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Abstract

The use of technology-enhanced learning in early childhood education has increased
gradually in recent years (Lindeman et al. 2021). At the same time, scholarly
investigations have outlined the benefits of using music for language learning and the
expansion of Nursery education in China. However, research on the effects of
integrating music and technology-enhanced language learning in Chinese nurseries is
limited. Some have argued that technology enhances student engagement, while
others believe it might hinder traditional forms of learning. To address this gap, this
research conducted a case study using an interpretive practice-based approach,

including collaborative action research methods.

Over a 3-month period, I conducted action research in collaboration with teachers in
twonurseries to investigate the impact of music and technology including teachers’
related skills, on student engagement. The methodology included collaborations with
teachers to co-develop lesson plans, post-lesson discussion. The data gathering
adopted a qualitativeapproach. Both inductive and deductive processes were used in
the thematic analyses of classroom observation and teacher interview transcripts (44,

130, and 75 pages, respectively).

The study considers seven key findings. Firstly, the use of technology and music,
combined with the support of peers and teachers, fostered student engagement.
Furthermore, the level of student engagement was impacted by various factors,
including the practical experience and training of teachers; their teaching methods,
emotional patterns, tone, and class content as well as their pedagogical beliefs and
values. Finally, the exchange of thoughts and insights about educational identity,
pedagogical autonomy, and teaching efficiency between the teachers and myself

facilitated professional growth and, ultimately, supported student engagement.
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Chapter 1. Introduction

1.1 Setting the Scene

This study explored the impact of integrating technology-enhanced learning (TEL)
and music as teaching tools and pedagogies for student engagement in private
nurseries in Beijing, China. In particular, this study investigated students’ learning
engagement, as well as teachers’ perceptions of the benefits and potential challenges
of combining TEL and music in class. A qualitative research approach was adopted
within a collaborative action research (CAR) framework, which involved two pilots
with 50 students and two teachers, followed by the main study with 65 students and

two different teachers from another two nurseries, totaling 6 months of fieldwork.

This chapter contains seven sections. In the second section, I introduce the general
situation of English teaching in nursery schools in China. In the third section, I
describe my personal motivation and outline the use of TEL combined with music in
language classrooms for conducting this research. In the fourth section, I discuss the
importance of chant and songs in teaching English as a foreign language in early
childhood. I analyse the rationale of the study in the fifth section, before presenting
the research aims and research questions in the sixth section. Finally, I elucidate the

thesis structure and main content of each chapter.

1.2 General Situation of Technology-Enhanced English Learning in Nurseries in
China

This section presents the categorisation and composition of nurseries in China,
followed by an exploration of relevant issues reported in the literature regarding
English teaching in private nurseries. Private nurseries, while numerous, face
concerns about their profit-driven nature, with funding significantly affecting
teaching quality (Ji et al.,2017). They often adapt educational goals based on parental
demands to boost financial income and development. Such schools emphasise rote
vocabulary learning while potentially neglecting broader language-learning strategies.

China’s early childhood education and care (ECEC) system operates independently,
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leading to a focus on traditional transmission approaches to prepare students for
exams, a practice rooted in China’s examination history (e.g. add key reference to
support statement). The integration of TEL is hindered by teacher- centred methods
and inadequate professional development, despite significant progress in information

and communication technology (ICT) infrastructure in many Chinese nurseries.

According to data from the Ministry of Education (2021), Chinese nurseries can be
classified into several types. Of the 294,832 nurseries nationwide, 108,700 are run by
educational departments, 1,614 by non-educational departments, 1,629 by local
enterprises, 3,838 by public institutions, 483 by the military, and 11,860 by
communities. In addition, there are 166,702 private nurseries, including 116,574
nonprofit ones and six independent Sino—foreign cooperative institutions. Public
nurseries refer to those owned by government agencies, public schools, and other
public institutions, with their funding provided by the government or relevant
authorities. Some nurseries managed by education bureaus enjoy government-
affiliated positions and teacher salary benefits. Nursery principals are appointed
directly by education authorities, enterprises, or investing institutions. Private
nurseries refer to those established and operated by individuals, partnerships, non-

governmental organisations, or private enterprises/institutions.

In a comparative study of the organisational and individual psychological factors
affecting 582 preschool teachers, Shi et al. (2022) found the teaching quality in
private nurseries to be significantly impacted by funding and high teacher turnover to
be an issue. A prevalent phenomenon is that educational goals in private nurseries
may be adjusted based on parents’ demands. Specifically, as teaching pedagogies
serve as approaches and means for teachers to achieve educational objectives and
jointly accomplish teaching tasks with children (Husbands & Pearce, 2012), positive
feedback from parents can enhance a nursery’s financial income and development,
which makes private nurseries highly attentive to parents’ feedback. As a result, some

nurseries are enthusiastic about showcasing students’ English learning achievements.

Additionally, some nurseries or teachers, in their pursuit of rapid knowledge
acquisition, may not adequately consider the characteristics of children’s knowledge
acquisition (Li & Cutting, 2011). In research on ECEC in China, Qi and Melhuish
broadly outline that “unlike countries that offer universal childcare services such as

the United Kingdom, France, and the Scandinavian countries, China’s childcare
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education (ages 3 to 6) does not belong to the national education system, which starts
in primary school’ (2017, p. 268), which has influenced the pedagogy within
nurseries. Due to the significant autonomy given to preschools in developing
pedagogical plans and curricula, teachers advocate traditional transmission

approaches to promote lexical growth amongst students.

Traditional transmission approaches are also aimed at positioning students well for
future examination-based competitive situations after they graduate from preschool.
Meng-Ying, Li (2021) provides evidence that examinations in China are much more
than simple assessments; they are an essential component of social mobility. The
author highlights that the intensity of this culture of competitive examinations

originates in China’s examination history.

This tendency towards exam-oriented education, combined with deeply ingrained
teacher-centred instructional methods (Zhang, 2014), has led to the marginalisation of
TEL applications in basic education. This situation has caused progress in the
application of TEL in Chinese nurseries to stagnate over the past 5—7 years, with a
limitation primarily to demonstrative purposes in teaching (Ding et al., 2019).
Furthermore, the literature reveals that digital technologies are mainly employed for
teacher-centred purposes as they are primarily regarded as teaching tools (Ding et al.,

2019).

In China, the central government has formulated and implemented various policies
and projects regarding ICT infrastructure and teacher training (Wang, Liu & Zhang,
2018). However, as mentioned above, early childhood education in China operates
independently from primary education and is thus not integrated into these projects.
Nevertheless, recent research suggests significant progress in ICT infrastructure in
most Chinese nurseries, such as computers, printers, scanners, digital cameras, video
players, and internet access. Some well-funded nurseries have even established

independent multi-media classrooms and computer rooms (Liu, Toki, & Pange, 2014).

The next section introduces the theoretical basis of this study.

1.3 Personal Motivation and the Use of Technology-Enhanced Learning Combined

with Music in Language Classrooms
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In this section, I first introduce my personal background, including my work and
teaching experience. I then focus on the significance of using TEL combined with

music in language classrooms.

In addition to the research gaps discussed in the previous section, my work
experience at a training school co-founded with friends in 2016, along with
preliminary field observations and teaching experiences at the beginning of my
doctoral degree in Glasgow, have significantly contributed to enhancing my personal
motivation. Specifically, I co-founded a before century (BC) after-school training
school that offered English classes to 3—7-year-olds on weekday evenings and

weekends. The school opened in October 2016 and closed in December 2021.

In BC English, more than half of the students typically came from private nurseries,
which are funded by individuals. I managed five teachers at the centre and co-taught
several groups of 3—7-year-olds. I observed that although the pupils who attended
private preschools allocated a greater amount of time to learning English within their
nurseries, they presented unsatisfactory academic performance in my language school.
‘Unsatisfactory’ refers to these pupils’ English proficiency versus the expectations of

their parents or teachers, as demonstrated in tests and communication.

Crucially, this dissatisfaction does not necessarily reflect negatively on the nursery or
its English teachers, as several factors could have been at play. However, this
observation sparked my curiosity about English teaching methodologies in nurseries

and how students learn there.

In August 2017, the year before I started my doctoral studies, I conducted a month-
long research project into the current situation of English teaching in 18 private
nurseries in Beijing to gather preliminary research into this topic. I informally
observed five classrooms and distributed 30 questionnaires to qualified English
teachers, which explored, amongst other issues, their philosophies and cognitions of
teaching, the textbooks they used, and their self-reflections on the classes they taught
(L1, Park & Chen, 2017). According to my classroom observations, activities within
the class centred on teachers using flashcards (with pictures) to play word guessing
games. Another common game involved the teachers holding a card that was visible

to every child and reading the word aloud. During these teaching periods, I observed
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that rhymes, chants, songs, and jingles were rarely employed.

Notably, the teaching of English with TEL in Chinese nurseries is still in a beginning
stage and requires further research (Liu, Toki, & Pange, 2014). In addition, the
studies that suggest that using music to teach in nurseries facilitates students’
attention (Dzanic & Pejic, 2016; Sousa, 2005), combined with my experience of
using songs to teach English, focussed my attention on the potential of using music in

this study.

Driven by these reasons, I developed an idea for how TEL and music could be
combined as a teaching method in the English classroom within Chinese nurseries. In
July 2019, I co-taught at a Chinese summer camp in Scotland aimed at children aged
3-5 years living in and around Glasgow. In the 1-month class, we chose different
picture books as the main teaching materials each week, specifically selecting picture

books that were popular amongst nurseries in Glasgow.

To determine this, I surveyed parents in advance. The Chinese versions of the picture
books used in class were translated by me and used Chinese materials openly
available online. For example, the picture book that we used in the first week was

The Very Hungry Caterpillar (Carle, 1994), while the related Chinese song was called
‘Hungry Caterpillar’. (https://www.youtube.com/watch?v=VEDyMcwebBg).

In class, the main technologies used included PowerPoint (PPT) presentations that
consisted of the contents of the picture books and an online video player used for
listening and singing activities. Animations to accompany the music were
downloaded from open access platforms (e.g., YouTube, QQ music, and NetEase

Cloud Music) and played on computers.

Based on this short-term course, I noted two points. Firstly, regarding the learning
content, the students had already understood and learned the same content as they
learned in English class while attending nursery school in Scotland; as such, when
they approached the Chinese versions of the picture books, we found that they
exhibited no fear and were even intrigued by the unfamiliar language. In fact, when
the teachers taught the picture books, the students were willing to participate in the

discussions.



Because of their familiarity with the stories, they were active in speculating on the
development and expression of the Chinese versions. In the learning process, students
could see the contents and pictures projected on the wall. During the entire process,

they focused on the content of the story and did not wander off to do other things.

When the students studied the songs, we found that as long as the teacher taught them
the song lyrics along with the rhythm of the music, they memorised the lyrics rapidly.
Additionally, when the teacher played animation videos simultaneously, the students

exhibited a significantly high level of interest in singing. These observations inspired

me to consider integrating TEL combined with music into language teaching.

The next section discusses the significance of chants and songs in the pedagogy of

English-language learning for young learners.

1.4 Importance of Chants and Songs in Early Childhood Teaching English as

a Foreign Language

Research in the neuroscience of music has outlined that music is like language
(Adorno and Gillespie, 1993). Music assists in teaching English to nursery students
because language and music processing can trigger new neural connections that
support the development of both. More recent research has uncovered how the brain
can develop neural connections depending on experiences - also known as plasticity
and that cognitive and emotional processes are interconnected through neural
networks across brain areas (Odena, 2018). Using music to teach English in nurseries
facilitates teaching, attracts students’ attention, and cultivates their interest (Tasnim,

2022)

Furthermore, incorporating rhymes and songs into early childhood English instruction
may create an engaging and enjoyable learning environment. Young children are
naturally drawn to music and rhythm, and integrating chants and songs into language
lessons captures their attention and stimulates their interest (Blasco-Magraner et
al.,2021). This lively and interactive approach promotes active participation, making

language learning an engaging and memorable experience for young learners.

Moreover, chants and songs provide a multi-sensory learning experience. Juntunen
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(2020) has found that combining music, rhythm, movement, and gestures activates
different senses and stimulates various areas of the brain. This multi-sensory
approach enhances young learners’ cognitive development and improves memory
retention, allowing them to more effectively absorb and internalise new vocabulary,

sentence structures, and pronunciation patterns.

In addition, Isnaini and Aminatun (2021) note that chants and songs may support the
development of language skills, including listening, speaking, and pronunciation.
Through repetitive patterns, catchy melodies, and rhymes, young learners are exposed
to authentic language usage and natural intonation. They can acquire new vocabulary,
practise pronunciation (Sousa, 2005), and develop their oral fluency while enjoying
the musical aspect of the learning process. Further relevant literature in this field is

reviewed in Chapter 2.

The next section introduces the research rationale for the present study’s use of music

and TEL in English teaching.

1.5 Rationale of the Study

While studies in China have highlighted ICT’s significance in nursery students’
development, limited research has explored the combination of TEL and music for
educational purposes in nursery contexts. This research aims to bridge this gap by
investigating students’ engagement in English classes with technology-enhanced
language teaching with music (TELT-M) and teachers’ perceptions of this approach

in Chinese nurseries.

Technology Enhanced Learning (TEL) use in early childhood education is developing
rapidly in China. A series of studies in China have also illustrated the significance of
ICT in nursery students’ learning activities. For example, one study indicates that ICT
can be crucial in children’s mental development, abstract thinking, and later academic
performance (Gao & Zhang, 2015). Yuen et al. (2017) propose the facilitative role of
ICT in art learning for nursery students. However, there is limited research exploring
the impact of technology-assisted language learning in Chinese early childhood
education. This gap underscores the need for studies that investigate the effectiveness

of TEL strategies tailored to the linguistic and cultural context of Chinese early
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childhood education.

Despite the scarcity of research on TEL in Chinese early childhood education,
insights from studies conducted in other contexts can provide valuable guidance and
justification for further exploration. Drawing upon international literature and best
practices in TEL research can inform the development of culturally relevant and

effective language learning interventions for young children in China.

As Siraj-Blatchford and Siraj-Blatchford (2006) note, the availability and use of
technology have been widely promoted and are being used to serve children earlier.
Although recent studies have reported negative effects of long exposure to ICT use
on young children, such as musculoskeletal and visual symptoms, many researchers
worldwide have proven the importance of young children using ICT at school
(Christakis et al., 2004). Many nursery school students are already familiar with ICT,
and have been termed ‘digital natives’ (Prensky, 2001), and some use ICT at home as
educational and entertainment tools. Due to its inherent characteristics, ICT can
easily be adapted to an individual’s specific needs and abilities while appealing to
their interests. Especially at the nursery stage, ICT functions in various fields of
children’s development and learning (Edwards & Bird, 2017; Haleem et al., 2022).
Other researchers argue that if nursery teachers can apply ICT effectively, it will
improve children’s language (Nikolopoulou et al., 2019) and social abilities (Lorusso

etal., 2018).

When it comes to using music in language teaching has been shown to benefit young
learners by improving vocalisation techniques, pronunciation, and cognitive
development. Incorporating music, particularly English chants, into early childhood

education holds the potential to enhance language learning and creativity in children.

MacNaughton and Williams (2009) state that the same vocal cords are used for
singing and speaking. Singing not only serves as an avenue for refining students’
vocalization techniques but also facilitates the practice of pronunciation. In other
words, the progression of singing and language development occurs in a mutually
reinforcing manner. The employment of uncomplicated lyrics, coupled with
melodious tunes, can consequently augment students’ lexical repertoire, to a certain
extent. Millington (2011) advances the notion that singing contributes to stimulating

cognitive development in young children, thereby enhancing their mnemonic
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capacities. Moreover, the encouragement of lyrical modification during singing

activities fosters heightened levels of creativity in children.

Many scholars and educators have developed music teaching pedagogies that use
music to create a relaxed study environment, focus on students, and enhance their
motivation to study. Seminal works and ideas have highlighted the effectiveness of
incorporating music into language teaching; for example, language teachers have
emphasised the potential of music to enhance reading skills; explored the integration
of music and linguistic intelligence for mutual learning; and discussed how music can
assist language learning (Torppa & Huotilainen, 2019). Moreover, English chants
cannot be neglected when teaching English to young learners. Teaching English with
chants involves chanting long sentences into rhythmic words so that students can sing
the sentences and repeat them unconsciously. This provides an environment in which
students can freely construct their knowledge. However, to the best of my knowledge,
few researchers have systematically investigated the use of chants in the specific

context of English classes in Chinese nurseries.

Overall, while there has been a growing body of research worldwide on the
application of technology and media in teaching, scholarly investigations into the use
of technology and media among preschoolers are lacking (Dore & Dynia, 2020).

Moreover, to the best of my knowledge, even less research has explored the

application of TEL combined with music for educational purposes in nursery contexts.

As such, this research aimed to bridge this gap by exploring students’ learning
engagement in English classes with TELT-M in nurseries in China. as well as
teachers’ perceptions towards this teaching method. Specifically, it explored students’
engagement while learning English in such classes through a Collaborative Action
Research (CAR) approach with teachers in two private nurseries in Beijing. Thus, I
hoped to obtain recommendations and guidance for the implementation of this

teaching approach based on actual experience.

1.6 Research Aims and Research Questions

The aim of this research was to reflect on the problems associated with English
teaching in Chinese nurseries and explore how music and TEL can enhance learner

engagement. In particular, it investigated how TEL with music in English teaching
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affects student engagement, as well as teachers’ views on using this as a method for

increasing children’s engagement.

This study’s findings will potentially be useful for the professional development of
English teachers, as well as for addressing some of the current problems associated
with teaching English to children in Beijing, including changing some of the more
outdated rote-teaching concepts and incorporating more innovative educational
concepts. In addition to practical applications, my intention was for the research
findings to contribute to conceptual and related knowledge domains, specifically
focusing on teaching pedagogies for early childhood education and the relationship

between music integrated TEL and student engagement.

The two research questions (RQs) that guided this study are as follows:

RQ 1. What emotional and behavioural engagement responses do students have in

nurseries in Beijing when experiencing TELT-M?

RQ 2. What factors influence the effectiveness of TELT-M in promoting learner

engagement?

For RQ 2, the following two sub-questions were examined:

RQ 2.1. What and how much impact do teachers perceive TELT-M to have as a

teaching tool on student engagement?

RQ 2.2. What roles do teachers’ skills and perceptions play in the effective use of
TELT-M?

Thus, this study was driven by two overarching RQs aimed at revealing the dynamics
of TELT-M within the context of Beijing’s nurseries. RQ1 delved into the realm of
the emotional and behavioural engagement responses exhibited by students while
undergoing TELT-M sessions. By investigating these responses, this study aimed to
gain a comprehensive understanding of the impact of TELT-M on students’
engagement, thereby elucidating the potential benefits and challenges associated with

this pedagogical approach.



19
RQ2 then disclosed the inquiry towards identifying the multifaceted factors that

contribute to the overall effectiveness of TELT-M in fostering learner engagement.
Sub- question 2.1 revolved around the perceptions and impacts that educators
attribute to TEL and music as pedagogical tools and aimed to uncover the insights
and perspectives of teachers regarding the influence of TELT-M on student
engagement, thus providing valuable perspectives on its perceived efficacy and

implications.

Sub-question 2.2 centred on the critical role played by teachers’ skills and perceptions
in the successful implementation of TELT-M and explored the complex relationships

between educators’ competencies, attitudes, and ability to effectively utilise TELT-M.

By examining this inter-relationship, this study aimed to identify the details that
explain the proficiency of teachers in using TELT-M to promote optimal learner
engagement. The RQs and sub-questions collectively formed a comprehensive
framework aimed at understanding the multifaceted dimensions of TELT-M and its

implications within the nursery context in Beijing.

1.7 Structure of the Thesis

This thesis comprises seven chapters, the remainder of which are organised as follows:

Chapter 2 presents a review of the relevant literature. Given that my research focused
on the impact of integrating music and TEL on student engagement in English
classrooms, the chapter first discusses the most relevant definition of engagement and
subsequently provides separate discussions on the application of TEL and music in
the classroom. Furthermore, it examines previous research on the effects of

combining TEL and music on student engagement.

Chapter 3 presents the theories that underlie research related to the TELT-M
pedagogy, followed by the lesson plans co-developed with participating nurseries.
This includes the choice of picture books as the theoretical support for the teaching
materials, as well as references to game-based teaching, collaborative integrative
methods (e.g., music and body movement), and scaffolding methods (e.g., interactive

whiteboards [[WBs] and projectors) in the design of lesson plans.
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Chapter 4 explains the qualitative methods that I used in this study. It first introduces
the interpretive paradigm and qualitative methods used, which encompassed a
combination of classroom recording and interviewing deployed within a CAR
framework. I explore the interpretivist research paradigm and consider the
ontological and epistemological stances that I adopted in this study. In addition, I
combined the Leuven Scale of Involvement and Sustained Shared Thinking and
Emotional Wellbeing (SSTEW) scale. It subsequently details the design of the study
and the development of the fieldwork in China, including an analysis and summary of
two pilot studies. I discuss ethical considerations, such as the researcher’s internal
and external position, and present a mind map for theme generation. Then, I
concentrate on the process of data analysis, describing how the data were

systematically analysed, predominantly through thematic analysis.

Chapter 5 presents the empirical findings, under six broad themes, as well as sub-
themes and categories, which resulted in 36 codings. All of them emerged from the
interviews and observations: (1) factors that affect behavioural and emotional
engagement with children in the classroom, (2) factors that promote engagement, (3)
barriers to using music combined with technology in class, (4) teachers’ reflections
on student engagement, (5) teachers’ reflection on students engagement and CAR and
(6) themes related to vocabulary retention as well as multi-level scaffolding. These

themes are all explained and illustrated with direct references to primary data.

Chapter 6 presents the discussion, beginning with the important elements of the seven
key findings (KFs) that address the RQs. Referring to the relevant literature, said
findings are discussed in relation to student engagement in the English classroom
when applying augmentative technology and music. KF1 and 2 explore combining
augmentative technology with music to increase student engagement; KF3 discusses
how a lack of practical experience and training in using augmentative technology in
conjunction with music can affect a teacher’s ability to successfully apply this
pedagogy; KF4 focusses on how a teacher’s lack of attention to teaching style,
emotional state, or even tone (language) and content in the classroom can lead to
passive student engagement; KF5 discusses how teachers who have a clear
understanding of student engagement and of core teaching values and beliefs can
positively impact student engagement; KF6 considers how teachers and CAR

researchers reflect on teacher identity, pedagogical autonomy, and teaching skills,



which can have a positive impact; and lastly, KF7 highlights the importance of
multilevel scaffolding for increasing student engagement. Finally, the relationships
amongst the seven KFs are discussed, and the main points and arguments of the

chapter are summarised.

The concluding Chapter 7 answers the two main RQs before summarising the
research history and highlighting its original theoretical and practical contributions. It
also examines the findings’ implications and provides recommendations to enhance
the impact of future applications of TELT-M on student engagement. The chapter
concludes with the limitations of the study, recommendations for future research, and

final reflections.
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Chapter 2 Literature Review

2.1 Introduction

This chapter critically examines the pertinent literature concerning student
engagement in English-language classrooms, with a particular focus on the use of
music and TEL. It delves into the intricate relationship between the integration of

music and TEL and its impact on fostering student engagement.

This chapter comprises six sections. Section 2.2 discusses relevant definitions of
engagement, before Section 2.3 discusses TEL, including the advantages and
disadvantages of applying such technology in English classes, its relationship with
classroom engagement, and the barriers to using it. Then, Section 2.4 reviews
literature related to the application of music in the classroom, including the role of
music as a facilitator of multi-sensory learning; the relationship between music and
emotions in second-language acquisition (SLA); the impact of music on students’
memory, interest, and engagement in language learning; and the challenges of using
music in the classroom. Next, Section 2.5 discusses the role of music and TEL in
facilitating students’ engagement in the classroom. Section 2.6 then discusses the
awareness of integrating enhanced technologies into early childhood education, and
Section 2.7 examines the critical role of music in early childhood education. Section
2.8 illustrates the literature with the engagement of students in utilizing technology to
enhance language acquisition in early childhood education. Finally, Section 2.9

summarises the chapter.

To search for relevant research, I used several electronic databases, including the
British Education Index, Education Resources Information Center (ERIC), Google
Scholar, The Organization for Economic Cooperation and Development (OECD),
Research Gate, Social Science Citation Index, Springer, Taylor and Francis Group,
and the University of Glasgow’s online library. After initiating the search with a
concise set of key terms, such as ‘technology-enhanced learning’, I discovered that
over 1 million records were available in the database of the University of Glasgow.
This abundance of published literature presented a challenge in terms of data

management. As a result, I included additional relevant keywords to refine the search
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parameters.

I subsequently conducted a comprehensive exploration using the following key terms,
initially covering areas related to instructional reinforcement and music education:
‘TEL’, ‘engagement’, ‘music in education’, ‘ICT in English teaching’, ‘action
research’, ‘early childhood education’, ‘scaffolding’, ‘pre-primary education with
technology enhanced learning’, ‘technology-enhanced learning with music’, ‘video
and audio instruction for young learners’, and ‘IWB’. Following the incorporation of
these search terms, I quickly assessed the relevance of publications by reviewing their
titles and abstracts to determine whether they were pertinent to my study. During the
search process, I did not impose any restrictions on publication date, as some earlier
publications were foundational to certain theories or concepts. My research
consequently included some older literature, which I accessed by reviewing physical
copies in libraries or scanned copies online. Additionally, a few Chinese-language
publications were featured in my work, particularly those concerning the
development of early childhood English education in China, which were not available
through international journal databases. In such cases, I translated the search criteria
into English to conduct relevant literature searches in Chinese databases, primarily

using the CNKI (9 [ 1) platform.

2.2 Engagement

This section provides a synthesis of the literature review regarding the
conceptualisation of engagement and subsequently elaborates on two specific
dimensions of engagement, namely behavioural engagement (Sub-Section 2.2.2) and
emotional engagement (Sub- Section 2.2.3). In Sub-Section 2.2.4, I discuss factors
that influence students’ engagement and the research pertaining to disengagement.
After that,2.2.5 explores the relationship between language, communication and
learner engagement. Finally, section 2.2.6 provides a comprehensive exploration of

the concepts related to disengagement.

2.2.1 Understanding Engagement

Engagement refers to students’ capacity to maintain focus and avoid distractions



(Hirsh- Pasek et al., 2015). Numerous authors have criticised the disorientation that
results from the absence of agreement regarding the definition of engagement.
Azevedo (2015) offers the following definition:

Engagement has been used to describe everything, including student academic
performance and achievement, classroom behaviours; approaches to interacting
with instructional materials; students’ self-perceptions of beliefs in handling
individual and contextual aspects of learning situations, students’ enactment of
cognitive, motivational, affective, metacognitive, and social processes; particularly
in academic contexts (e.g., classrooms, intelligent tutoring systems), teacher

practices in learner-centred classrooms; and features of instructional and learning
contexts designed to initiate, sustain, and foster learning. (p. 84)

Engagement is a multi-faceted concept that encompasses students’ motivation,
cognition, and behaviour. It is widely acknowledged to involve the interplay of
behaviour, emotions, and cognition (Fredricks et al., 2004; Lam et al., 2014;
Heemskerk & Malmberg, 2020). It could be developed and recognised into three
dimensions. Initially, they primarily emphasised behavioural engagement through the
adoption of engagement theory, followed by the dimensions of emotional and
cognitive engagement (Newmann, 1991; Zimmerman & Christakis, 2005). In the
following subsections, I discuss the specific content of behavioural and emotional
engagement. Due to the young age of my research subjects (i.e., 4-5 years old),
conducting in-depth interviews would have been unsuitable, and observing cognitive
engagement in the classroom would have presented difficulties, as it is not easily
observed in young children. Cognitive engagement is a vital aspect of learning that is
significant in knowledge acquisition and retention. However, in young children,
cognitive engagement is not easy to observe or measure due to several factors, as
follows: The difficulty of the distinction between cognitive and behavioural
engagements, with the former emphasising the mental effort exerted by students,
which is less amenable to direct observation (Appleton et al., 2006). In other words,
even though children might display inattentiveness or be distracted at times, they
might be engaged in cognitive activities such as reflection, problem-solving, or the

mental organisation of information.

These internal processes are not easily discernible through classroom observations.
Additionally, some children may exhibit active participation through enthusiastic
interactions, while others may display more reserved and introspective behaviour. If
classroom observation had been the primary research approach, there could have been

a propensity to misconstrue quiet or reserved behaviour as disengagement, leading to
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inaccuracies in the observational outcomes. As such, my discussions and research did

not focus on monitoring cognitive engagement.

2.2.2 Definition of Behavioural Engagement

Behavioural engagement refers to the actions and practices displayed by students in
their learning, as indicated by measures such as their attention, engagement in the
classroom, and task-related behaviours (Olivier et al., 2020). Researchers have
conceptualised behavioural engagement as the observable behaviours and attitudes
that students exhibit when engaging in academic tasks (Finn, 1989; Skinner, Pitzer &
Brule, 2014). Students who actively participate behaviourally in their learning often
demonstrate behaviours such as attending classes on time, being attentive,
concentrating, taking notes, persisting in completing tasks, engaging in academic
discussions with peers, and asking questions (Finn, 1989; Fredricks et al., 2004;
Mahatmya et al., 2012). Conversely, students who lack behavioural engagement in
their learning often demonstrate behaviours such as skipping classes, being
inattentive in class, being distracted, and withdrawing from academic tasks (Skinner,

Pitzer and Brule, 2014).

2.2.3 Definition of Emotional Engagement

Emotional engagement refers to students’ affective responses related to academic
tasks (Skinner, Furrer & Marchand et al., 2008), as well as their interest in learning
(Furrer & Skinner, 2003; Skinner, Furrer & Marchand et al., 2008), sense of
belonging to the educational organisation, and perception of the value of learning
(Finn, 1989; Voelkl, 2012). Attempts to understand emotional engagement’s
dimensions began with Finn’s (1989) ‘engagement—identification’ model, which
posits a positive relationship between students’ actions (behavioural engagement) and
their identification with the educational organisation (emotional engagement), during
which they develop a sense of belonging to the educational organisation and personal

value for their academic success.

Skinner, Kindermann and Furrer (2008) clearly consider the behavioural and

emotional dimensions of engagement as ‘the quality of students’ engagement with
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learning activities in classrooms, ranging from energised, enthusiastic, focussed,
emotionally positive interactions with academic tasks to apathetic withdrawal’ (p.
494). In their study, emotional engagement involves students’ emotional experiences
and interests, as well as their academic interactions with teachers and peers (Skinner,
Furrer & Marchand, 2008). Other research has suggested that students who report
more interactions with others, particularly with their teachers, are likely to experience
positive emotions such as satisfaction, enjoyment, and excitement, which can result
from knowledge acquisition (Naude et al., 2014). By contrast, students who lack
emotional engagement may not be interested in the subject and may report negative
emotions such as boredom, disinterest, frustration, and anxiety, which can lead to

them exhibiting decreased effort in learning (Skinner, Furrer & Marchand, 2008).

2.2.4 Factors That Influence Students’ Engagement

Researchers believe that academic engagement is malleable, contextual, and dynamic,
as well as easily influenced by students’ individual characteristics or environmental
factors (Wang & Degol, 2014; Amerstorfer & Von Miinster-Kistner, 2021; Lu et al.
2022). In other words, level of academic engagement can vary amongst individual
students. Additionally, students may not display the same level of engagement in all
situations but instead may exhibit different levels of academic engagement in
different environments, depending on factors such as their interests in specific
subjects. For example, students interested in English may pay more attention and be
more willing to participate in activities but may not invest the same level of effort if

they lack interest in another subject, such as mathematics.

Chinese scholars have also discussed the influence of the learning environment on
students’ engagement, which can be facilitated through interactions with teachers and
peers or enhanced technological support. In a classroom study in Chinese secondary
schools, Li, Jin, Edirisingha et al. (2021) highlight how the presence of teachers (i.e.,
their promotion of classroom interactions and implementation of teaching strategies)
impacts students’ classroom participation. This finding was supported by Liu, Zhen,
Ding, et al. (2018). In their investigation of the developmental mechanisms of
elementary students’ engagement in relation to teacher support (both academic and
emotional), they discovered that teacher support not only enhances students’

academic self-efficacy and academic enjoyment but also serves as an intermediary
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factor in experiencing activated pleasure. Students are thus more likely to focus on

positive, self relevant information, leading to increased levels of positive learning
attitudes and engagement. Considering these factors, the present study included a

focus on how they affect behavioural and emotional engagement.

2.2.5 the relationship between language, communication and

learner engagement

The relationship between student engagement and language in the classroom is
intricate and symbiotic, as language serves as both a facilitator and an outcome of
active student involvement in the learning process (Reschly et al., 2020). Language
functions as a conduit for instructional interactions, facilitating engagement and
fostering learning (Zhang & Hyland, 2022). In educational contexts, effective
communication relies not only on the transmission of information but also on eliciting

emotional responses from students.

Language and communication in class act as facilitators of student engagement by
serving as a medium through which educators may convey information, encourage
dialogue, and facilitate interaction (Tiwari, 2021). Through verbal communication,
teachers could create an environment that invites students to participate actively in
discussions, ask questions, and express their thoughts and opinions. This active
exchange of language fosters a sense of involvement and encourages students to take

ownership of their learning journey.

Moreover, language plays a crucial role in shaping the quality of student engagement.
As Gholam (2019) suggests, employing captivating communication strategies can
enhance student interest and curiosity, thereby deepening their engagement with the
learning content. Interactive discussions, for instance, provide students with
opportunities to articulate their perspectives, exchange viewpoints with peers, and
contribute to collective learning experiences. By actively participating in such
linguistic exchanges, students become more invested in the learning process and

develop a deeper understanding of the subject matter.

Students’ proficiency in expressing themselves linguistically directly influences their

confidence levels and willingness to engage in classroom settings (Schnitzler et al.,
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2021). Those who possess strong language skills are more likely to participate

actively in discussions, share their ideas, and contribute meaningfully to classroom
activities. Conversely, students who struggle with language expression may feel
hesitant to participate, which can impact their overall engagement and academic

progress.

2.2.6 Disengagement

Most research on academic engagement has focussed on investigating indicators that
represent high levels of engagement, as they indicate positive educational outcomes,
such as students’ academic achievement, self-efficacy, and well-being (Bowden et al.,
2021). Skinner, Furrer and Marchand et al. suggest that disengagement is not simply
non- engagement (Skinner, Furrer & Marchand et al., 2008); rather, it involves
students’ passivity and withdrawal from learning. Some researchers have argued that
disengaged students exhibit both behavioural and emotional dimensions of
disengagement (Skinner, Furrer & Marchand et al., 2008; Skinner, Pitzer & Brule ,
2014). Students who are disengaged from learning often skip classes and exhibit
drifting attention (i.e., behavioural), among other behaviours, and also report feelings
of boredom and frustration (i.e., emotional). Research has displayed a negative
correlation between academic engagement, particularly students’ engagement in
classroom activities (i.e., behavioural engagement), and negative emotions such as
boredom (Dettmers et al., 2011). Students who feel bored with their learning tend to

engage less in classroom activities.

Considering its multi-dimensionality (Fredricks et al., 2004), student disengagement
from school can be influenced many factors. Several authors have confirmed the
impact of the latter, such as family environment, socio-economic status, school
expectations, and cultural background, on predicting student school engagement
(Alexander, Entwisle & Horsey, 1997; Lee & Burkam, 2003). Other authors have
underscored the significance of focusing educational interventions on internal risk
factors, including school policies, curriculum development, and student relationships
within the educational community. Other researchers (Marks, 2000; Ares & Gorrell,
2002) have highlighted that a relevant curriculum is one factor that most significantly
impacts student engagement in school activities, a finding corroborated by Weng and

Li (2018) in research conducted in Chinese nurseries.



In addition to the curriculum, teacher instruction and learning activities are also
crucial in influencing student engagement (Bergdahl & Bond, 2022). As Ali et al.
(2019) mentioned if students do not feel valued, respected, or supported by their
teachers or peers, they may develop a negative attitude towards the learning process.
This can manifest as disinterest, withdrawal, or resistance to participating in class

activities and ultimately hinder their engagement and overall learning experience.

Furthermore, teachers can exert control and vary in terms of support for autonomy
(Jang et al., 2010). A recent study found diverse teacher responses: some expressed
frustration with ‘certain types of students’ and ignored those who exhibited
disengagement, while others adopted a more proactive approach by setting a faster
work pace than the students to activate them and counteract passivity in the
classroom (Bergdahl & Bond, 2022). The authors identified that teacher behaviour
significantly influences the spectrum from disengagement to engagement in learning,

and vice versa.

Furthermore, scholars in China have outlined how excessive academic pressure and
stress can result in learner disengagement (Chyu & Chen, 2022). When students feel
overwhelmed by high expectations, intense competition, or a fear of failure, they may
experience increased anxiety and a reduced willingness to engage in learning. This
could lead to a decline in participation, motivation, and overall academic
performance. The present study included a focus on the characteristics or nature of
learner disengagement and related factors, such as the impact of the learning

environment, teacher instruction, and learning activities.

The next section provides a detailed exploration of the advantages and disadvantages
of using TEL in early childhood language classrooms. It also discusses the most used

types of TEL and their potential relationship with student engagement.

2.3 Technology-Enhanced Learning

In this section, I review both the advantages and disadvantages of applying TEL in
the English classroom as discussed in the literature (Sub-Section 2.3.1), followed by

the barriers to applying such technology (Sub-Section 2.3.2). Finally, in Sub-Section
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2.3.3, I discuss the relationship between TEL and classroom engagement.

2.3.1 Advantages and Disadvantages of Applying Technology

Enhanced Learning in the English Classroom

TEL is an important concept in the field of education. Lowyck (2014) proposes
arguments concerning the relationship between learning theory and technology. The
dynamic evolution of society and education influences the selection and use of
learning theory and technology (Terés, 2020). Learning theory and technology are
intricately linked, as they intersect in processes such as information processing and

knowledge acquisition.

Educational technology has consequently transitioned the paradigm of learner support
from centralised planning and teacher control to a more collaborative approach that
emphasises shared responsibility and learner autonomy (DarlingHammond et al.,

2020).

As a new language-learning model, technology-enhanced language learning is
becoming popular. Bernd and Markus (2001) argue that traditional language- learning
theory and its influence on communicative learning still dominate to a certain extent,
especially at the grass-roots level. Conversely, it is becoming increasingly clear that
the availability of off- and online software tools provides exciting opportunities for

language courses (Dhawan, 2020).

TEL is an approach to reducing educational inequality. Gulati (2008) believes that
learning to use technology has become a global phenomenon. The internet is often
seen as a value-neutral tool that helps individuals gain unhindered learning

opportunities and overcome the limitations of traditional elite spaces.

However, technology-intensive learning also has drawbacks. An over-reliance on
TEL may undermine the development of essential cognitive and motor skills in
young children. Hands-on activities and manipulative play, which are critical for
fostering fine motor skills, spatial awareness, and problem-solving abilities, may be
neglected when technology takes centre stage (Vedechkina & Borgonovi, 2021). The

immersive nature of TEL may restrict children’s exploration of the physical world
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and hinder their ability to engage in creative and imaginative play.

Another concern is the potential for increased screen time to negatively affect
children’s attention spans and concentration abilities. Research suggests that
excessive screen use in early childhood may contribute to attention problems and
difficulties in selfregulation (Tamana et al., 2019). Constant exposure to highly
stimulating and rapidly changing visual stimuli on digital devices may hinder
children’s ability to sustain attention during other activities, including traditional

classroom interactions.

Passive screen time refers to sedentary screen-based activities that involve passively
receiving screen-based information, such as watching television. Some evidence
suggests that specific types of TV programmes can be advantageous for preschool
children (Linebarger & Walker, 2005). Nonetheless, one study observed that children
tend to derive lesser learning outcomes from TV compared with equivalent real-life
experiences (Anderson & Pempek, 2005). Notably, TV viewing has been found to
have particularly adverse effects on infants and toddlers, especially those under 2
years old. Early exposure to TV has been associated with attentional problems
(Christakis et al., 2004) and been illustrated to exert detrimental effects on various
cognitive aspects, including cognitive development, reading recognition and
comprehension, mathematical proficiency, and short-term memory (Zimmerman &
Christakis, 2005), as well as on language development and vocabulary (Linebarger &
Walker, 2005). Furthermore, no commercial TV programmes have been reported to

demonstrate any benefits for children under age 2 (Garrison & Christakis, 2005).

The concept of TEL is significant in education, with learning theory and technology
being interrelated and influenced by societal and educational developments.
Technology- enhanced language learning — a new model — is gaining popularity and
coexists with traditional language learning theories. The availability of off- and
online software tools presents exciting opportunities for language courses
(Deshpande & Shesh, 2021). Learners benefit from technology integration by
experiencing new techniques and increased learning possibilities. However, concerns
exist about technology’s drawbacks, including potential negative impacts on essential
cognitive and motor skills, students’ attention spans, and creative play. Passive screen
time, particularly TV viewing, can have detrimental effects on young children’s

cognitive development and language skills (Domingues-Montanari, 2017). Hence,
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while TEL offers advantages, careful consideration is required to mitigate its

potential negative consequences.

2.3.2 Barriers to Applying Technology-Enhanced Learning

Barriers to the application of TEL in educational processes can be referred to as
preexisting conditions that impede the successful incorporation of advanced
technology into teaching methods (Brenner & Brill, 2016). Over the past two decades,
numerous barriers have been extensively discussed, including hardware and software,
instructor support, and teacher willingness (Ertmer, 1999; Nikolopoulou and
Gialamas, 2015), which have been categorised by Ertmer (1999) as first- and second-
order barriers. Firstorder barriers are external obstacles that teachers confront, such as
inadequate hardware and software, limited time availability, a lack of adequate
support, and inadequate teacher training. By contrast, second-order barriers are
internal obstacles associated with instructors’ willingness, beliefs, competencies, and

established classroom practices.

The literature has identified several specific obstacles. Using Ertmer’s (1999) model,
I summarise them as follows: (1) first-order barriers: insufficient equipment and
resources; time constraints; insufficient training; a lack of support in the technical,
pedagogical, financial, and managerial domains; inadequate support from parents or
the community; limited classroom space; curriculum constraints; high-stakes
examinations; and broader economic, political, social, and cultural obstacles; and (2)
second-order barriers: teachers’ negative attitudes and beliefs, lack of confidence,
inadequate knowledge and skills, and the persistence of established beliefs and

instructional methods (Winter et al., 2021; Bui, 2022).

2.3.3 Relationship Between Technology-Enhanced Learning and

Classroom Engagement

Numerous studies have indicated that technology can be used as a potential method
for diversitying the educational encounters of young children in classrooms while
promoting active learning (Richards, 2015). According to Boticki et al. (2015),
technology offers novel learning opportunities, including the creation of authentic

learning environments that enrich students’ educational experiences. In addition, one
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study has shown that the incorporation of technology into the learning process
increases learner engagement (Rashid & Asghar, 2016). Furthermore, Haleem et al.
(2022) argues that technology yields highly motivating effects, thus serving as a

valuable tool for reinforcing students’ learning progress.

Children’s ability to play and learn can be enhanced if they are permitted to
experience enjoyment and have access to amusement during classroom activities
involving advanced technology. Baek and Touati (2017) have found that boredom or
a lack of entertaining activities can result in a loss of interest in education, which can
contribute to academic failure (Israel et al., 2016; Noorhidawati et al., 2015).
Educational content produced for learning and entertainment captures children’s
attention through its design, which is largely considered playful. Children find TEL
activities entertaining from both a cognitive and a socio-emotional perspective. Fun
can translate into motivation and interest in acquiring content in an educational
context (Atwood-Blaine & Huffman, 2017). Children participate in recreational
activities for the purpose of experiencing enjoyment (Shafer, 2013). When children
appreciate the activity and what they are doing, they are motivated to learn and are
more likely to persist (Lumby, 2011). In turn, such motivation and perseverance

affect students’ classroom participation.

Classrooms receive specific benefits from technology, including the provision of
immediate feedback (Shirley and Irving, 2015), which is crucial in self-regulated
learning through the provision of insights into a student’s performance on a task (Du
et al., 2023). Thus, the integration of technology in classrooms facilitates autonomous
learning, granting students the ability to assume responsibility for their individual
learning journeys and create personalised paths (Pombo et al., 2018). Students
become active co- creators of their own learning processes as a result of this

transition.

Similarly, researchers have considered the role of support in collaborative learning,
which enables students to collaborate and share knowledge (Akpabio and Ogiriki,
2017). This aspect is especially beneficial for enhancing interactions amongst
learners and educators, as technology enables the sharing of comments, feedback,

collaboration, and meaningful discussions (Boticki et al., 2015).

In the next section, I discuss the rationale for the application of music in the



classroom and the relationship between using music in class and student engagement.

2.4 Applying Music in the English Classroom

This section presents a comprehensive review of the literature in the field of music.
This review yielded significant insights that prompted the organisation of the
following four sub-sections: firstly, Sub-Section 2.4.1 delves into the role of music as
a powerful facilitator of multi-sensory learning. Through engaging multiple senses,
music can enhance language-learning experiences and support learners’ cognitive
processes. Sub-Section 2.4.2 then explores the intriguing relationship between music
and emotions and emphasises how music can evoke various emotional responses,
creating a conducive and emotionally enriched learning environment for language

learners.

Next, Sub-Section 2.4.3 focusses on the impact of music on students’ memory,
interest, and engagement in the language-learning process. Studies have revealed that
incorporating music in educational settings can positively influence memory retention
and motivate learners to actively participate in language activities. Additionally,
learnerstend to exhibit heightened interest and enthusiasm when music is integrated
into language lessons, leading to increased engagement and improved language

learning outcomes.

Lastly, Sub-Section 2.4.4 addresses the challenges associated with effectively using
music in the language-learning classroom. These challenges may include selecting

appropriate music that aligns with specific language objectives, managing potential
distractions, and striking a balance between the educational benefits of using music
and its potential entertainment value. By examining these challenges, educators can
develop strategies to maximise the advantages of incorporating music into language

teaching while mitigating potential drawbacks.

Through these four interconnected sub-sections, this section aims to provide a
comprehensive understanding of the multifaceted role of music in language education,
shedding light on its potential as a valuable tool for enhancing language- learning
experiences and outcomes, while also acknowledging the practical considerations and

challenges that educators may encounter when incorporating music into their
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pedagogical practices.

2.4.1 Role of Music as a Facilitator of Multi-Sensory Learning

In this sub-section, the primary focus is on the potential of integrating music into the
classroom environment to facilitate multi-sensory learning and enhance student
engagement. As Crowther (2012) notes, integrating music into classroom activities
allows for a multi-sensory learning experience, engaging students at multiple levels.
When students are exposed to music, it activates different sensory modalities such as
auditory, visual, and kinaesthetic, thus enhancing their learning experience. Music
can stimulate various regions of the brain, facilitating cognitive processes related to

attention, perception, and memory (Crowther, 2012; Trimble & Hesdorffer 2017).

Mendelson et al. (2016) investigated the effect of multi-sensory music intervention on
the attention and engagement of children with developmental disorders in a study that
involved students in Grades 2—-5. They found that a multi-sensory music intervention
significantly improved participants’ attention and engagement levels. The
combination of inherent auditory, visual, and kinaesthetic stimuli in music attracted
multiple senses, fostering active engagement and enhancing students’ classroom

engagement.

Furthermore, Juntunen (2020) focussed on students from primary to upper grades and
found that integrating music into classroom activities can be achieved through
various methods, such as the use of musical instruments, the incorporation of
movement and dance, or the integration of music into group projects and
presentations. By creating a multi-sensory learning environment, educators can
harness the power of music to promote students’ engagement and provide them with
a comprehensive learning experience. Cornett (2007) argues that the development of
control over balance, body movements, and the use of the senses is crucial in
preparing children for active involvement and concentrated attention. Moreover,
sensory-based learning has been noted to have the dual effect of promoting alertness
while simultaneously relaxing muscles, which facilitates the establishment of neural

pathways for learning and improves the ability to maintain focus on tasks.

2.4.2 Relationship Between Music and Emotions in Second Language



Acquisition

The connection between music and emotion in the English classroom has been
studied by many scholars, such as in examinations of whether teaching new concepts
and vocabulary would decrease learners’ levels of anxiety and inhibition (Bokiev et
al., 2018). The social bonding outcomes of collective singing behaviour in the
European University Choral Fraternity, as mentioned by Pearce et al. (2016),
indicated that group singing can increase the sense of closeness towards unfamiliar
individuals. In a more recent study, Papageorgi et al. (2022) found that singing can
also help learners acquire certain English words and expressions present in lyrics,
which enhances their confidence. These English words and phrases from song lyrics

can be used in future verbal communication.

Furthermore, based on research in the field of SLA, Krashen (1982) contends that
emotional factors such as motivation, self-confidence, and anxiety are essential in
SLA. He argues that high levels of motivation and self-assurance and low levels of
anxiety are likely to result in successful SLA. By contrast, if students of languages
lack confidence and experience extreme anxiety, their emotional filtering will be
elevated, resulting in a decline in language proficiency. This inhibition leads to the
inability to acquire language (Krashen, 1982). The primary consequence of the
affective filter hypothesis refer to a low-anxiety, peaceful classroom environment that
elicits feelings of happiness in students is necessary for successful SLA. This is
where music and songs can be helpful. In addition to its calming effects, music can be
useful in language instruction, as it increases students’ motivation, which is essential
for an effective learning process. According to Kelly et al. (2002), the identification
of real-world materials in the classroom energises the learning environment and
promotes positive attitudes towards education. Thus, they effectively complement
classroom instruction. Positive emotions can increase students’ intrinsic motivation

and interest in learning.

Due to the association of songs with emotions and the incorporation of authentic and
meaningful lyrics for learners are likely to capture students’ interest. The application
of songs may encourage the exposure of language students to authentic input. Several
studies (Hallam, 2010; Blasco-Magraner et al., 2021) have discussed the positive

effect of songs as well as music on the emotional state of both young people and

36



adult language learners. Aguirre et al. (2016) investigated how songs motivate 7-9-
year-old English as a second language (ESL) students to acquire the language. The
researchers concluded that students prefer learning English through songs, as they
positively impact their learning motivation. Songs create a more interactive and
favourable environment, which boosts students’ confidence in learning a new
language. Thus, students actively participate in class and become more engaged in the

activities conducted during lessons.

According to Tyng et al. (2017), the emotional centres in the brain contribute to better
memories of relaxed and enjoyable situations. The integration of knowledge content
with pleasant and entertaining learning processes enhances the efficiency and
durability of extracting English words, grammar, and expressions from the context. In
other words, entertainment-based learning may naturally reduce students’ learning
anxiety. Furthermore, Alexander, Aragon, Bookwala et al. (2021) suggest that joyful
entertainment experiences are a form of happiness and that this sense of happiness
enters the brain and stimulates individuals to seek joy. The brain’s pleasure centres
are closely connected to the brain’s emotional centres, to the extent that people can

better remember experiences associated with this emotion (Alexander et al., 2021).

Moreover, Osborne et al. (2014) support the idea that using songs to alleviate
students’ anxiety is effective, as songs serve to motivate and boost their confidence.
This aligns with the findings of Dong Li. (2022) who conducted a study in Chinese
primary and secondary schools that revealed that using appropriate action songs not
only enhances students’ learning enthusiasm but also alleviates students’ burden,

enabling them to concentrate better in the classroom.

2.4.3 Impact of Music on Students’ Memory and Interest in

Language Learning

This section discusses the relationship between language and music from the of
language acquisition and the structure of the human brain. This includes an
examination of the impact of language on memory, as well as its influence on

students’ interest and engagement in language learning.

Similarities exist between language and music in the context of learning. Engh (2013)
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asserts that the close connection between music and language has been confirmed in

various fields, such as anthropology, cognitive science, psycholinguistics,
sociolinguistics, SLA, and first-language acquisition. In particular, the use of music
in English-language learning has long been common practice. The author concluded

that using music in language learning is effective.

Additionally, the close relationship between music and language has been supported
by research, which indicates that music and musical activities are typically natural
components of children’s development. Papadimitriou et al. (2021) found that music
can promote auditory and language development in infants and even assist young
children in acquiring auditory and language skills. As with language learning, young
children can benefit significantly from the social interaction involved in learning

music. Thus, music interventions may have long-lasting effects on language learning.

The aforementioned studies aimed to determine the reasons for the strong connection
between music and language. From a structural perspective of the brain, Peretz et al.
(2015) argue that music and language analysis occur in similar regions of the brain
and that the processing of music and language grammar appear to share similarities.
This suggests that the brain uses the same resources to process both music and
language. This view is supported by Brown (2006), who claims that language and the
generation of melodic phrases engage the same functional areas of the brain,

indicating cognitive parallels between music and language.

The structural characteristics of the brain have led many to believe that music training
can promote structural changes in the brain and facilitate language development.
Besson et al. (2011) argue that the connection between improvements in music and
language skills suggests shared aspects between the two domains that allow for the
transfer of training. They speculate that this connection arises from the fundamental
functions of language and music, which are both primarily used for expressing
emotions. This aligns with the findings regarding 5—-6-year-old children by Linnavalli
et al. (2018), who conclude that music skills can influence language skills. Their
study suggested that music can regulate the brain in a manner similar to exercise, thus
benefiting physical health. Consistent music training was observed to bring structural
changes to the primary auditory and motor regions of the brain while enhancing its
functional plasticity. These structural changes in the brain not only benefit the

individual’s musical abilities but also facilitate other skill domains, including



language, cognition, emotion, and auditory processing.

In addition to its impact on language, music is particularly associated with language
and memory. Murphey (1990) suggests that songs may enhance memory by
facilitating unconscious mental rehearsal, such as when the ‘ear worm’ phenomenon
occurs. Thus, studies have been conducted to explore how music can facilitate
language learning. Trinick (2012) examined the use of songs for language instruction
amongst New Zealand primary school students. His findings indicate that common
repetitive patterns in songs can help children internalise language and practise syntax
and semantics. Songs also provide meaningful context for children’s language
learning. Furthermore, Ferreri and Verga (2016) outline the advantages of using

songs to enhance memory through the mnemonic effect.

Moreover, Yousefi et al. (2018) focus on the impact of music on SLA, particularly
vocabulary acquisition. Their study involved a group of students learning a second
language in Iran. Their results identified positive effects of music on vocabulary
retention in both the short and long term. This finding is supported by Nie et al.
(2022), who found that 7—11-year-old Chinese children who had received prior music
training performed significantly better in terms of language memory compared with

those who had not received music training.

According to Al-efeshat and Baniabdelrahman (2020), in addition to its effect on
memory, music stimulates thought by engaging numerous brain regions, including
the right hemisphere. By stimulating various regions of the brain, music can promote
tranquil and organised behaviour. Using music and songs in the classroom has an
interesting and entertaining aspect that engages learners in various activities.
Incorporating songs into English classes has several benefits, as it can enhance
students’ grammar skills and pronunciation. Playing music in the classroom aids in
developing one’s speaking abilities. Moreover, singing can stimulate intrinsic

motivation and attention, making it enjoyable for learners of all ages.

The next sub-section focusses on the challenges of using music in the language

classroom.

2.4.4 Challenges of Using Music in the Classroom
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Early childhood teachers face many challenges when using music in the classroom. A
lack of formal music or music education training, for instance, may impede these
instructors’ use of music with their students. In fact, evidence suggests that teachers’
self- reported lack of musical aptitude and knowledge inhibits the application of
music (Rajan, 2017). Along with professional development deficiencies, some
preschool teachers have asserted that they struggle to gain access to music
educational materials (Rajan, 2017), such as classroom instruments, technology for
playing audio recordings or videos, and research-based music plans for lessons or

modules.

In addition, educational policies exacerbate the difficulties that early childhood
teachers face in using music. Over the past decade, policies impacting early
childhood education have primarily focussed on increasing the academic
development of pupils in preparation for high-stakes standardisation in primary
school (Persellin, 2007). Within the context of early infancy in China, Yang and Li
(2019) present similar perspectives in their respective works. Given these changes, a
need exists for a more in-depth examination of the use of music and the role of

technology in early childhood education settings.

In the next section, I focus on the role of combining music and technology in

enhancing student engagement in the classroom.

2.5 Role of Music and Technology-Enhanced Learning in Facilitating Students’

Engagement in the Classroom

The previous section descried the close relationship between music and language
learning. As Bokiev et al. (2018) highlight, using music as a tool in English teaching
can enhance student engagement and make learning enjoyable. However, it is crucial
to recognise that such learning requires long-term and sustained efforts and is most
effective when students have opportunities for various forms of language input and
expression. Relying solely on formal classroom teaching may be insufficient for
maintaining students’ learning motivation and meeting their personalised learning
needs (Seven, 2020). As such, incorporating music into English teaching can be a

beneficial supplement to formal learning methods.
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In addition to the advantages of music, some scholars have proposed the integration
of music and TEL in the classroom. Waddell, Perkins and Williamon (2019) suggests
that music learning should be combined with enhanced technological devices. As
mentioned in Section 1.5, modern students — as digital natives — naturally engage
with TEL; if students can participate in classroom activities through TEL combined
with music and genuinely attempt to understand the subject, they may experience

more enjoyment and engagement.

In the following section, I provide a brief overview of the role of TEL in early

childhood education, followed by a review of the relevant literature.

2.6 Technology-Enhanced Learning in Early Years Education

Most early childhood teaching methodologies are built upon game-based and student-
centred practices, which facilitate exploratory learning (Mertala, 2017). In Section 3.3,

game-based instruction is elaborated upon in more detail.

By contrast, students’ attitudes towards the use of TEL in the early years vary.
Hosokawa and Katsura (2018) argue that the use of technology can hinder children’s
development by displacing traditional play activities, thereby impeding the
development of crucial social skills. According to Kennington and Meaton (2009),
the potential of children’s exposure to technology is undervalued. Wohlwend (2015)
takes a positive stance on children’s technology use, as her research indicates that
technological advancements can facilitate collaborative work and positively impact
learning and engagement. Moreover, Hourcade (2015) asserts that children and adults
perceive computers differently, citing instances in which children learn from their
peers through observation, a behaviour that adults may misinterpret as inactivity. The
expectation of continuous child participation may thus obscure opportunities for

observation and reflection, a potential disadvantage of active learning (Pound, 2011).

In fact, it is uncertain whether TEL has positive or negative effects (McCarrick & Li,
2007), as not all educators or teachers generate equivalent impacts. Similar to how
some teachers perform well while others do not, various types of technology use may

have varying outcomes. If teachers’ pedagogical philosophies misalign with their



perceptions of technology’s applications, they may employ technology inefficiently
or refrain from using it at all (Ertmer, 2005). Early childhood educators should ensure
that children’s learning is child initiated, child centred, exploratory, open ended,
socially interactive, and characterised by positive learning attitudes (Brooker, 2003).
Shifflet et al. (2012) thus assert that teachers are obligated to evaluate available

resources and consider more efficient use strategies.

The next section provides an overview of the critical role of music in early childhood

education.

2.7 Music in Early Education

The scaffolding role of music in early childhood education is evident through the
emotional communication between infants and caregivers (Malloch & Trevarthen,

2009).

Music and similar auditory materials can enhance emotional and affective semantics

far beyond infants’ levels of language comprehension and cognitive grasp.

The regulating capabilities of lullabies serve as a clear illustration; these musical
exchanges foster an intimate and nuanced rapport between caregivers and infants,
starting from the initial months after birth (Barrett et al., 2012). Across diverse
cultures, maternal singing to infants is ubiquitous, which further substantiates how

music’s interpersonal nature is effortlessly and consistently realised.

Music is a fundamental element of children’s interaction patterns with the world,
creative play, development, and emotional regulation, which underscores the
presence of musical scaffolding (Williams et al., 2015). The value of music in daily
life, during both early childhood and throughout the lifespan, offers sociological and
theoretical underpinnings for the numerous benefits observed in therapeutic practices,
while also presenting opportunities for facilitating the integration of such strategies
into everyday ecological contexts. Music permeates the early childhood period,
serving as a medium for fostering understanding and facilitating interaction, which is
intricately linked to early developmental trajectories. Research has indicated that

even infants possess musical capacities (Virtala & Partanen, 2018), while
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observational data underscore the integral role of music in children’s everyday play
(Voyajolu and Ockelford, 2016). Musical activities are a vital component of the early
childhood landscape, facilitating both creative exploration and learning through

counting, storytelling songs, and games (Barrett et al., 2019).

As Voyajolu and Ockelford (2016) have discovered, music constitutes a central facet
of early childhood, with shared cultural practices between parents and children
supporting its development. As their observational research indicated, musical games
encompass high levels of playfulness, multi-modality, repetition, and selectivity,

enabling children to engage independently and creatively within them.

Next section, [ will review the literature of the young learners’ engagement in using

technology to support language learning.

2.8 Learner’s engagement in using technology to support language learning in

early-year education

In this section, I discuss technology is recognized as beneficial for literacy and
exploratory learning in early childhood supported by some studies. Additionally, I
reviewed the research of using Interactive Whiteboards for multisensory language
learning experiences. Moreover, I discussed some concerns about using technology in

early childhood education.

Technology is regarded as a valuable resource for literacy development and
exploratory learning, aligning with children's interests in meaningful ways (Edwards
et al., 2020; Johnston, 2018). Numerous studies have also emphasised children's use
of technology for literacy learning or development, such as the two-year study
conducted in primary schools introduced by Yelland (2018). Fleer (2020) observes
six preschool students in Australia using digital technology in various activities and
spaces within early childhood care and educational settings, incorporating technology
into their play. This approach could meet students' psychological and emotional
needs, aiding better engagement in classroom activities. She argues that games
psychologically develop children, as evident when children progress from using
objects as placeholders in games to using the ideas of objects to support the game plot

and eventually to using words.
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Conclusions drawn from a study conducted by Rogowsky et al. (2018) in a childcare
centre in eastern United States support this assertion. Here, kindergarten teachers
showcased interactive alphabet games through technology, allowing children to
match letters with corresponding sounds or images, thereby reinforcing letter
recognition skills. Meanwhile, they noted significant differences among groups of
students in post-test completion, indicating that game-based learning through

educational software can enhance preschool children's literacy.

Another application of digital technology in early childhood education for students is
improving their language learning, especially language experience in the classroom.
Celik and Karatepe (2018) published a study examining 45 fourth-grade pupils (aged
9 and 10) in language classes. They noted that language learning through
multisensory materials not only had a profound impact on learning experiences but
also made learning more concrete and enjoyable. For instance, interactive
whiteboards (IWBs) combine visual, auditory, and kinaesthetic modes, providing a
multisensory learning experience. The interactive nature of IWBs may promote active
participation and engagement among students. Through touch-based interactions,
children can manipulate digital content, such as letters, words, and images, fostering
hands-on exploration and experimentation in language learning activities (Rodi¢ &

Grani¢, 2022).

On the other hand, while digital technology offers significant potential benefits for
young children's learning experiences, it also raises valid concerns. Vidal-Hall et al.
(2020) emphasise several of these concerns in their study. One prominent issue is the
potential for time constraints when integrating technology into educational activities.
The allocation of sufficient time for technology-mediated learning tasks can be
challenging within the constraints of structured classroom schedules. Additionally,
some learners may struggle with the complexity of using technology effectively as a
learning tool, especially at a young age, which could impede their educational

progress.

Moreover, Ricci et al. (2022) raise concerns regarding the over-reliance on
technology and its potential negative impact on social interactions and cognitive
development. Excessive screen time and passive consumption of digital content may

detract from opportunities for hands-on experiential learning, which is essential for



young children's holistic development (Canadian Paediatric Society et al., 2017).

However, it is crucial to note that the suitability and effectiveness of digital
technology in early childhood education heavily depend on how it is integrated into
teaching practices. Teachers play a pivotal role in mediating children's interactions
with technology and shaping their digital experiences to align with educational goals

(Bourbour & Davoud, 2017).

In conclusion, technology offers valuable opportunities for literacy development and
exploratory learning in early childhood, as supported by multiple studies. However,
there are concerns about potential negative impacts on social and cognitive
development. Nonetheless, with educators' guidance, technology may enhance
learning outcomes and provide engaging experiences for young children, emphasising

the critical role of teachers in shaping its use.

2.9 Chapter Summary

This chapter began by providing an overview of the relevant literature on the
definition of student engagement in the classroom. In Section 2.2, I focussed on the
conceptualization of engagement, specifically highlighting behavioural and emotional
engagement. Behavioural engagement pertains to students’ learning actions and
practices, while emotional engagement relates to their affective responses towards
academic tasks. Various factors, such as individual characteristics and the learning
environment, influence students’ level of engagement. After that, I discussed the
relationship between language, communication and learner engagement. By contrast,
disengagement involves students’ passivity and withdrawal from learning, influenced
by internal and external risk factors, curricula, teacher instruction, and learning
activities. This study aimed to explore the characteristics of learner disengagement
and related factors, with a focus on the impact of the learning environment, teacher

instruction, and learning activities.

In Section 2.3, I explored TEL in English-language classes, discussing its advantages
and disadvantages, barriers to its implementation, and its relationship with classroom
engagement. TEL is important in education and is driven by societal and educational

developments and intertwined with learning theory. Integrating technology into
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language learning opens new opportunities and techniques, benefiting learners with
increased possibilities and the potential reduction of educational inequality. However,
concerns exist regarding technology’s potential impacts on essential skills, students’
attention spans, and creative play, as excessive screen time may hinder children’s
cognitive development and language skills. The integration of TEL into instruction
faces external obstacles, such as a lack of equipment and support, as well as internal
obstacles related to teachers’ attitudes and beliefs. Despite these challenges,
technology can diversify educational experiences, promote active learning, and
improve learner engagement by providing immediate feedback and fostering
autonomous and collaborative learning, thus empowering students to take charge of

their learning journey and actively participate in the learning process.

In Section 2.4, I delved into the role of music in facilitating multi-sensory learning,
engaging students on multiple levels, and stimulating various brain regions related to
attention, perception, and memory. It further explored the relationship between music
and emotions in SLA, emphasising how music can evoke emotional responses,
reduce anxiety, and positively impact motivation and language-learning outcomes.
The section discussed the impact of music on students’ memory, interest, and
engagement in language learning, highlighting the shared brain processes between
music and language and how music training can promote structural changes in the
brain, thus benefiting language acquisition. Lastly, the section addressed the
challenges of effectively using music in the language-learning classroom, such as the
lack of music education training and resources, as well as policy influences that
prioritise academic learning over the incorporation of music into early childhood
education. Through exploring these aspects, the section aimed to elucidate the
potential benefits of music in language education, while acknowledging the practical

considerations and obstacles that educators may encounter.

Section 2.5 revealed how it is crucial to provide students with various language input
and expression opportunities beyond traditional classroom methods. Additionally,
integrating music with TEL in the classroom may further enhance students’
engagement and enjoyment, particularly because modern students are digital natives

who naturally engage with technology.

Sections 2.6 and 2.7 delved into the associations between TEL and music with early

childhood education while also discussing their influences within the context of early
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childhood education.

Lastly, in Section 2.8, the focus has been on the utilisation of technology to enhance
early-year learners' literacy development and language skills while fostering positive
learning experiences. It is recognised as a valuable tool that aligns with children's
interests, as evidenced by various studies highlighting its efficacy in literacy learning
and exploratory education. Additionally, digital technology, such as an IWB, is
shown to improve language learning experiences by providing multisensory
engagement and interactive opportunities. However, concerns regarding the
suitability and challenges of integrating technology in early childhood education
persist, emphasising the crucial role of teachers in effectively implementing

technology in teaching practices to address these issues.

In the next chapter, I discuss the design of the TELT-M pedagogy and curriculum

planning used in this research at the nursery level.
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Chapter 3 Designing the Technology-Enhanced Language Teaching

with Music Pedagogy and Lesson Plans for Participating Nurseries

3.1 Introduction

This chapter focusses on the design of the lesson plan which applied in the field work.
Meanwhile, I also explore the primary theoretical basis for the rational design of the
curriculum in my research. This theoretical basis collaborative integrated approaches
(Saricoban & Metin, 2000; Macedonia & Klimesch 2014), and the scaffolding

method (Vygotsky, 1978; Wells, 1999).

In this research, collaborative efforts were made in selecting two picture books as
teaching materials — namely The Very Hungry Caterpillar by Carle (1994) and
Walking Through the Jungle by Lacome (1998). These picture books were not simply
treated as standalone materials but rather viewed as comprehensive English textbooks.
The teachers and I collectively analysed and divided them into various classes with
different vocabulary and sentence patterns, all within a coherent story context (see

extended extract of lesson plan in Appendix E).

The decision to use picture books as a primary teaching resource stemmed from my
previous experience assisting a foreign publisher with the adaptation of picture books
for Chinese schools and nurseries, such as Oxford Reading Tree Traditional Tales:
Level 1: The Ugly Duckling (Teresa & Nikki, 2011). Recognising the versatility of
picture books for second-language learners, I consulted the participating teachers to
consider their flexible applications for language learning and reading materials. The
teachers were actively involved in determining which picture books to use based on
specific learning objectives and the diverse abilities and grades of the students. Thus,
despite conducting the pilot enquiry and main data collection in different nurseries,
the same picture book was employed, with adaptations tailored to each nursery’s

student language proficiency and cognitive abilities.

This chapter comprises five sections, the remainder of which are organised as follows:
Section 3.2 presents the lesson plan design, which was underpinned by collaborative

teaching frameworks, including collaborative integrative teaching methods (Section



3.3), and scaffolding methods (Section 3.4). These approaches were collectively
chosen and refined through collaborative discussions and insights. Section 3.5
concludes the chapter by summarising the collaborative decisions and strategies that

informed lesson plan design.

3.2 Design of Lesson Plans

In this section, I discuss the importance of considering the elements of educational
activities. I also consider the role of picture books; the rhythmic and musical text in
picture books facilitates the integration of music into teaching as well game-based
teaching pedagogy. In addition, I focus on the collaborative efforts between teachers
and the researcher, which played a vital role in shaping the design of English

activities to align with the established goals.

In China, research on early childhood activities began relatively late, and limited
research has been conducted on the design of early childhood educational activities
and their elements. Ni (2000) mentions that early childhood activities emphasise
objects and subjects. The subject of the activities is the children, while the objects
include both things that interest them (e.g., tangible entities in children’s sensory
activities, including people and things in the surrounding environment) and the
foundation of their psychological activities (e.g., children’s mental representations
and concepts of people and things in the external world; Ni, 2000). As such, in the
initial stage of designing class activities, I considered what may be included in
educational activities (i.e., the theme and tasks) and how to organise each one (i.e.,
the procedures or steps, forms, and methods of the activities). Specifically, I also
considered the basic components of early childhood educational activities, mainly
referring to the human factors/subjects of the activities (i.e., teachers, children), the
objects of the activities (e.g., purposeful operating materials, organisational language,
and professional language), and the rules (e.g., internal evaluation and judgement of

effective and ineffective operations).

According to Coppola et al. (2004), the teaching plan is the main basis of education’s
structure, as well as its core. Thus, I planned the lessons first and then conducted the
fieldwork in nurseries. I made the lesson plans and discussed them with the teachers

in each nursery and then they applied the revise version in the main data collection.
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Scholars have proposed different views on the elements of lesson design from various
perspectives. Farrell (2002) defines a lesson plan as ‘a sequence of correlated lessons
around a particular theme or it can be specified as a systematic record of a teacher’s
thoughts about what will be covered during a lesson’ (p. 30). He adds that the daily
curriculum plan is a written description of how students achieve specific goals. It
describes the teaching behaviours that affect students’ learning. According to Spratt
et al. (2005), curriculum plans provide guidance for teachers in the selection and

usage of teaching materials.

When it comes to the materials, the picture books were chosen. The appeal of

repetition and rhythm is that these features satisfy a fixed pattern of cognitive needs
for children (Bland, 2018). As classic features of traditional folk and fairy tales,
repetition and predictability are also valued and regularly used by authors of
contemporary picture books. Predictability and repetition work as reminders for the
storyteller to recall the narrative line and as linguistic scaffolding for children’s
listening (Cook,2000). This is also true for second-language learners. Repeating
certain phrases and words helps students understand, remember, and recall them later,
using them as part of their language learning. With predictability, listeners feel that
they can better control and understand the contents because they can usually predict
the next line. The Very Hungry Caterpillar, one of the picture books that I chose,
offers a lucid illustration of repetition and predictability: the caterpillar eats one piece
of fruit on Monday, two items on Tuesday, and increasing numbers of items until
Sunday. Throughout this process, the caterpillar also grows. Teaching this story in the
ESL classroom enables students to actively use what they hear and remember, as the
repetition facilitates their learning about inner boundaries, while the predictability
helps them guess the next line (Linse, 2007).The repetitive sentence pattern of ‘he
eats through... but he is still hungry’ helps students predict that the caterpillar is

going to eat more after they learn that ‘he is still hungry’.

In addition, the rhythmic and musical text in some picture books makes it easier to
integrate musical elements into teaching, which echoes my study. Singing the musical
text directly and composing new words for familiar tunes can promote the
development of phonological and phonemic awareness (Degé & Schwarzer, 2011). In

the picture book Walking Through the Jungle, when children hear repetitive words
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and phrases, they start to play with language. The following is an example line from
the book: ‘Walking Through the Jungle, what can you see? I can see a monkey
looking at me’. Teachers can invite children to join in with the repetitive parts using
their voices while tapping on their knees rhythmically. The story is set in the jungle:
as the protagonist discovers an increasing number of new animals in the jungle, the

suspense is also heightened. The whole story also includes many hints and rhythms.

According to Hitchcock et al. (2002), the goals of educational activities are the plan
and blueprint for implementing them, while their implementation is the means of
achieving said goals. The knowledge and skills that children must acquire are
reflected in goals based on standards and benchmarks; educators would compose
these goals with multiple pathways for achieving them (Hitchcock et al. 2002In the
lesson plans, all activities were designed based on the learning goals, and the aim was
to achieve the goals directly or indirectly through different activities. For instance, in
the hungry caterpillar lesson plan, to deepen students’ understanding of the evolution
of butterflies, which was one of the learning goals, I planned a role-play activity for
the third-class hour. This activity was designed to help the students understand
complex and abstract concepts in a visual manner. This activity also helped the
students review the words they had learned. When they played the roles of the
caterpillar’s food, they actually used related words for food and heard their peers
using them. Thus, this role-play activity helped the students achieve the vocabulary

teaching goal.

Moreover, effective organisation can enhance the effectiveness of education activities,

allowing effective education resources to produce the greatest educational synergy
and exert the greatest educational effects in a particular spatiotemporal context
(Galvis, 2018). The design of early childhood education activities is essentially the
preplanning of early childhood learning experiences, and these activities’

organisation is the approach and means employed to implement them.

Games are at the core of early learning activities, with children being the central
figures in early education (Lucas,2017). Wallerstedt and Pramling (2012) argue that
games and learning cannot be separated. In fact, research has noted that games are
more efficient than teacher-directed instruction (Han et al., 2010) in fostering
children’s social and emotional development and academic progress (Ashiabi, 2007).

Ashiabi (2007) mentions that games benefit children’s development by enhancing
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their knowledge foundation and fostering skill acquisition through interactions with

others and their surroundings. According to research, game-based learning practices

more positively impact children’s academic concept learning than direct instruction

(Han et al., 2010).

Notably, game-based learning goes beyond simply creating games for students to
play; rather, it involves designing learning activities that progressively introduce
concepts and guide users towards achieving specific goals. Lieberman et al. (2011)
highlight that positive electronic games can enhance memory-related learning and
decrease classroom tardiness, absences, and negative behaviour. Furthermore,
evidence suggests that children prefer active electronic games over traditional games
(Yeh-Lane, 2011). The learning needs of the ‘net generation’ (Oblinger, 2004) have
changed, and the increasing use and acceptance of communication technologies have
sparked growing interest in the learning potential of games and computer games.
Computers improve preschoolers’ attention and motivation, and rapid feedback helps
them interact (see Section 2.3.3: Relationship Between Technology-Enhanced

Learning and Classroom Engagement).

As such, in designing the lesson plans, I primarily considered two types of games
namely games involving music and body movement and interactive digital games on
IWBs. Firstly, games involving music and body movement are beneficial for
kinaesthetic learners, as they acquire knowledge through practical activities, meaning
that they can achieve an enhanced understanding through active participation
(Gilakjani, 2012). Some kinaesthetic learners prefer to move around while trying to
memorise information (Dornyei, 2005), and they are more comfortable in
environments that allow physical activity. They tend to engage in field trips and
experiential learning outside of the classroom, which allow them to learn freely and

gain first-hand experience.

In the lesson plans, I co-designed various activities and games with the teachers, such
as listening to and singing along with Miss Bri’s song ‘What Will the Caterpillar Eat
Next?’(available Open Access at https://www.youtube.com/watch?v=uYRPJ3FhYBw)
and then performing body movements with the teacher. When the music played, the
teacher guided the students in performing body movements and encouraged them to
design their own actions based on different foods. During this process, students

became fully engaged. They learned word pronunciation from the music and


http://www.youtube.com/watch?v=uYRPJ3FhYBw)

memorised the words by creating different movements. When the teacher asked about
the meanings of their actions, students could better understand the words as they

explained.

Secondly, regarding interactive digital games on the IWB, we designed many games
that could be presented in PPT so that students could interact with the IWB to further
explore and understand the stories in the classroom. For example, in a section of the
Walking Through the Jungle theme, we designed a game that involved the popular
character SpongeBob, who was required to open a gift box. Students went up to the
IWB individually or in groups, guessed what animals might be inside the gift box,
clicked on it, and then compared what SpongeBob saw with what they initially
guessed. The goal was for students to understand the meaning of ‘It could be...’
sentences while simultaneously familiarising themselves with words about the
animals in the picture book (see Appendix G: A Screenshot of PowerPoint Used in

Class).

Figure 3.1 displays a screenshot of a PPT slide presented by the teacher during the

course.

Figure 3. 1 Screenshot of a Lesson Plan (PowerPoint)

T ey ... It could be an...

elephant .

Furthermore, the game forms employed in this research emphasised adult guidance.
As Fisher et al. (2013) note, two distinct types of games — children’s free play and
adultguided games — are focal points of current educational research. Free play is

typically characterised as flexible, voluntary, and child led, involving a variety of

roles, with many being defined as pretend play (Fisher, et al., 2013; Holt, et al., 2015).

Adultguided games alternate between instruction and free play (Weisberg, et al.,
2013a). Relative to free play, adult-guided games lie between direct instruction and

spontaneous play. These games can be initiated by either children or adults.
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However, researchers have highlighted that the concept of free play is somewhat
ambiguous. Although free play is spontaneous, children are not necessarily born free
players, as children-led play often depends on their prior experiences (Wallerstedt &
Pramling, 2012); furthermore, their interest is influenced by adults (Brooker, 2011).

Similarly, like free play, adult-guided games are child led, with children being the
controllers of the games (Weisberg et al. 2013b). Children learn within game
environments they set for themselves, while their teachers reinforce learning
experiences by playing the roles of commentators, partners, and questioners or

providing new interactive choices (Fisher et al. 2013).

The lesson plans were designed for English activities, which was reflected in many
facets. In terms of objectives, a dual, multi-dimensional structure was applied to the
objectives of the activities. In terms of content, a collaborative integrative model was
applied, combining language with music and body movement which will be

introduced in next section.

3.3 Integrative Approach Involving Music and Body Movement

This section primarily discusses the potential positive effects of integrating music and

movement in the classroom on language learning and development.

Macedonia and Klimesch (2014) discovered that linking unfamiliar words with
physical movements improves retention. Their research suggested consistency
between knowledge and body moment is easier for student to remember. Deep
processing and audio-visual information create strong moods that increase network
connections and variety. Therefore, the more complex the target network, the more

likely it is that the vocabulary will be used and acquired in context.

Moreover, the connection of nodes activates students’ auditory, visual, and touch
senses when they learn a language by combining music and body movements.
However, the activation of interconnected nodes is not the only pertinent aspect.
Music in early childhood classrooms also improves English-language learners’

(ELLs’) reading (Peregoy & Boyle, 2008; Saricobanand & Metin, 2000). In diverse



early education classes, both the forms of music and the teachers’ musical
competence matter greatly to the training of creativity and value. Music is an
essential medium of learning. It makes classes relaxing and pleasant, creating a
favourable environment for children’s growth. Breathtaking music and meaningful
learning experiences meet the needs of different learners and extend support through
the combination of music and songs. Organising orderly and open music activities
and creating an atmosphere of trust, respect, and sharing are crucial to the growth and
development of children. For years, music has been instrumentalised to foster the
reading, writing, and learning abilities of students (Ohman-Rodriguez, 2004).
Gardner (1993) notes that, amongst all types of intelligence, musical intelligence is
developed first among young learners; for example, many children have the natural
tendency to hum. It is thus beneficial to foster their interest in music alongside their
ability to read and write. In summary, after identifying the causes, teachers and
researchers have proposed teaching ELLs through music, thus justifying the

motivations of teachers.

Krashen (1982) explains that the affective filter must be weak for effective learning to
occur. He claims that the presence of negative emotions among pupils serves as a
filter for receiving comprehensible input. If students experience negative emotions
while engaging in the language-learning process, it is likely that these negative
emotional variables will subsequently inhibit their comprehension of understandable
material. Conversely, if the student sustains a heightened degree of positive attitude
throughout the learning process, comprehension of the language input may be
hindered. The efficacy of the filter will be correspondingly diminished. A favourable
attitude towards acquiring new knowledge is indicative of the presence of a weak
filter. Songs are one approach for generating a weak emotional filter and enhancing
language learning, as singing provides a casual learning environment. From a
cognitive standpoint, songs provide possibilities for developing automaticity in the
language process, which can be defined as knowing what to say and expressing
language without pauses. Because many children’s songs are repetitive in nature,
non-native English speakers may benefit from hearing the same words and phrases
used repeatedly in these songs. Since music is beneficial to the development of
literacy in pupils, Peregoy and Boyle (2008) make the following recommendation in
their book for teaching K—12 English learners: ‘Sing a song a day! Songs are a great
way to bring beauty, joy, and light-heartedness into the classroom’ (p. 127).
According to Saricoban and Metin (2000), the structure of many songs, particularly

55



56
folk songs, consists of repeated verses that rhyme and other discourse elements that

make them simple to understand. Because much of the language that young ELLs
will hear is conversational in nature, using songs can help students prepare for the

genuine language they will hear.

There are a variety of classes in which music can be used to cultivate and increase
language comprehension capabilities, as well as vocabulary. According to Hill-
Clarke and Robinson (2003), music can increase listening and speech abilities, as
well as focus, memory, and abstract thinking patterns. In addition, they state that

participation in musical activities improves students’ learning abilities.

Songs can be used to illustrate and/or practise language skills, such as sentences,
vocabulary, pronunciation, rhythm, and word class. They can represent the prosodic
qualities of the language, including stress, rhythm, and voices, which can all be found
in the language’s prosody. Songs that are sung in the children’s mother tongue are
advantageous not only to ELLs but also to children whose first language is not

English.

When teaching a new song, teachers must resort to direct instruction. The following
methods for teaching songs may be beneficial to both teachers and students (Isenberg

& Jalongo, 2009, p. 240-241):

e Play the song in the background for several days so it is familiar when it is
introduced to the children.

o Teach children the chorus first while you sing the verses.

Sing along with a recording and have children join in when they feel most

comfortable.

Use lined poster paper to create a song chart.

Create a rebus song sheet to help children remember the verses of songs.

Teach the song one phrase at a time, then combine the phrases.

Teach the actions to an action song first, then teach the words (or vice versa).

In the hungry caterpillar lesson plan, the words in the picture book laid the
vocabulary foundation during the first class. Students were subsequently asked to
watch the video of a song titled ‘The Hungry Caterpillar’s Food’ by Miss Nina and
sing the song with accompanying movements. In the third class, the teacher taught
another song about a hungry caterpillar. As the students had learned about the related
words, the class began by playing the song ‘What Will the Caterpillar Eat Next?’ by



Miss Bri. The students learned about the contents and the melody, and the teacher
explained the key words or phrases that had not been mentioned in the previous class.
When teaching a song, the teacher played the video beforehand so that students could
become familiar with the contents and melody, such as in the warm-up and activity of
the second class and in the review of the third class. The teacher subsequently led the
students in singing together and taught one phrase at a time with movements.
According to the lesson plan, the teacher was required to guide students in
performing body movements while singing the song because, at this level, children’s

attention spans are short, and they can usually only process one concept at a time.

This section has emphasised the language-learning benefits of music and movement.
Research indicates that music has been shown to stimulate the auditory, visual, and
tactile senses, contributing to the support of language learning. Furthermore, studies
have suggested that incorporating body movement into the learning process can be
beneficial, especially for young children, given their limited attention spans and the
activities embedded in the lesson plan. The following section provides an overview of
the use of the Interactive Whiteboard (IWB) or projector as a primary scaffolding tool

in the classroom and its integration into the lesson plans.

3.4 Scaffolding Method

This section describes how scaffolding, particularly by using tools such as IWBs, can
facilitate classroom learning and development. Wells (1999) implemented
Vygotsky’s (1978) ZPD framework through the application of scaffolding, outlining
three fundamental attributes of pedagogical scaffolding: (1) the inherently dialogic
character of discourse, where in knowledge is collaboratively constructed; (2), the
import of the contextual activities within which comprehension is situated; and (3)
the pivotal function of intermediary artefacts in facilitating cognitive engagement

(Wells, 1999).

In my lesson plans, I used pre-teaching vocabulary as a scaffolding teaching method
to help students later comprehend the whole story. Furthermore, as English is a
second language for Chinese children, they may not be familiar with the social
context of English. Thus, it was advisable to build a scaffold between the English

language and their life experiences using some intelligible and acceptable resources,
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ways, and means that were close to their life experiences, thereby creating an

intelligible connection for the children’s English learning.

As many researchers have mentioned, IWBs serve as a practical scaffolding tool for
children in the classroom. Masoumi et al. (2023) have indicated that the
implementation of an IWB as a scaffolding tool in preschool classrooms yields
positive outcomes. Therefore, I selected IWBs as the main scaffolding tool for pre-
teaching the vocabulary. The teachers used an IWB to present the words in photos to
the students. Moreover, when abstract words were being taught, I thought that the
children would find it difficult to understand the abstract sensory experience
represented by language only based on simple language expression and intuitive
presentation. In this case, showing the students pictures or videos of real objects on
the IWB and providing real objects, if necessary, would help (see Appendix E:

Sample Lesson Plan).

In the lesson plans, teachers were also expected to ask students to share their own
experiences or ideas about the vocabulary. Here, the students could connect the
vocabulary with their own lives after thinking. Launching classroom learning from
the prior knowledge of students was another scaffolding technique used in the lesson
plan for the first class. Scaffolding can also be used as a metaphor for describing and
explaining the role of adults or more knowledgeable peers in guiding children’s
learning and development (Lajoie, 2005). Collaborative learning may be used to
implement group consultation and discussion amongst learners. For example, [ used a
maze game (see Appendix F: A Screenshot of PowerPoint Game) that required the
students to be divided into different groups. They then discussed how to find their
way out of the maze in front of the IWB. The goal of the game was to practise group

consultation and discussion abilities.

Figure 3.2 presents a screenshot of a maze game, as represented by a PPT screenshot.
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Figure 3. 2 Screenshot of a Game Played on an Interactive White Board

Caterpillar Maze
Help the caterpillar eat his way to his cocoon!

3.5 Chapter Summary

This chapter has presented the framework underneath the design of lesson plans in
class. Firstly, Section 3.2 discussed the significance of well-designed lesson plans
and early childhood education activities for promoting effective learning. Lesson
plans are crucial for setting specific objectives and guiding teaching behaviours that
impact students’ learning. The goals of such activities which mainly applied with
game-based teaching pedagogies by using picture book are purposeful and adjusted
based on children’s development and classroom dynamics, with collaboration

between teachers and researchers ensuring alignment with learning objectives.

Next, Section 3.3 discussed the potential positive effects of integrating music and
movement in the classroom on language learning and development, particularly in
enhancing student engagement. The section explored the connection between body
movement and long- term word retention. Music in early childhood classrooms has
been found to foster the development of ELLs’ literacy skills and creativity. Songs
contribute to a weak affective filter, thereby promoting language learning and
spontaneous language generation. Furthermore, songs can be used to practise
language skills and onomatopoeic features, and direct instruction is crucial when
teaching new ones. Incorporating body movements while singing helps to create

meaningful and enjoyable learning experiences, especially for young learners.



Finally, Section 3.4 discussed the scaffolding method, particularly the use of IWBs as
a tool for facilitating classroom learning and development. The approach emphasises
pre-teaching vocabulary, connecting learning to prior knowledge, and employing
collaborative learning techniques to enhance engagement and problem-solving
abilities. IWBs served as a practical scaffolding tool as they were used to display
intuitive images and real objects to aid understanding. In the lesson plans, activities
promoting group consultation and discussion were encouraged to foster collaborative
learning. The scaffolding included guiding learners and providing support for their
development and understanding. These theoretical frameworks also guided the
formulation of my lesson plans in both the pilot studies and the formal CAR, wherein
close collaboration with the teaching faculty was established, as discussed in Chapter

4 next.
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Chapter 4 Methodology

4.1 Overview

This chapter outlines the methodology and methods of the research. It aims to
introduce the rationale behind the methodological decisions that I made in this study
and discuss my choices regarding the research design. This chapter is divided into ten
sections, the remainder of which are organised as follows: Section 4.2 restates the
research objectives and RQs. In Section 4.3, I explore the interpretivist research
paradigm and consider the ontological and epistemological stances that I adopted in
this study. In Section 4.4, I explain the methodological choice of a qualitative case
study approach based on the research objectives, describe the process of engaging
with participants, and introduce the two participating nurseries. In Section 4.5, |
discuss the advantages, necessity, and process of conducting CAR in a case study
setting. Section 4.6 then delves into the specifics of the combined qualitative methods
(a literature review, semi-structured interviews, classroom observations, and research
diaries) and explains why these data collection methods were suitable for exploring
and addressing the RQs. In Section 4.7, I outline the process, findings, and reflections
from two pilot studies. Next, Section 4.8 discusses ethical considerations, including
the researcher’s internal and external positionality, and presents a mind map for
generating themes. Section 4.9 focusses on the data analysis process, outlining how
the data were systematically analysed, primarily through thematic analysis. Finally,

Section 4.10 summarises the chapter.

4.2 Research Aims and Research Questions

As mentioned in Section 1.6, this research aimed to investigate the impact of using
TEL and music as a teaching method on students’ behavioural and emotional
engagement at nurseries. Specifically, it explored how the use of TEL with music in
teaching English affects students’ engagement as well as teachers’ views about using
this method to enhance students’ engagement in class. The specific RQs that guided

this study were as follows:

RQ 1. What emotional and behavioural engagement responses do students have in

nurseries in Beijing when experiencing TELT-M?
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RQ 2. What factors influence the effectiveness of TELT-M in promoting learner

engagement?

For RQ 2, the following two research sub-questions were examined:

RQ 2.1. What and how much impact do teachers perceive TELT-M as a teaching tool

to have on student engagement?

RQ 2.2. What role do teacher skills and perceptions play in the effective use of
TELT-M?

4.3 Research Paradigm: A Constructivist Approach

The research paradigm employed in this study was constructivism, which serves as
the theoretical framework that guides various assumptions concerning one’s (1)
ontology, (2) epistemology, (3) methodology, and (4) methods (Cohen et al., 2000).
Ontology pertains to the study of existence and focusses on the nature of reality, or
what reality constitutes. Within this context, the following two opposing perspectives
exist: objectivism, which posits an independent reality, and constructivism, which

supports the idea that reality emerges from social processes (Neuman, 2003).

In this study, my inclination lay towards social constructionism, which emphasises
the subjective and individual construction of reality (Bryman, 2001); I believe that
reality is subjective, multi-dimensional, and influenced by participants (Lincoln &

Guba, 1985; Krauss, 2005).

My research background in the field of English further reinforces the notion that
people’s understanding of reality is contingent on individuals within their social and
cultural contexts. Crotty argues that what is said to be ‘the way things are’ is really
just ‘the sense we make of them’ (1998, p. 64). As such, the study of the social world
entails exploring and interpreting individuals’ experiences and interpretations of

reality.

Conversely, epistemology refers to ‘the branch of philosophy that studies the nature
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of knowledge and the process by which knowledge is acquired and validated’ (Gall et
al., 2003, p. 13). An epistemological hypothesis focusses on how knowledge is
created, acquired, and disseminated — in essence, what knowledge represents. The
two primary competing epistemological views are positivism and interpretivism.
Positivists posit that empirical facts exist independently of the researcher’s thoughts
and that their models of social reality are stable, leading to an additive understanding
(Crotty, 1998; Neuman, 2003). Positivism emphasises factual knowledge gained
through observation and experimentation, whereas interpretivism centres on
individuals’ culturally and historically contextualised interpretations of the world

(Crotty, 1998).

Interpretivist/constructivist researchers think that humans construct, understand, and
experience the world through their interactions with others and social systems
(Maxwell, 2006). Within this paradigm, inquiry adopts an interpretative nature,
aiming to understand specific phenomena rather than generalise findings to a group

(Farzanfar, 2005).

In this study, I intended to explore students’ individual perceptions, encompassing
their emotions, thoughts, and behaviours, concerning their experiences of technology

enhanced English-language teaching with music at private nurseries in China.

Given my constructivist ontology, this naturally led me to adopt an interpretivist
epistemology. This epistemology emphasises individuals’ understanding through
language, experience, and perception of the social world, rather than focusing on the

measurement and prediction of phenomena.

Informed by my constructivist ontology and interpretivist epistemology, as discussed
above, I employed a qualitative approach to investigate the research problem.

Qualitative methods embrace induction, discovery, and process-oriented approaches,
prioritising a deeper understanding of research problems within their unique contexts

over generalisation (Ulin et al., 2004).

My aim was not to generalise the findings of this research to all nurseries but rather to
gain a deeper understanding of the participants’ behavioural and emotional
engagement through an interpretivist, qualitative approach. This approach involved

using case studies to gather appropriate, in-depth, and contextualised evidence. This
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approach is further expounded upon in the following sections.

4.4 Qualitative Case Study Approach

This section discusses the methodology that I employed to conduct my research. I
used a qualitative research design and collected data from two private nurseries in
Beijing. Based on my interpretive paradigm, the formulation of the research design
was determined by the type of evidence or data required to address the RQs (Ritchie
& Lewis, 2003). In this section, I first discuss the nature and advantages of the
qualitative case study approach, followed by the selection of qualitative research,

which was the focus of my empirical investigation.

Gerring (2004) highlights that a case study has an analytical focus on specific
instances with the intention of revealing how interactions amongst events lead to
specific outcome types. In cases in which many elements work together, a case study
provides insights into how different factors interact. With the aim of examining how
TEL with music affects students’ engagement in class, I considered the ‘big picture’
of curriculum design, textbooks, and music to ensure that the contents and
pedagogies used in this research would be appropriate. The research simultaneously
presented teachers’ views on the outcomes of English teaching and ways to improve
them. This was achieved by using different data collection methods, which is a noted

advantage of the case study method.

In addition, a case study is ‘an empirical inquiry that investigates a contemporary
phenomenon in depth and with its real-life context, especially when the boundaries
between phenomenon and context are not clearly evident’ (Yin, 2014, p. 143). Using
the case study approach, I was able to appreciate a real-world event in the context of
its occurrence and detect conditions that are extremely relevant to the researched
phenomenon. All data collection occurred in China, and the primary objective was to
investigate the potential applications of TELT-M in Chinese nurseries. This study
considered a wide range of characteristics, including the diverse cultural backgrounds
of teachers and students, the varying degrees of academic aptitude amongst pupils,
and the physical settings of classrooms. The use of a case study contributed to the
development of more in-depth knowledge of how English is taught and learned in the

participating nurseries. The following two sub-sections present the case nurseries and
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participants.

4.4.1 Case Selection

Two private nurseries were chosen as the cases for analysis, which are Forest and
Villa nurseries. I contacted a total of five nurseries. However, one was temporarily
closed due to renovations conducted by teachers during the COVID pandemic, while
another nursery declined my request to access the school premises during the
pandemic, citing a reluctance to accommodate external personnel. Finally, I chose
one nursery as the pilot nursery. Then I consequently proceeded the main data
collection at the other two selected nurseries. Contact with these nurseries’ principals
was established through personal connections, leveraging my prior experience in

English teaching in Beijing.

Forest Nursery had one foreign teacher to teach students aged 45 years. His name
was Tom, and he was from Pakistan. His mother tongue was Arabic, while English
was one of Pakistan’s official languages. Tom had 6 years of teaching experience in
both private nurseries and a language training school. The class size at Forest Nursery
was 25— 30 students per class, while each class had two to three teaching assistants.
Students used a set of English textbooks called Time Joy, which are from Taiwan.
The students were taught at different levels with the same series of materials. After |
held discussions with the headmaster and the English teachers, they thought the
picture books (The Very Hungry Caterpillar and Walking Through the Jungle) were

suitable for students in the 4-5 age group in their nursery.

Villa Nursery was also in Beijing. It is an advanced private nursery located in a
residential area comprising villas, and the nursery occupies a two-story villa. The
teacher—student ratio was 1:4, as every class had four teachers in charge of the
students. When the students had English class, those four teachers worked as the
teaching assistants in class. In total, the school had 55 teachers, including six foreign
teachers to teach English, the same as at Forest; one was assigned to teach 4—5-year-
old students. The teacher was named Jack, and he was from Singapore. He had 2

years of teaching experience in international nurseries.

At Villa Nursery, students under the age of 6 use materials edited by their headmaster



that are based on picture books. When I suggested using the same picture books as
the teaching materials at Forest Nursery, she accepted the suggestion willingly. As
such, The Very Hungry Caterpillar and Walking Through the Jungle were also used

as the main teaching materials at this nursery.

Table 4.1 provides information about the Forest and Villa nurseries.

Table 4. 1 The Two Case Nurseries: Forest and Villa

Nursery |Location | School | No. of Teachers’ Total no. of Materials in Teaching
size English nationality and students use experience
teachers for teaching
4-5year-old experience
students
Forest Beijing 600 1 Pakistan 25/22 Time Joy 3 years
square
metres
Villa Beijing 750 1 Singapore 23/25 Headmaster 7 years
square edited
metres textbooks
based on
picture books

As Palys states, ‘[ T]here is no one best sampling strategy because which is best
depends on the context in which researchers are working and the nature of their
research objective (s)’ (2008, p. 697). As such, the criteria for inviting nurseries to
participate in this study (the two used in the study and the one for the pilot) in Beijing
were as follows: firstly, all teachers were required to have obtained at least a
bachelor’s degree in education or linguistics and to possess rich experience of
teaching young learners in China. Secondly, the headmaster of each school had to be
interested in using the new pedagogy first and then fitting it into the whole school
system for teaching English if it was successful. Finally, the students (aged 45 years)
at the selected nurseries had to be ready for a technology-enhanced initiative. This
meant that the nursery had to have the required TEL facilities, such as a projector or
IWB system. Furthermore, the relationship with the participating nurseries was
developed after they agreed to participate. The data quality and credibility of the
research were assured, as I had built trusting relationships with the teachers, parents,

and administrative staff there, who were all highly supportive of my research.
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4.4.2 Research Participants

To develop a deeper understanding of students’ behavioural and emotional
engagement in technology-enhanced music and English teaching in private nursery
schools in China, I conducted fieldwork in three nursery schools. One was used as the
pilot fieldwork site, while the other two were the nurseries where I conducted my
final data collection. Samples are chosen based on their traits or properties relevant to
the researcher’s primary themes and issues (Bryman, 2001). I chose these nurseries
because the aim of my research was to explore the engagement of private nursery
school students aged 4-5 years in the classroom. I also required the nurseries to have
experience offering English classes. Crucially, the nurseries had TEL equipment in
their classrooms, such as a projector or an IWB board, allowing the teachers to use
the technology during this research. Forest and Villa fulfilled all these criteria. The
participants in the research groups were children aged 4-5 years in three private
nurseries in Beijing, China. In total, 65 students (main data collection) from these
nurseries participated and formed the study groups for this research. The teachers (see

Sub-Section 4.4.1) who taught those students were observed and interviewed.

In the next section, I describe how I used CAR to conduct my study.

4.5 Collaborative Action Research in a Case Study Setting

In this section, I present the specifics of the CAR that I conducted in the case study
setting. I begin by introducing the benefits and limitations of adopting CAR 1in the
context of this study. Then, I discuss the process of conducting CAR and outline the

methods used for reflection. This research was grounded in the case study method,

with an emphasis on observing, analysing, and interpreting a phenomenon or scenario.

However, the CAR method was applied throughout the data collection, especially the

observational data collection.

4.5.1 The Definition and Benefits of Collaborative Action Research

The rationale for choosing the case study approach has been illustrated in previous

sections. The CAR approach developed organically from my initial collaborative
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work with the nurseries. In this study, the CAR approach involved the author as
external researcher collaborating with teachers to co-construct aspects of the research

design, provide analytical and interpretive insights and inform their practice.

According to Capobianco (2007), a variation of CAR involves the teacher and
researcher identifying a research problem and working together to solve it. The
researcher refines the optimal research approach for the setting while the teacher
develops academic abilities in data gathering, analysis, and interpretation. The
researcher and teacher must engage in ongoing, personal, and critical reflections as

part of the research process (Capobianco, 2007).

In the context of CAR, practitioners typically engage in action research, either
individually or in collaboration with other educators. However, in my research, CAR
took on a collaborative nature and involved an external participant (myself) who
assumed the role of an external facilitator guiding the research process. My role
entailed providing impartial and constructive insights and posing exploratory
questions to the educators involved in the research. This added an additional layer of
critical scrutiny and validation to the research process, benefiting both the educators’
practical work and my research endeavours by furnishing valuable insights. Crucially,
my CAR approach, while cooperative, offered a supportive perspective and

professional knowledge as it involved an external facilitator.

CAR is a methodology aimed at narrowing the gap between pedagogy and research.
According to Bennett and Brunner (2022), the concept of CAR encompasses the
structure, approach, and forms of knowledge production. This development arises
from reflective exchanges related to theory and practice, as well as ongoing
evaluations of educational reality. CAR entails practitioners using evidence and a
critical review of theoretical frameworks and their implementation by teachers and

researchers to inform practice and improve learner outcomes.

Christianakis (2010) claims that without collaboration, academic scholars risk
deriving ideas solely from data. One benefit of CAR is that researchers can enhance
the analysis of classroom observation data through collaboration and discussion with
practitioners. Moreover, Reason and Bradbury (2001) state, ‘Creating new forms of
understanding, since action without reflections and understanding is blinding just as

theory without action is meaningless’ (p. 2). The participatory nature of action
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research makes it only possible with, for, and by people and communities, ideally
involving all stakeholders both in the questioning and sense-making that inform the
research and in the action, which is its focus. Meyer (2000) proposes another
advantage to the approach: it makes the research process and findings, which are
rooted in everyday practice, more meaningful to the practitioners (i.e., the teachers in

the present study).

4.5.2 Benefits of Collaborating with Teachers

My reasons for choosing CAR with teachers were as follows: firstly, teachers must
take responsibility for studying the students since they are the ones who know them
best from each class, question, and conversation (Sargent, 2000), all of which makes
them real ‘teachers’. I, as a researcher, analysed students’ engagement based on the
teaching contents and assisted the teachers in preparing learning materials (including
audio and video), while the teachers decomposed the materials into teaching contents
for different classes based on students’ learning conditions, as this research focussed
on student engagement under the involvement of the TELT-M pedagogy. More
crucially, by working with the teachers to construct lesson plans, they obtained a
deeper understanding of their role in the research and the purpose of investigating
students’ engagement. Another crucial reason that led me to CAR was that it was
important to have after-class discussions with the teachers based on their experiences
of student engagement in the classroom. This provided an opportunity for me to
better understand the teachers’ perceptions, which enhanced my interpretation and
analysis. Furthermore, a thorough understanding of students helped with the
implementation of my lesson plans in the classroom. In this sense, the teachers

contributed as both presenters and co-designers of the lesson plans.

Although I could interpret students’ posture, facial expressions, or language based on
observation tools and my past teaching experience, I still needed teachers to act as my
colleagues and to help me interpret and reflect on these cues. Teachers, as
participants, have not only extensive teaching experience and knowledge of all
students but also their own understanding of students’ behaviour. Thus, after I
determined my own interpretation of students’ posture and facial expression, the
teachers were expected to assist my interpretation of students’ behaviour in the

classroom based on their understanding. Their feelings about the class and their
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understanding and interpretation of students’ behaviour were inseparable parts of my

study.

4.5.3 Gap Between Researchers and Teachers

Some researchers have cautioned about the gap between teachers and researchers. For
example, Huberman (1996) claims that teachers are not competent enough to conduct
serious research and that the roles of teachers and researchers are different and
conflicting. Bullough and Pinnegar (2001) similarly argue that research on teachers is
too special, self-referential, and ungeneralised. One could argue that these opinions
about roles and status are simplistic and obsolete and that they ignore the social
backdrop and power relations (Christianakis, 2008). Some believe that teachers must
adopt others’ ideas, lessons, and approaches, which devalues their knowledge by
calling it ‘technology’ (Apple, 1987; Kavanagh et al. 2020). Similarly, Harbour et al.
(2015), stated that to be an effective teacher, one must conduct and engage in
research. Other research has continued to stress this, seeing engagement with research
-particularly collaboratively-as the key to effective professional learning and
educational improvement (Elliott,2009). There is no doubt that teachers use the
implicit knowledge and experience of employees and leadership to help with the
CAR process. More importantly, these criticisms are made against teachers who have
not received any training in conducting research. However, the teachers in this
research were all experienced and had participated in CAR in different schools before.
In other words, their teaching experience and research experience were considered
potentially useful for analysing the class engagement of students, thus bridging the

potential teacher-researcher gap.

Collaborative teacher research also has several limitations, as does any research
(Castle, 1997). Pine (2009) claims that practice-based cooperation should focus on
investigation and study rather than conversations and emotional support in everyday
practice. He also indicates that researchers must be aware that cooperation might lead
to ‘group think’, thereby limiting the opportunities for dissenting viewpoints or

alternative narratives inside the collaborative group (Pine, 2009, p. 158).

Accordingly, I established a unified willingness to work early in the collaboration

process through a conversation with the teachers. Crucially, when the teachers and I
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had differing viewpoints or understandings or if there were any inconsistencies, the
teachers needed to state them frankly, and I would likewise state them bluntly. The

teachers’ statements were added to my point of view as a supplement.

4.5.4 How | Planned, Did, and Reflected in the Collaborative

Action Research

The process of this research built on the existing evidence of observation in class and
teachers’ personal feelings and beliefs; however, I attempted to move beyond strong
feelings by introducing a reflexive, critical process so that the interpretations were
robust in a qualitative sense. I could stress the dialogue with teachers, reflections on
my own evidence, and coherence with the reflexive process, which are critical in
qualitative research (Finlay, 1998). That is, CAR enhanced the reflective process in

this research.

Hopkins (2002, p. 41) proposes that ‘action research combines a substantive act with
a research procedure, it is action disciplined by enquiry, a personal attempt at
understanding while engaged in a process of improvement and reform’. The purpose
of conducting CAR is to bring about change in a specific setting, which is informed
by appropriate evidence collected by the practitioner. To achieve the purpose of their
research, the researcher must plan precisely, observe and listen attentively, evaluate,
and reflect critically during research activities (Parkin, 2009). Koshy (2010) notes
that CAR is also intended to generate knowledge that is applicable to people’s daily

lives and thus strive to accomplish real results.

My research aimed to explore students’ engagement in English class through a
TELTM pedagogy. As such, I first constructed my own knowledge of the specific
issues (by exploring the students’ behavioural and emotional engagement in class
taught through TELT-M) informed by relevant literature and my own experience as a
teacher. I started by planning the procedure of research and teaching; then, I
discussed with the teachers how to launch the research and teaching plans in the
classes, reflecting on my own observations and investigating the teachers’ feelings
and opinions, before learning from the whole experience. For example, because I had
not reviewed the lesson plans with the teachers in advance, I did not have a strong

idea of the students’ progress when I designed my own lesson plan for the first pilot;



therefore, I designed a lesson plan that included some content that the students had
previously learned. Despite the students’ passionate engagement, this plan stood in
contrast to Well’s concept of pedagogical scaffolding, which I was following.
Moreover, I discovered that because the teachers were not participating in lesson plan
development, the music and PPT presentations that I referenced throughout the
lessons were unfamiliar to them, leading them to feel anxious during the class. This
even made the teachers unable to follow my lesson plan fluently, forcing them to use
methods that did not include music. That is, without collaboration with teachers, the

class could not fully implement TELT-M.

As a result of my reflections on the process, I realised that I should include the
teachers in the development of the lesson plans so that they could design the
materials and steps of the lesson, while I could assist them in finding music videos,
pictures, or animations. Another example is that when I used the observation form in
the second pilot, I found that the original content form had many similar behavioural
categories, such as ‘stared’ or ‘dazed’, which made it difficult for me to make specific
observations based on the categories in the form after the classroom visit. After
discussing this with the teacher in my second pilot, he suggested that I categorise the
observations as positive or passive first; thus, I could have an idea of the students’
state during the observation process and then take detailed notes on the specific

observations, which could be put into the form after the lesson.

When I used the adapted form to make observations, I discovered that while not all
students fit perfectly into all the categories, the categories covered almost all of the
students’ behaviour in the lesson in terms of their postures, expressions, and language.
My observation notes added specific interpretations depending on the activity in
which the students were engaged and their state of participation, making the

observation much more useful.

Undoubtedly, collaboration was critical in this process. Meyer (2000) proposes that
participation is the foundation of CAR and requires each participant to be willing to
play an active role in research and change. This refers to the teachers who worked
with me in this process, whom I could also refer to as ‘my colleagues’. Fortunately,
they both had experience using CAR methods and were relatively familiar with the
methods, including the application of pedagogy, classroom observation, reflections,

adjustment, and application again. For example, one teacher had participated in a
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CAR study about strengthening students’ reading comprehension skills and, through
reflexive teaching, promoted the change in teaching picture books. After receiving
systematic training, this teacher and his colleagues discussed how to effectively apply
the methods of teaching picture book reading gained from the training in their
classrooms. They then observed classes for each other and provided advice and
comments, after which the teachers reflected on their own teaching, improved it, and

put the improved methods into practice in the classroom again.

The following paragraphs explain the detailed process of collaborative CAR design.

The case study focussed on two nurseries in Beijing. Two teachers and 55 students
were involved. During the research, the data were gathered from formal interviews
with teachers, participant observation, and collaborative discussions with teachers.
Before the research, I explored the issue of English teaching in Chinese (Beijing)
nurseries, which led me to explore the efficiency of student engagement under the
TELT-M pedagogy. During the research, I learned from them about the technologies
and pedagogies already in use and interviewed them formally about their perspective
on TELT-M; then, I introduced them to the TELT-M pedagogy and the teaching tools
to be used in the research. Next, we created practical lesson plans collaboratively,
before I investigated how students responded to the changes in class and sought
teachers’ perceptions a class. I subsequently conducted another formal interview with
teachers to gain more knowledge about their opinions of the TELT-M pedagogy after
implementing it in class. Finally, I reflected on and analysed the data I had collected.
The detailed design is explained in the following sections: in total, the data collection
lasted for 12 weeks (6 weeks at each nursery). Table 4.2 presents the data collection

timeline:



Table 4. 2 Timeline of the Main Studies (Identical for the Two Nurseries)

Weeks [Data collection methods Participant(s) .
IDuration
Interviews, lesson plan creation [Teacher |One teacher 120 min with the interview;
240 min to discuss with the
1 lesson plans
Classroom observation Students |All students in the

) 30 min each class
morning class

Classroom observation Students [All students in the 30 min each class
afternoon
Collaborative  discussion Teacher |One teacher 120 min each week

2-5 with teachers

1 i t . . i h cl
Classroom observation Students Five students cach in the 30 min each class

morning class/ five
students each in the
afternoon class

I collaborated with the teachers from the beginning of the research and explained its
aim to them, which was to explore the efficiency of using the TELT-M pedagogy to
enhance student engagement. The teachers then made their own lesson plans
following samples that I had produced about The Very Hungry Caterpillar. For
example, I wrote a step-by- step lesson plan and calculated the time required for each
task during the first pilot with this picture book. Furthermore, I gathered audio and
video from the internet regarding the lesson theme and created a PPT presentation for
it. My aim was to follow the pedagogical scaffolding (Well, 1999) and include music
and technology in each teaching session before observing students’ engagement.
Thus, before the teachers created lesson plans, I first explained the goal of my study;
then, I showed them the lesson plans that I had created and supported them in finding

appropriate videos, audio, or photographs.

The first week in each nursery was used to observe the students under the previous
teaching method to obtain a rough idea of their engagement. In the first week, I
collaborated with the teachers on making the lesson plans for the following weeks.
The first interviews were also conducted with the teachers in the same week,
acquiring their opinions and ideas about the TELT-M pedagogy. For example, in an
interview in the first pilot study, the teacher expressed that many students were eager

to hear the music, but many were simply mimicking other students. The teacher
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suggested that it would be advisable to integrate the facial expressions of students

rather than the students’ language itself.

In the following weeks, a rotation of five different students was selected for
observation until Friday (e.g., Week 1: Student A, Student B, Student C, Student D,
and Student E; Week 2: Student F, Student G, Student H, Student I, and Student J).
With the teachers, I discussed my observation diaries at the end of each week. I also
provided my own interpretation of the facial expressions or postures that I had
noticed with students and asked for the teachers’ insights. In the last week in each
nursery, I conducted a second interview, which was aimed at comprehending their
opinions about the TELT-M pedagogy after launching the CAR in the fourth week. I
subsequently analysed their viewpoints regarding the TELT-M pedagogy, thereby

reflecting on the research methodology.

4.5.5 Generation and Interpretation of Collaborative Action

Research Data

Following my reflection in the pilot study, the rationale for CAR as the method of
choice gradually emerged. In the pilot study, without the observation, the students’
behaviours were mostly recorded through the traditional ‘pedagogical documentation’
(Moran et al., 2007); however, this lacked the teachers’ complement to my

interpretation as a direct participant in the classroom.

In this study, teachers were not only interviewed before and after school but also
collaborated more closely with me as we developed lesson plans and discussed the
validity of my classroom observations of student engagement. Our initial discussions
determined the nature of the collaboration-based primary data collection methods.
Furthermore, the critical reflection discussions contributed to my interpretations and

analyses and facilitated the teachers’ professional development and practice.

When teachers had lessons, I observed the students’ performance and behaviours,
while making records of signals of behavioral and emotional engagement according
to the forms. When I used the observation tools (considered in Sub-Section 4.6.2),
learners’ posture, facial expression, and actions could indicate that they did not feel at

ease or quite engaged in the lesson; I thus needed to reflect on our interpretations of
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these signs and to draw on other cues and evidence, including asking the teachers to
check my observations. CAR was applied here, which seemed best suited to
addressing concerns about behaviours observed in class, as well as the need for a

close tie between research, theory, and practice.

Collaborative research in the process of gathering data is important in academic
research due to its ability to bring teachers and researchers together, each of whom
offers distinct and specialised perspectives. This collaborative approach proves
particularly valuable when addressing complicated research inquiries, such as
investigating whether the signals shown by students in a classroom setting align with
specific engagement categories. Mauthner and Doucet (2008) argue, ‘From the
pluralistic stance of post-modern and post-foundational epistemologies, the bringing
together of multiple researchers is seen to give team research an epistemological edge

over solo research’ (p. 976).

Regarding the specific steps of collaboration, I observed students in class from
Monday to Friday (five different students each week). Here, I took notes on my
observations, watched videos of classes, and held discussions with teachers each
Friday about the engagement of the five students observed that week. During this
end-of-week discussion, I showed the teachers the evidence of various facial
expressions, body manifestations, or postures from students in class. Moreover, I
discussed my on-site records of my own interpretations of detailed comments on
students’ performance with teachers. These clues were not inferred from
introspection or the notes of others but rather by memorising what we had seen and

listening to what we had heard.

The described research procedure assumed and created ‘hierarchies of knowledge’
(Reay, 2000, p.19), in which ‘distance is equated with objectivity’ and ‘understanding
is acquired through a detached positioning as superior to that gained through
conducting fieldwork’ (Reay, 2000, p.16). The contextual knowledge from the
teachers was seen as more subjective than the textual knowledge from the theories. I
attempted to treat the fieldwork, especially the student observations, as a knowledge-
producing activity, regarding myself and the teachers as intellectual partners equally
engaged in the production and construction of knowledge through interpreting the
engagement of students. As researcher-participant relationships are reflexive and non-

hierarchical (Creswell, 2007), I participated in this project in a dual role as both
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facilitator and collaborator. As Bourdieu and Wacquant argues, a reflexive social
science and research practice must concern itself not only with the individual scholar
but also with ‘scientific practice’ more generally and the ‘epistemological
unconscious’ and social organisation of the discipline and field (Bourdieu &
Wacquant, 1992, p 41). It was thus helpful to have contextual information and insight
from the teachers, who undoubtedly possessed personal perceptual experience from

teaching in class, were more familiar with students, and knew more about them.

During the collaborative-based data collection, a challenge was discovered in the
form of the availability of time for teachers to support discussions about students’
posture and facial signals during class. To reduce the amount of time required from
the teachers, I marked the period in the recorded video that contained obvious signals

of engagement by students. We then deliberated on all that I had found together.

Furthermore, I noted the moments in student videos that illustrated clear engagement

signals or took screenshots for further analysis and discussion.

Ilustrations 4.1 and 4.2 present screenshots from the videos of students recorded in

class



Illustration 4.1 Screenshot of Video 1
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05/04/2022, afternoon class, 15:20. The screenshot was taken at the 15 minute, 20 second mark

during the afternoon class. I have used the notation ‘afternoon 15:20° to refer to the time of the

screenshot.

Illustration 4 .2 Screenshot of Video 2
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15/04/2022, morning class, 05:10

My collaboration with the teacher throughout the analysis of my observation data was
divided into the following four parts: firstly, in the classroom, while the teacher was
in class, I observed the classroom and wrote a classroom observation diary about

student engagement. Secondly, after the class, I presented my observation notebook
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or observation form to the teacher, listened to their feedback, and added their
comments to my notes if necessary. During this process, I also discussed my
interpretations with each teacher to clarify the purpose of my data collection, and we
then built relationships as a collaborative working group. Thirdly, I reviewed the
videos with the teachers at moments where debatable points arose or where the
teachers wished to add notes. Lastly, I combined the teacher’s analysis with my own

interpretation and composed a final interpretation, as illustrated in Figure 4.1:

Figure 4. 1 Outline of the Interpretation Phases

Review the

Review

Analyse my

classroom
record

classroom Set inquiries
diaries

interpretation

4.6 Specific Research Methods

Methods are the techniques or procedures used to gather and analyse data related to
RQs or hypotheses (Crotty, 1998). Suitable research methods have the best chance of
gaining useful and applicable answers to research queries (Gray, 2018). To obtain
answers to the RQs, this study combined semi-structured interviews with classroom

observation. The following sub-sections explain these methods in detail.

4.6.1 Semi-Structured Interviews

This research investigated not only the relationship between teaching pedagogies and
student engagement but also teachers’ opinions, which is consistent with Gray’s
statement that ‘the interview may be considered the most logical research technique
where the objective of the research is largely exploratory’ (2018, p. 378). Interviews
can reveal interviewees’ thoughts, values, prejudices, feelings, and attitudes
(Wellington & Szczerbinski, 2007). Interviews were thus used to qualitatively study
the dissertation topic from the perspectives of teachers and students. Specifically, this
research used one-on-one interviews, which allowed me to gather further qualitative
information regarding the teachers’ understanding of and attitudes towards TEL and

music learning, as well as students’ interest in and motivation for learning English.
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The semi-structured interview method was chosen for this study because the themes
and questions ensured the acquisition of key information while allowing the
interviewees to express themselves freely. In addition, semi-structured interviews
allow interviewers to not only weigh the content to be measured but also to discuss

the problem in greater depth.

In total, at the two nurseries, two semi-structured interviews were conducted with
each of the four teachers in the main study, one at the beginning and one at the end of
the data collection. Thus, a total of eight interviews were conducted, each of which
lasted 50 minutes. The first round of interviews was conducted with the intention of
eliciting an understanding of and perspectives on TEL and music education,
respectively, from the teachers. The second round was conducted with the same
groups of teachers at the conclusion of the 8-week period of the TEL session to gain
an understanding of their experiences and perspectives on the materials that were
taught. The interviews were held in the teachers’ offices, which were located close to
the English-language classrooms they were responsible for teaching in. The
interviews were conducted in English because the interviewees did not know Chinese.
Furthermore, these teachers were selected as participants because they were the ones
teaching the lessons. The interviews were recorded using digital technology, and the
digital data was then transferred to a computer so that transcripts could be generated
from the recordings. Field notes were also taken during each interview and reviewed
prior to the next interview. Points of interest from the notes and recordings were
raised as questions in the next scheduled interview. Each teacher was interviewed at

least twice, depending on their schedule and availability.

Open-ended questions were used in the interviews. Krueger and Casey (2002) note
that interviews provide an opportunity for each participant to cover a wide range of
topics and also support the use of follow-up questions as a means of communication
to allow the researcher to obtain more information on the topic of interest. I attempted
to create a natural, free-flowing atmosphere for discussion within the interview time

frame. Table 4.3 outlines the full interview schedule.



Table 4. 3 Interview Questions Per Interview Round

First Round of Interviews

(Conducted during the 4-week period when the original

teachingmethod was used)

Second Round of Interviews

(Conducted during the 4-week period when the new

teachingmethod was used)

1.1. Have you used technology-enhanced learning (TEL) as a
teaching tool? If yes, what kind of technology have you used

and at what frequency? If no, why not?

2.1 Did the students demonstrate more engagement in emotions
and behaviours, such as being more happy and ready to comply
with classroom norms, responding to requests, and being active
in participating in classroom activities when they watched the
video in class?

2.2 What do you think of the method of combining TEL with

music?

1.2. Are there many opportunities to use music in English class?

What kinds of activities do you use music for?

2.3 Did the students demonstrate more engagement in emotions
and behaviours, such as being more happy and ready to comply
with classroom norms, responding to requests, and being active
in participating in classroom activities when they listened to

audio or songs by themselves in class?

1.3. Are you interested in using in TEL and music? What do you think

of this combination?

2.4 Did the students demonstrate more engagement in emotions
and behaviours, such as being more happy and ready to comply
with classroom norms, responding to requests, and being active
in participating in classroom activities when they were singing
the English songs in class?

2.5 Would you like to try to use this method in your future

classes? Why or why not?

1.4 Under the methodology that you currently use, are the students
demonstrating more engagement in emotions and behaviours, such
as being more happy and ready to comply with classroom norms,
responding to a requests, and being active in participating in

classroom activities?

2.6 Did the students demonstrate more engagement in emotions
and behaviours, such as being more happy and ready to comply
with classroom norms, responding to requests, and being active
in participating in classroom activities when they were doing
interactive activities using TEL?

2.7 What problems do you think exist in the application
process?

2.8 In what ways do you think you can solve those problems?

1.5 Ts there anything you’d like to add that I may have missed in my

questions?

2.9 What kinds of difficulties did you encounter in using this

teaching strategy?

2.10 Do you think the students adapted to this teaching method?
If yes, what was the most impressive or striking aspect of their
performance? If not, why?

2.11 Which parts of the class where you used TEL did the
students seem to feel more interested? Alternatively, when did
they prefer the combination of TEL and music?

2.12 Is there anything you’d like to add that I may have missed

in my questions?

As this table shows, the first round of interviews aimed to understand the teachers’

experiences of using music and TEL in their previous teaching. I also interviewed

them about the frequency and familiarity of using music and TEL in their English

class. This round of interviews also helped me gain insights into whether they

attempted to combine music with TEL in their classes. Additionally, I asked for their

perceptions of their students’ behavioural and emotional engagement in class.
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The second round of interviews focussed on exploring the teachers’ opinions
regarding students’ behavioural and emotional engagement after they had used music
and TEL during the teaching process. | was particularly interested in identifying any
challenges they faced when using music and TEL, as well as any solutions they
proposed. Furthermore, I sought to understand their perspectives on the effectiveness
of using music and TEL for student engagement, both when used separately and in
combination during teaching. During the interviews, alongside the planned questions,
I engaged in discussions involving follow-up questions. Moreover, I investigated the
teachers’ experiences during the 2-month fieldwork period. This exploration involved
gathering additional insights from them regarding the pros and cons of using a
combined approach of music and TEL to promote student engagement. I also
inquired into whether they intended to use this approach in their future classes and if

they would recommend it to other educators.

The interview questions for the two rounds of interviews underwent a second pilot
study, whose primary goal was to assess the clarity and comprehensibility of the
interview questions for the participants. Then, minor adjustments were made to the

wording of the questions based on feedback received from the pilot tests.

In this research, the teachers were presented with preliminary and indirectly phrased
questions. This approach was chosen due to the teachers’ in-depth understanding of
the TELT-M pedagogy, which the interview duration allowed for. Probing questions
were subsequently used to more deeply explore teachers’ insights. The interviews
commenced with a friendly greeting, followed by an explanation of confidentiality
considerations and a request for permission to record our conversation. A concise
overview of the interview topics was then provided. The interviews concluded by
thanking participants for their involvement. For the sake of accuracy in information
retrieval and to minimise diverting the interviewees’ attention from the core matters, I

opted for digital audio recording over note-taking.

4.6.2 Classroom Observation

In this section, I illustrate the rational for utilizing the Leuven Scale of Involvement

and STTEW scale as the main observation framework. I also explain how I developed



observation tools to be used in the participating nurseries. My classroom observations
involved both teachers and students, with the aim of verifying the data through

sharing experiences and understanding classroom dynamics.

Classroom observation, an educational research method, involves collecting data
directly or indirectly from classroom situations for focussed research (Wragg, 2013).
I chose this approach because it can capture both obvious and subtle factors in the
classroom. It provided direct insights into how the participants responded to the

teaching approach, enabling a more comprehensive understanding. Moreover,

observations can uncover new research directions that might otherwise be overlooked.

In this study, classroom observation was selected as the approach for exploring the
impact of TEL and music on student engagement in English classes. The Leuven
Scale of Involvement provided the observational framework for this research. As
Laevers (2015, p. 8) notes, the scale’s outcomes not only align with the intuitions of

teachers but also confirm their existing knowledge scientifically.

Many scholars have noted that children’s participation is a key gauge of the quality
and effectiveness of educational programmes (Ridley et al., 2000; Laevers, 2015).
Laevers (1997) identifies involvement as one of two process variables that measure
learners’ experiences, with the other being well-being. He concludes that higher
levels of involvement are critical for producing quality outcomes and that active

participation increases learning and development.

For behavioural engagement, I referred to The Leuven Scale of Involvement,
presented in Figure 4.2, and created my own observation form based on his
engagement indicators. I elaborate on how I incorporated this into the Leuven Scale

for enhanced efficacy in the following paragraph.
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Figure 4.2 The Leuven Scale of Involvement

THE SCALE FOR INVOLVEMENT

LEVEL INVOLVEMENT ExampLES

The child hardly shows any activity:

+ no concentration: staring, daydreaming;

= an absent, passive attitude;

= no goal-oriented activity, aimless actions, not producing anything;
= no signs of exploration and interest;

- not taking anything in, no mental activity.

1 Extremely low

The child shows some degree of activity but which is often interrupted:
- limited concentration: looks away during the activity, fiddles, dreams;
- is easily distracted;

« action only leads to limited results.

2 Low

The child is busy the whole time, but without real concentration:
- routine actions, attention is superficial;

« is not absorbed in the activity, activities are short lived;

3 Moderate « limited motivation, no real dedication, does not feel challenged;
= the child does not gain deep-level experiences;

+ does not use his/her capabilities to full extent;

« the activity does not address the child’s imagination.

There are clear signs of involvement, but these are not always present to

their full extent:

« the child is engaged in the activity without interruption;

= most of the time there is real concentration, but during
some brief moments the attention is more superficial;

« the child feels challenged, there is a certain degree of motivation;

= the child’s capabilities and its imagination to a certain extent are
addressed in the activity.

4 High

During the episode of observation the child is continuously engaged in

the activity and completely absorbed in it:

- is absolutely focussed, concentrated without interruption;

« is highly motivated, feels strongly appealed by the activity, perseveres;

5 Extremely high - even strong stimuli cannot distract him/her;

« is alert, has attention for details, shows precision;

= its mental activity and experience are intense;

+ the child constantly addresses all its capabilities: imagination and
mental capacity are in top gear;

-« obviously enjoys being engrossed in the activity.

https://www .kindengezin.be/img/sics-ziko-manual.pdf (Laevers, 2015)

In this research, the example descriptions in this template served as references for
observation signals, which act as a tool through which observers record what they see.
By noting children’s genuine sentiments and empathising with their perspectives,
observers can gauge their level of involvement. Children may express these signals in
many ways, some of which require special attention and recognition. Interpreting
these signals can be complex and requires consulting with additional evidence;

nonetheless, these signals aid in recording student behaviour in the classroom.

Moreover, as students’ engagement can fluctuate during a lesson and throughout the
day, the Scale of Involvement was valuable for building a comprehensive overview

over time.


http://www.kindengezin.be/img/sics-ziko-manual.pdf

This did not entail immediate judgement; instead, predictions were made based on
notes of signs, cues, and evidence collected in class. My interpretations were shared
and discussed with the teachers who instructed the classes, and I also considered
contextual information. When using this multi-level observation of student
engagement in class, it was crucial to emphasise their participation. I recorded the
number of students present during the observed session, the observation time, a brief
description of the observed time frame, and my chosen level of involvement for each

5-minute observation by selecting the corresponding box.

When it comes to the observation of emotional engagement, according to the review
of literature in Section 2.2.4, the intricate relationship between language,
communication, and emotion forms the cornerstone of educational interactions,
especially when delving into emotional engagement within educational settings.
Hiver (2021) underscores this connection, advocating for the utilisation of the
SSTEW scale to observe emotional engagement. As elucidated by Siraj et al. (2015),
the SSTEW scale is an observation-based quality rating tool that focuses on the
process quality of children aged 2-5 years in teaching and interaction. They also note
that SSTEW provides a structured approach to gauging emotional involvement in
learning activities by considering the language, communication, and emotional

responses of students.

To determine the relative success of SSTEW observations, Howard (2018) compared
the effectiveness of SSTEW observations with established standardised ratings of the
Early Childhood Environment Rating Scale-Extension, a well-recognised measure of

quality in ECEC (Sylva et al., 2010). The results revealed that the SSTEW scale is

valuable for evaluating process quality in early childhood care and education settings.

In practice, implementing the SSTEW scale involves keen observation and
documentation of students' emotional responses to various stimuli. I observed verbal
and nonverbal cues, noting changes in tone, facial expressions, and body language

indicative of emotional engagement.

In my research, I drew from the principles of the SSTEW scale to guide my

emotional engagement observations (Figure 4.3).
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Figure 4. 3 Example Item from the Sustained Shared Thinking and Emotional
Well-Being Scale

Sub-scale 3. Supporting and extending language and communication

Item 5. Encouraging children to talk with others

Inadequate
1

1.1 Children are discouraged

from speaking more than is
necessary.

1.2 Staff talk to children
primarily to change their
behaviour and to manage
routines.

1.3 The noise leveis

within the setting are not
conducive to talk, e.g. too
noisy due to music or songs
being piped into the setting.

Minimal

3
3.1 Children are allowed to
speak whenever possible.

3.2 Staff attempt to engage
in conversations with most
children within the group.*

Good

5
5.1 Children are encouraged
to talk to each other during
activities and throughout
the day. The staff model and
support this.

5.2 During adult-guided
activities the children are given
resources (etc.) that support,
and are grouped 1o support,
talk.*

5.3 Staff ensure that each child
who wants to speak has the
opportunity to do so. They
interact with individuals and
small groups to support this.

5.4 Where children are reticent
or unable to talk and/or have
English as an additional
language, alternative methods
of communication are
employed, e.g. photographs,
pictures, symbols, puppets,
gestures, tape recordings from
home.*

Excellent

7
7.1 Children are encouraged to
choose and lead interactions,
conversations, and/or play.

7.2 Children are encouraged
to take more tumns in an
interaction, possibly giving
longer and more complex
answers as staff allow for this
by increasing their waiting
time, adding comments, and
asking simple questions.

7.3 Where children are reticent
about interacting with others,
staff play alongside the
children, taking cues from
them and following their

lead, waiting to be invited to
communicate.”

7.4 Staff provide running
commentaries of individuals'
and/or small groups’ actions
etc. to support longer play
and interactions with other
children.*
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Table 4.4 outlines specific student behavioural engagement practices that can be
observed in the classroom. During the observation process, I provided detailed
descriptions of students’ behaviours. As noted above, each lesson encompassed five

to six distinct activities, following the syllabi of the two nurseries under observation.
While the specific activities within each class could vary, the following sequence
remained consistent: warm-up activity, first activity, second activity, wrap-up activity,
and closing game. I also documented the content of these activities using concise

sentences.

These observation tools underwent piloting and discussion with the headmaster and
teachers of one of the nurseries during the primary data collection phase. The
behavioural and emotional indicators were further categorised into positive and
passive behaviours. In this research, behavioural engagement was predominantly
observed through body posture and verbal expressions (e.g., singing), whereas

emotional engagement was assessed primarily through facial expressions. Table 4.4



presents this study’s behavioural engagement observation form:

Table 4. 4 Behavioural Engagement Observation Form

Behavioural | A. Raised B.Responded | C. Was D.Left their | E.Exhibited | F.Refused

engagement | hand to to the willing to seat interferece to join
answer teachers join behaviour activities
questions properly activities

Under what

activities?

What was

observed?

Positive Indicators of Behavioural Engagement

A. Raised hand to answer questions: If the teacher asked a question, the student
was able to raise their hand and volunteer to answer it, and their answer was

related to the teacher’s question (regardless of its correctness).

B. Responded to the teacher properly: The student could respond to the teacher’s
instructions or requests. For example, if the teacher asked the student to sing in an

activity, the student was able to sing along with the teacher.

C. Willingness to join activities: After the game was explained by the teacher, the
student positively participated in the game with their peers. For example, if the
teacher asked the student to approach the screen and identify the words with their

classmates, the student was willing to actively participate with their peers.

Passive Indicators of Behavioural Engagement

D. Left seat without permission: This applied if the student left their seat without
permission for more than 3 seconds and the teaching assistant needed to help get the

student back.

E. Interference behaviour: The student intentionally touched other students’



bodies without permission, or even hit them, or made noticeable sounds (e.g.,

monotonous and continuous yelling or crying unrelated to the teacher’s class content).

F. Refusal to join activities: The student refused to interact with the teacher or play

games with other students.

When I observed emotional engagement, I concentrated on the students’ emotional
states, such as their levels of interest, enthusiasm, and enjoyment in participating in
classroom activities (Meyer and Turner, 2002). When fully participating, students
exhibited surprise and astonishment, smiling and displaying other happy or sad
expressions that corresponded to the emotional colour of the content. For example,
when students watched the story of The Very Hungry Caterpillar, they exhibited
expressions such as sympathy and joy. In each class, I observed and recorded five
students and filled in the emotional engagement observation form immediately. If the
in-class observations were incomplete, I watched the video to supplement them after

class.

To facilitate the observation process, I compiled a list of potential behaviours related
to emotional engagement that might occur in the classroom (Table 4.5), for which I
drew from recent significant studies by Ladd et al. (2000) and Skinner, Furrer,
Marchand et al.(2008). My plan was to record my observations when students

displayed the outlined behaviours and to note the activities in progress at the time.

I proposed that the activities undertaken during lessons might encompass various
games and practices. For instance, during the warm-up activity, the teacher might
have employed a hello song or a song previously learned for a greeting. Similar to the
approach employed for behavioural engagement, I observed five students in each
class. Sub-Section 4.7.2.1 provides a comprehensive guide to the practical
implementation of the observation form in this specific process, while Table 4.5

presents this study’s emotional engagement observation form.
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Table 4. 5 Emotional Engagement Observation Form

Emotional | A. Paying B. Exhibiting a | C. Gazing into D. Exhibiting an
engagemen | attention to the | pleased facial space or staring unhappy facial

t class expression at other students expression

Under what
activities?

What was
observed?

Positive Indicators of Emotional Engagement
A. Pay attention to the class: The student exhibited a body posture that indicated

they were paying attention to the teacher and/or other students.

B. Exhibiting a facial expression indicative of pleasure: During the teacher’s
teaching process, the student demonstrated their engagement and delight in their

facial expression.

Passive Indicators of Emotional Engagement

C. Gazing into space or staring at other students: During class, the student looked

around or strayed from the teacher or from classmates who were speaking.

D. Exhibiting an unhappy facial expression: In the teacher’s teaching process,

thestudent exhibited a depressed, anxious, or unhappy facial expression.

In this study, I could directly observe teaching activities within the classroom during
specific periods. To ensure that my data collection did not disrupt normal teaching
proceedings, careful selection of observation points was essential. Given that students,
the primary focus of observation, were seated in a U-shaped arrangement, I opted to

observe from the central side of the classroom, adapting my location as required.

comprehensively capture both teacher and student behaviours during teaching

activities, the English classes were simultaneously recorded using an iPad that I
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placed in the classroom. For a comprehensive view of students’ movements and
facial expressions, two cameras were positioned — one at the front and the other at the
side of the classroom. Notably, introducing cameras into the classroom might
potentially alter teachers’ teaching methods and students’ responses. However,
teaching assistants recording videos or taking photos of classroom activities to send
to parents is a common practice in China. Thus, students and teachers were

accustomed to such recordings being made from the back of the classroom.

While I thoroughly briefed the teachers about the research and how the gathered data
would be used, I also recognised the importance of maintaining normalcy in the
teaching environment. As such, I encouraged the teachers to conduct their classes as
they normally would. They were assured that all recorded videos and data would be

treated with strict confidentiality.

Given the unique duration of teaching activities in the nursery (each activity section
lasted 5-6 minutes), I determined that I could record observations at 5-minute
intervals. Over the course of a week, I observed a group of five students. As there
were 20 students in each class, this approach ensured that every student was observed

twice within the group.

To observe the students’ behavioural engagement, I reviewed video recordings of
classroom sessions and took notes on their participation and performance in each
activity following the class. I specifically focussed on their level of involvement,
such as their active participation in activities and their willingness to raise their hands
to respond to teachers’ questions. Furthermore, I paid attention to students’ posture
during my observations, ensuring that it aligned with the specific context. I also
observed whether students spontaneously used physical actions to convey relevant

content based on the situation.

Moreover, when evaluating students’ apparent mental state or engagement based on
their external expressions, posture, and other cues, I used overarching categories and
attributes from sources such as the Leuven Scale, the SSTEW scale, and the Student
Engagement Walkthrough Che