 

29% of negative reactions.  

Figure 4 displays the percentages of all the positive reactions expressed by students during 

the activities.  

71%

29%

Positive Reactions Negative Reactions
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Figure 4. Student’s positive reactions 

From the comments recorded in the observation sheets and responses from the Spanish 

teacher in the questionnaires, it can be seen that students also showed positive reactions 

towards the activities when they were taking place. It also showed that during most of the 

activities they were exposed to, they felt happy, enthusiastic, and excited.  The reactions 

students mostly expressed were happiness, enthusiasm and they liked the activities. 

In table 5 samples of the positive reactions from students that were recorded in the 

observation sheets and questionnaires can be seen.  

Table 5 

 Samples of Positive Reactions 

Subcategory  Sample  Code  Source 

Positive 

Reactions 

“La actividad de hoy les encantó (bingo) se 

sabían todos los sonidos y nombres de los 

animales” 

[They loved today’s activity (bingo) they 

knew all the sounds and names of the 

animals] 

+React Act 

LA 

Questionnaires 

8%

24%

39%

8%

16%

5%

Excited Happy Liked the activity Eager Liked the material Enthusiastic
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“El día que hicieron las brochetas con fruta 

estaban muy contentos y algunos como 

André, Ethan, Angel me dijeron que les 

gustó”  

[The day they made the brochettes with 

fruit they were very happy and some like 

André, Ethan, Angel told me that they liked 

it] 

+React Act  

Ha 

LA 

“I saw them very enthusiastic shouting out 

the names of the animals and making the 

sounds” 

+React Act 

En 

Observation 

Sheets 

“They liked working with real fruit, 

knowing they  were going to eat it made 

them feel excited and they felt happy when 

they noticed they were able to do the 

seriation” 

+React 

Mat 

+React Act 

Ex 

Ha 

“They were  happy to work together and 

get the activity finished” 

Ha 

 “We played five times because they kept 

telling me they wanted to continue” 

+ React 

Act 

Note: Coding used to facilitate the categorization and interpretation of data: +React Act 

(positive reaction to activity), +React Mat (positive reaction to materials) Ha (happy)    

En (enthusiastic) Ex (excited) LA(liked activity) 

 

From the extracts of the questionnaires and observation sheets, in table 5, it can be 

observed that students showed positive reactions as enthusiasm when they saw and used 

different materials like food and games (see Figure 4). It can also be noticed that students 

sometimes wanted to continue and repeat the activities since it was something new and 

fun for them.  
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Evidence from the data gathered has been given as well as answers for each of the research 

questions. Thus, results showed effectiveness of the developmentally appropriate EFL 

activities proposed in this work. Furthermore, the positive reactions that students had when 

exposed to the activities taking place has been shown.  
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Chapter 5: Discussion and Reflections 

At the beginning of this Action Research, certain key issues were identified regarding the 

difficulties students were having in concluding their book activities and the extra activities 

designed by the teacher. Difficult and unfinished activities led to students’ frustration, 

distraction and boredom. These concerns were also observed by other EFL teachers in the 

same school and grade. With this in mind, a possible solution for these issues was stated; 

the implementation of developmental EFL activities designed according to the students’ 

needs and age, that is, developmentally appropriate activities.  

Sirpal (2013) states that a three-year-old has the most difficult time with activities that 

involve sitting and listening. Most children like to be active and have a lot of energy. They 

are eager to gain new experiences including learning a new language. English kindergarten 

teachers play different roles inside of a classroom; besides teaching some aspects of the 

language, the teacher decides which skill and how the same has to be developed in order 

to help students to learn.  

The main aim of the action plan, the implementation of developmentally appropriate EFL 

activities, was addressed by investigating how children develop naturally in their 

communicative, socio-affective and cognitive skills. Then, it was also necessary to identify 

if there were any methods or approaches that described how to teach EFL to kindergarten 

students.  

Developmentally appropriate approaches for young learners emphasize that children are 

active learners and thinkers who make sense of the world by interacting with their physical 

environment that allows them to construct meaning and make discoveries on their own 

(Shin, 2014). Furthermore, these approaches emphasize that children learn through social 

interaction, in particular that with a supportive adult. This interaction with an adult needs 

to support the learning process for the child to acquire new knowledge and skills. The 

teacher, as the adult of the classroom, must help the student learn the new language and 

skills through a process of supporting or scaffolding (Shin, 2014). According to Ellis and 
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Larkin (1998), the need to implement a scaffold will occur when it is realized that a student 

is not progressing on some aspect of a task or unable to understand a particular concept. 

As stated by Bransford, Brown, and Cocking (2000), scaffolding takes place when students 

are learning new or difficult tasks and they are given more assistance. As they begin to 

demonstrate task mastery, the assistance or support is decreased gradually in order to shift 

the responsibility for learning from the teacher to the students. Having this in mind, I helped 

my students accomplish their activities by scaffolding. I created interest in the tasks by 

breaking them into smaller steps, always modeling these steps, showing alternative ways 

to accomplish them, and keeping them on track by minimizing frustration and reminding 

them of the purpose of the activities. For these reasons, it was very important for me to 

first design and well plan the class objectives, the activities to implement, selecting the 

adequate material, and preparing every step that would help me scaffold in order to achieve 

a major goal.  

Through observation and the registry taken, recurrent words showed the effectiveness of 

the activities and students’ reactions, some of them were related with the behavior 

presented during class; although at the beginning, most of them were not favorable, this 

changed over the days.  

During the course of the days, it was observed how students developed their social, 

emotional, physical, cognitive, and language skills (Pruitt, 2009; Petty, 2016).  With the 

different activities students had to do in teams, they increased their ability for sharing, they 

engaged in parallel play, and improved turn taking. Crafts helped to develop their physical 

skills by being able to manipulate and get better every time they used the scissors. By 

drawing simple pictures of food they liked, by using different materials for painting like 

markers, paintbrushes, pencils, crayons and even finger painting they were able to work on 

their fine motor system. This improvement could also be observed throughout the activities 

collected in their portfolios.  

The comparison between the learners’ class documents of the first and final activities, 

which were kept in their Portfolio, revealed an improvement in students’ learning process, 
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their cognitive and motor skills.  Through each activity it could be seen that every time 

students were able to follow longer instructions, their improvement in their writing skills, 

their cutting technique, and the identification of more vocabulary.  

Another finding was that students were able to improve speaking in front of others and feel 

less shy when presenting in front of their peers. At the beginning of the implementation the 

activity for saying words that describe clothes exposed students’ feelings such as 

nervousness, boredom, distraction, and demotivation. However, in the last week of 

implementation, students performed a story in front of the class and the feelings observed 

were eagerness, happiness, and enthusiasm. This means that the completion of the 

activities from the implementation period helped them to gain confidence and feel more 

secure when presenting in public. I can also say that they started to develop some 

autonomy process in their own behavior.   

Working in a different way seemed to result beneficial for increasing students’ enthusiasm, 

developing their skills, raising their attempt to complete activities, and even finishing them 

correctly. The implementation needed to include a wide range of activities suitable for the 

students’ age and needs, and materials in order to maintain their interest. These activities 

also had to be presented in an easy manner, instructions at this age should be simple and 

clear in order to help students reach autonomy when learning. 

Unfortunately, the oral skill did not show as much improvement as hoped.  As stated by 

Alma Zero in her investigation (2014), when teaching the speaking skill to EFL preschool 

students, teachers will come across many difficulties, including students’ lack of confidence, 

their environment, and frustration when trying to participate in different activities. When 

students wanted to say a long phrase they spoke in their L1, or when working in teams, 

most of the times, they spoke in L1. According to (Zero, 2014), “a common problem in 

monolingual classes (i.e. where all of the students speak the same language) is that the 

children escape to their mother tongue, often through frustration at not having the English 

to do the tasks” (p. 16). The most they expressed were chunks of language, for example, 

“not healthy or yes healthy, green shirt or blue skirt”. When they said longer sentences like, 
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“I like strawberries”, it was due to repetition or imitation of what I had just said. In the 

activity where they role played a story, they practically memorized parts of the story or 

mixed both Spanish and English.  As mentioned by Zero (2014), “it is unrealistic to expect 

the children to speak in English all the time while they are working, but we should still 

always encourage them to use phrases such as Can I have the scissors? Do you like it?” (p.14) 

Finally, I can say that success while working with young children requires many different 

activities, materials and strategies that motivate them, that help maintain their interest and 

a positive attitude towards learning a new language. As mentioned by Shin (2014), it is also 

needed clear objectives that let them know where they are headed and how they are going 

to achieve it, and enough time for implementing since this is a day to day job that should 

be done for a longer period of time to see more improvements. It is worth mentioning that 

flexibility from schools is also important. School principals need to comprehend that very 

young learners of EFL require more than a book that needs to be finished, and that learning 

a foreign language is more than just memorizing vocabulary, it goes beyond that.  
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Chapter 6: Conclusions and Implications 

Unquestionably, Action Research is one of the most appropriate tools to encourage 

teachers’ critical thinking to know if what we are doing in our classroom really enhances or 

promotes meaningful learning according to our students’ needs. As Kemmis and McTaggart 

(1988) suggest, action research is:  

…a form of collective reflective enquiry undertaken by participants in social 

situations in order to improve the rationality and justice of their own social or 

educational practices, as well as their understanding of these practices and the 

situations in which these practices are carried out. (p. 6)  

Often, we as teachers claim to be concerned about the learning problems in our students; 

however very little is usually done. Doing action research can reflect to what extent we are 

really committed with our teaching practice. It means compromising and working 

differently. Doing action research directly leads to actions that change the teaching 

environment in which we are working.  

There were many benefits gained from this action research. One was the knowledge from 

all the literature and the systematic observations that were carried out, but the major 

benefit was that one the students received from the activities implemented. Following the 

action research cycle: planning, implementing, reflecting, and reporting, it is significant to 

reflect in order to know how this project can be enhanced.  

First, I can conclude how important it is to truly get to know and take into consideration 

your students’ ages and background, what is going to make them laugh and enjoy the 

classes. Especially when working with very young learners, it is important to investigate and 

understand what is the natural process of how they develop and learn. As an EFL teacher of 

kindergarteners, who want their students learning to improve, all of these aspects should 

be considered when planning the strategies and materials to use.   

Second, I realized it is essential to have a systematic way of observing if the strategies are 

being useful to solve the problem, and if they are not, they should immediately be changed 
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for them to be beneficial. Something that I think could be improved is the way to observe 

the class, it is recommended to video record the classes. By doing so, teachers will be able 

to review the material as many times as needed, interpret better how students are feeling, 

and if the strategies are helpful.   

Third, I also understood that the school calendar should be considered when planning the 

implementations. During this action research there were many disruptions that did not 

allow us to work with the students continuously as planned. Holidays and festivals 

interrupted the sequence of the implementation and it seems that if students had worked 

uninterruptedly, better results could have been reported.  

Finally, it is important to mention that kindergartener EFL teachers play different roles 

inside a classroom. In this case the most important is that of an instructor. In addition to 

teaching some aspects of the language, the teacher decides which skill and how this has to 

be developed in order to help the children learn and continue their natural development 

process through developmentally appropriate activities.  
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Appendix 2.1.1 

Enjoyable and interesting 

Ideas for capturing young learners’ attention.  

 

 

 

 

 

 

 

 

 

 

 

 

 

Image retrieved from Shin (2014).  
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Appendix 2.1.2 

Active and hands-on 

Ideas for keeping students active.  

 

Image retrieved from Shin (2014).  
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Appendix 2.1.3 

Supportive and Scaffolded 

Ideas for supporting the learning process of young learners 

 

 

Image retrieved from Shin (2014).  
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Appendix 2.1.4 

 

Meaningful and purposeful 

Ideas for encouraging real-life communication 

 

Image retrieved from Shin (2014).  
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Appendix 2.1.5 

Culturally appropriate and relevant 

Ideas for cultural activities. 

 

Image retrieved from Shin (2014).  
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Appendix 2.3.1 

Developmentally Milestones 

DEVELOPMENTALLY MILESTONES OF THREE YEAR OLDS 

Retrieved from Petty (2016), NAEYC (2004), and Matodes (2015) 

Social and emotional 

development     

• Shows independence    

• Begins to express feelings/emotions with words   

• Begins to understand some limits and rules   

• Engages in solitary play 

• Engages in parallel play 

• Is happy most of the time 

• Likes praises 

• Begins to understand danger  

• Knows gender and that of others  

• Makes simple choices 

• Begins turn taking 

• Shares  

Communication and 

language development 

• Enjoys rhymes and songs   

• Likes to learn new words   

• Enjoys picture books 

• Speaks when spoken to 

• Tells stories with prompting 
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• Asks questions  

• Speaks in three or four- word sentences 

• Enjoys singing simple, repetitive songs 

• Begins to correct grammar  

• Enjoys books that have photographs  

•  

Cognitive development   • Can stay with the same activity for five to ten minutes 

• Begins to notice patterns   

• Can sort or describe objects by one or more attributes   

• Uses toys to symbolize real objects  

• Shows an interest in numbers and names of numbers  

• Uses color names appropriately 

• Puts interlocking puzzles together  

• Recognizes name in print  

• Identifies and names body parts  

• Names simple shapes 

• Has increasing memory 

• Uses positional terms 

Physical and motor 

development  

• Runs consistently without falling   

• Can use scissors   

• Copies and draws simple shapes and letters 
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• Swings arms when walking 

• Jumps with both feet 

• Walks on a balance beam or line 

• Throws a ball 

• Builds and stacks with several small blocks 

• Practices zipping, snapping, fastening, and buttoning 

• Makes marks or strokes with brushes, pens, pencils, and markers 

• Print large capital letters using pencils or crayons 

 

DEVELOPMENTALLY MILESTONES OF FOUR YEAR OLDS  

Retrieved from Petty (2016), NAEYC (2004), and Matodes (2015) 

Social and emotional 

development     

• Is becoming more respondsible 

• Has an increasing attention span 

• Is developing patience  

• Understand “boyness” and “girlness” 

• Is developing frienships 

• Engages in turn taking and in waititng  

• Engages in group play 

• Role-plays 

• Uses words to solve problems  
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Communication and 

language development 

• Speaks in six to ten-word sentences  

• Sings more complicated songs; enjoys fingerplays and rhymes 

• Tells simples stories in sequence 

• Spells name 

• Follows three-step directions 

• Refers to yesterday and tomorrow correctly 

• Knows first and last name 

• Pronounces words and sound correctly 

• Uses pronouns in sentences  

Cognitive development   • Puts things in order or sequence 

• Notices patterns 

• Begins to reason 

• Engages in more developed play themes 

• Understands simple concepts 

• Counts objects out loud 

• Is interested in the alphabet 

• Is developing early literacy 

• Identifies colors  

• Can match shapes, colors, and patterns 

Physical and motor 

development  

• Runs with ease and stops quickly 

• Throws a ball with more accuracy and distance  
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• Puts puzzles together with ease 

• Copies, prints, cuts, and paints with paintbrush  

• Writes own name 

• Cuts figures with scissors 

• Dresses with little assistance  
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Appendix 3.3.1 

Designing of Activity 
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Appendix 3.3.2 

Lesson Plan 
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Appendix 3.3.3 

Pictures 

 

 

 

 

 

 

 

Fruit Brochettes Healthy & Unhealthy FoodCollage 

Growing Beans R is for Rainbow
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Appendix 3.4.1 

Observation Sheet 
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Appendix 3.4.2 

Questionnaires 

 

English version  

 

 

Spanish version  
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Appendix 3.4.3 

Portfolios 
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Appendix 3.5.1 

Data Analysis: Selection of relevant information 
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Appendix 3.5.2 

Data Analysis: Unitizing the data 
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Appendix 3.5.3 

Data Analysis: Categorizing with QDA Miner Lite 
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Appendix 3.5.4 

Data Analysis: Category system 

 

 

 

 


