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ABSTRACT 

 

 

      With China’s rapid economic growth over the past four decades, teaching 

Chinese as a Second or Foreign Language (TCSL/TCFL) has become popular. 

However, there has been a lack of research conducted in addressing the issues 

associated with the medium of instrument (MOI) in TCSL/TCFL, especially at 

the primary level. There has been no research conducted to show whether or not, 

and how primary CSL/CFL students’ Chinese proficiency is affected by a 

particular MOI. The objectives of this research study were to (i) examine the 

correlation of primary CSL/CFL students’ achievement in Chinese proficiency 

and a particular MOI – Putonghua only or translanguaging; (ii) investigate how 

a particular MOI affects primary CSL/CFL students’ achievement in Chinese 

language proficiency; and (iii) evaluate why a particular MOI affects / does not 

affect primary CSL/CFL students’ language achievement? Following a mixed 

methods research design, two individual yet interrelated studies were conducted. 

A sample of 55 students aged 6-7 from two parallel Year 2 CSL/CFL classes of 

an international school in Hong Kong participated in the study. 

      Study One adopted a quantitative research method - quasi-experimental 

research design - to examine the two variables, a particular MOI as the 

independent variable and CSL/CFL learners’ Chinese proficiency as the 

dependent variable, to evaluate the effectiveness of a particular MOI in 

CSL/CFL teaching contexts. The Youth Chinese Test (YCT) and the Oral 

Chinese Test (OCT) were adopted before and after the experiment to compare 

the participants’ academic results of the two classes, a Putonghua-only class and 

a translanguaging class. Analysis of Covariance (ANCOVA) was adopted to 

analyse the numerical data collected from the YCT Listening and Reading tests, 

while the OCT report provided by Confucius Institute Headquarters was used 

to analyse the participants’ language achievements in listening and speaking 

after the treatment. 

      Results indicate that using Putonghua-only as the MOI in a CSL/CFL 

classroom was more effective than translanguaging-MOI to enhance students’ 
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academic performance and results, with the students of the Putonghua-only 

class who showed much more obvious progress on listening and speaking.  

       Study Two used a qualitative research method-classroom observation-to 

collect data to explain how and why a particular MOI affects students’ language 

achievement. Findings indicate that Putonghua-only MOI pushes the teachers 

to nurture an optimal environment by improving the clarity of class instruction, 

arranging level-appropriate learning tasks and using more instructional 

strategies to stimulate the students’ attention to the language features and make 

the instruction comprehensible. Therefore, Putonghua-only MOI provides the 

CSL/CFL students with more content-focused target language input, which 

directly improves the CSL/CFL students’ listening and reading skills, constructs 

a meaningful language environment, which facilitates the teacher-student 

interactions in Chinese, and helps to improve CSL/CFL students’ speaking and 

writing skills. In comparison, the use of translanguaging as the MOI fails to 

provide the students with sufficient challenges to promote their cognitive 

engagement, and is at a risk of triggering students’ off-task behaviour. Study 

Two also reveals that due to the inner low filter, early year CSL/CFL students 

have a neurological advantage in language learning to cope well with the 

Putonghua-only MOI.     

      This thesis concludes by pointing out that CSL/CFL MOI policies should 

adopt a phased approach instead of a one-size-fits-all principle. Findings of this 

study provides CSL/CFL education researchers, teachers, policy makers, and 

curriculum designers with a new angle to examine CSL/CFL education with an 

aim to enhance overall quality of TCSL/TCFL.  
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Chapter 1 Introduction 

 

1.1 Introduction 

     This chapter first states the aims of this present study, which were to explore 

the impact of a particular medium of instruction (MOI), Putonghua-only or 

translanguaging, on CSL/CFL students’ learning achievement in a primary 

school context. Then, the chapter introduces the researcher’s experiences in the 

field of the study. Next, it describes the research background of this study, and 

addresses the significance of the study. Finally, it outlines the synopsis of the 

study.  

 

1.2 Aims of the Study 

     As a result of the expansive global influences of China in terms of economy 

and culture, more and more countries and regions such as England, Australia, 

and Hong Kong have decided to begin teaching Mandarin Chinese (i.e., Chinese) 

as a Second or Foreign Language (TCSL/TCFL) at the elementary level, or even 

in the kindergarten level (Chen, T., 2014). The influx of CSL/CFL learners has 

resulted in linguistically diverse classrooms, posing challenges to the choice of 

MOI adopted in CSL/CFL classrooms (Wang, 2019b). Over the past decade, in 

the CSL/CFL teaching field, some empirical studies about CSL/CFL teachers 

and students’ attitudes, beliefs, and practices regarding the use of Putonghua-

only or translanguaging as the MOI suggest that translanguaging practices 

support the teaching and learning of Chinese (Wang et al., n.d., 2013, 2014, 

2018, 2019a, 2019b). However, how the MOI adopted by Chinese language 

teachers in CSL/CFL classrooms affects CSL/CFL learners’ learning 
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achievement, especially at the elementary level, remains an under-researched 

area. Therefore, the purpose of this study was to investigate the effectiveness of 

a particular MOI, Putonghua-only or translanguaging on primary CSL/CFL 

students’ learning achievement.  

 

1.3 The Researcher’s Experiences in the Field of the Study 

     The issue of the use of MOI in CSL/CFL classrooms emerged in my mind 

in 2010 when I started working as a CSL/CFL teacher at my current school, in 

which 80% of students are learning Chinese as their second or foreign language 

(Chinese, 2020). At my School, most students’ first language (L1) is English, 

and there is no restriction on how much the students’ L1 is allowed to be used 

in CSL/CFL classrooms, so the mixed use of English and Putonghua as the MOI 

is often the case found in CSL/CFL classrooms. Over the past 20 years, I have 

gained various teaching experiences in international and public schools both in 

Hong Kong and New Zealand, and I enjoy taking on challenges to explore 

effective ways to teach Chinese language to students from different cultural and 

language backgrounds. Also, related to my academic background, I particularly 

notice the impact of MOI on the CSL/CFL students’ learning achievement. I 

received two Bachelor’s degrees in Education and one Master’s degree in 

Teaching English to Speakers of Other Languages (MTESOL) from Auckland 

University, New Zealand. I also received a Master’s degree in Chinese 

Literature from Lingnan University, Hong Kong. Therefore, my bilingual 

educational background enables me to apply Western pedagogy and second 

language acquisition (SLA) theories of English teaching in my CSL/CFL 

teaching. It also offers me a great advantage and insightful knowledge to view 
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how a particular MOI affects CSL/CFL learners’ learning outcomes. During my 

teaching in Hong Kong since 2006, I have noticed a phenomenon in local 

schools where most students are learning English as a foreign language (EFL) 

that when the English subject is taught by a teacher who is a native speaker of 

English, the MOI is always English. In comparison, in Hong Kong’s 

international schools where most students are CSL/CFL learners, when the 

Chinese subject is taught by a teacher who is a native speaker of Chinese, the 

MOI is always a mix of English and Putonghua. Gradually, I accumulated some 

questions about the effectiveness of MOI in second language (L2) learners’ 

learning achievements, such as “Is it necessary to use CSL/CFL students’ first 

language (L1) as the MOI in CSL/CFL classrooms?”; “Will the use of CSL/CFL 

students’ L1 as the MOI hinder their learning outcomes?”; “Is it better for young 

CSL/CSL learners such as primary school CSL/CFL students to learn the 

Chinese language in an immersive classroom environment?”; “How should the 

Chinese language be taught in a school where most students are CSL/CFL 

learners?”.  

     These questions further motivated me to think more about whether or not a 

particular MOI is more effective than the other in affecting CSL/CFL learners’ 

learning achievement; if so, how does a particular MOI enhance the CSL/CFL 

learners’ learning achievements? And what contributes to their success? As a 

devoted CSL/CFL teacher, I always reflect on my experiences, striving to 

improve the quality of my teaching. This research about the impact of a 

particular MOI, Putonghua-only or translanguaging, on CSL/CFL learners’ 

learning outcomes, will help me reflect on the current use of MOI and teaching 

methodologies in the field.  
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1.4 Background of the Study 

       CSL/CFL education has a long history. The political, social, cultural, 

economic, and religious forces have constantly interacted with each other to 

shape the direction of CSL/CFL development. How CSL/CFL is taught has been 

changed over different periods of time, and over different places. Thus, it is 

important to know the development of TCSL/TCFL practices with a historical 

view. Besides, over the past decades, there has been a fast increasing number of 

research studies conducted on CSL/CFL education. So, it is also important to 

review the relevant research in order to understand the current situation of 

CSL/CFL education. However, many of these studies have addressed teachers 

and students’ beliefs, anecdotes, and opinions about CSL/CFL education. Few 

studies have addressed the issues associated with MOI in TCSL/TCFL. As the 

use of MOI in TCSL/TCFL is country/region-specific, it is necessary to know 

about the MOI policies of TCSL/TCFL in different countries and regions, 

especially in the place where the research is conducted. In this study, I have 

mainly focused on reviewing the MOI policies of Mainland China and Hong 

Kong as Hong Kong is the place where the study was conducted and CSL/CFL 

teaching is related to the policy in Mainland China. The following two sections 

introduce the development of CSL/CFL education and relevant research and 

MOI policies associated with TCSL/TCFL.  

 

 

1.4.1 The Development of CSL/CFL Education and Relevant Research    

 

      CSL/CFL education has existed for two thousand years since the Han 

Dynasty, when the non-Han ethnic groups arrived to study Chinese as a foreign 

language (Wang, 2014). Historically, the spread of CSL/CFL education has 
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been through formal school education and the spread of religions. From the Han 

and Tang Dynasties, China’s emperors permitted schools for other ethnic 

groups or foreigners such as CSL/CFL learners from Japan, Korea, and Arab 

countries, to come to China to learn the Chinese language, to understand 

Chinese culture, translate Buddhist scriptures, do business with Chinese people, 

and spread religions. In ancient times, there were few Chinese language teachers 

going abroad to teach the Chinese language to speakers of other languages. The 

Monk Jian Zhen was believed to be the earliest CSL/CFL teacher who taught 

the Chinese language in Japan in the 8th Century. In the Qing Dynasty during 

the 18th and 19th centuries, many missionaries from Europe and the United 

State came to China to learn Chinese in order to spread Christianity (Wang, 

2014).  

     After the founding of the People’s Republic of China, CSL/CFL education 

was developed through the progress of Chinese international student education 

in China. According to Li (2020), over the past 70 years, the Chinese 

international student education has gone through seven stages: (1) start-up; (2) 

stagnation; (3) recovery; (4) exploration and development; (5) expansion of 

development; (6) regulation of the development; and (7) improvement of quality 

and efficiency. From 1950 to 1965, it was in the start-up stage. During this 

period, China only accepted international students from some countries with 

diplomatic relations, such as the Soviet Union, some Eastern European 

countries, Vietnam, Mongolia, North Korea, etc. The international students 

came to China to mainly study the Chinese language and history subjects. 

CSL/CFL education in this stage mainly served China’s foreign diplomacy in 

helping the country to establish international relations with other countries. The 
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first regulatory document for the international students in China was announced 

in 1962, stipulating that the acceptance of international students must follow 

China’s foreign policy, adopting an approach of feature selection in accordance 

with the needs of the sending countries and the capacity of China. With these 

guidelines, in total, only 7,257 international students went to China during this 

period. From 1966 to 1971, it was in a stagnation stage. Due to the Cultural 

Revolution, the CSL/CFL education for the international students was 

suspended during this period. From 1972 to 1978, it went into the recovery stage. 

With China’s admission to the United Nations in 1971, and the United States 

President Nixon’s visit to China in 1972, China built up diplomatic relations 

with many Western countries, which contributed an increasing number of 

international students. For example, in October 1972, China’s Premier Zhou 

Enlai approved the reopening of the Beijing Language Institute, which received 

383 CSL/CFL students from 42 countries in 1973 (Wang, 2014). During this 

period, CSL/CFL education still served as China’s foreign diplomatic strategy. 

After China’s reform and opening-up policy was announced in 1978, more and 

more CSL/CFL learners from overseas went to China to study the Chinese 

language. From 1979 to 1991, came the exploration and development stage. A 

series of policies were announced during this period to promote Chinese 

international student education including CSL/CFL education. For example, in 

1985, the regulation on the administrative arrangements of foreign students was 

released to give a clear definition of Chinese international student education; 

that is, to facilitate the cooperation of China and other countries in education, 

technology, culture, and commercial trade, and to confirm the acceptance of 

international students for technical secondary, junior college, university, 
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postgraduate, and short courses. During this period, CSL/CFL education not 

only served as a national foreign diplomatic strategy, but it also catered for the 

needs of non-governmental cultural and economic exchange with people of 

other countries. From 1992 to 2001, it went into the stage of expansion of 

development. During this period, the focus of the Chinese international student 

education was shifted to cultivate high-level scientific, educational, and 

executive talents for the third world. In 1992, 14,000 international students went 

to China to study various courses, which is 7.7 times more than the number of 

international students in 1991. To maintain the quality of the Chinese 

international education along with the increasing number of international 

students, in 1995, the National Education Committee promulgated a regulation 

that all international students must obtain a Chinese proficiency test certificate 

for the admission to university courses. In 2001, the total number of 

international students was 61,869, 3.4 times more than the number of 

international students in 1992. From 2001 to 2011, it was the stage of regulation 

of the development. After China became a member of the World Trade 

Organisation (WTO) in 2001, CSL/CFL education became popular and the 

number of international students in CSL/CFL has shown a very sharp increase 

since 2001. Between 2001 and 2009, the number of CSL/CFL students in China 

kept increasing at a rate of almost 20,000 per year (Wang, 2014). During this 

period, Chinese international student education, including CSL/CFL education 

was under further standardised administration by following a scale-up, level-up, 

standardised-managed, and quality-assured principle. From 2012 until now, it 

has been in the stage of improvement of quality and efficiency. It is the most 

prosperous stage with the popularity of learning Chinese being linked to China’s 
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rapid economic growth. To build a brand of “Study in China”, improve the 

quality of Chinese international education and act in concert with the One Belt 

One Road initiative, in 2016, the Ministry of Education announced “Carry 

Forward the Co-construction of One Belt One Road Education Initiative” to 

cultivate highly professional personnel for the countries along the Belt and Road. 

With the initiative, 10,000 students from these countries are sponsored by the 

Chinese government to go to study in China. In 2018, a total of 492,185 

international students from 196 countries were studying Chinese as a foreign 

language in higher educational institutions in Mainland China (Ministry of 

Education of the People’s Republic of China, 2019, April 12).  

      Obviously, Chinese has become one of the most widely taught foreign 

languages in the world (Chen, Z & Yeung, 2015). The rapid growth of CSL/CFL 

education is facilitated by the Chinese government’s promotion of Chinese 

teaching throughout the world. Hanban (Office of Chinese Language Council 

International) and the Education Section of the Chinese Embassy on behalf of 

the Ministry of Education of the People’s Republic of China have been engaged 

in expanding Chinese programmes to the whole world. By December 2018, 

“there were 548 Confucius Institutes and 1,193 Confucius Classrooms opened 

in 146 countries and regions around the world” (Liu, 2019, p. 256).         

      As opposed to the rapid increase in the population of CSL/CFL students, the 

research conducted in addressing the issues associated with CSL/CFL education 

is inadequate. In the field of second and foreign language teaching and learning, 

research has long focused on studies of the teaching and learning of the English 

language. Little is known about what researchers are concerned with and what 

they have achieved in the field of TCSL/TCFL. Until the last couple of decades, 



 

9 
 

the development of CSL/CFL education has gradually attracted attention from 

researchers worldwide. The research mainly falls into five categories including 

CSL/CFL reading, CSL/CFL teaching and learning through immersion, Chinese 

character teaching and learning, and technology assisted CSL/CFL teaching and 

learning, and CSL/CFL learner identity (Gong et al., 2020). Of all the research 

studies about CSL/CFL education, there is a distinct difference in research focus 

between researchers in and outside China. While studies published in Chinese 

journals often target teaching practices and teacher education development, the 

studies published in international journals in English usually focus on student 

learning achievements and teaching approaches adopted to enhance students’ 

language learning (Gong et al., 2020). A review of research articles about 

TCSL/TCFL published in four leading Mainland Chinese journals during the 

years 2005-2015 undertaken by Ma et al. (2017) showed only 32 out of 909 

articles were experimental research; very few research studies were conducted 

at the primary or secondary levels; and some research studies associated with 

MOI in TCSL/TCFL were only conducted at the tertiary level. In addition, 

another review of 60 selected empirical studies from 336 articles on CSL/CFL 

education published in five leading Mainland Chinese journals between 2014 

and 2018 showed that the majority of the studies have implications mainly for 

CSL/CFL education in Mainland China (Gong et al., 2020). The findings of 

Gong et al.’s. (2020) study suggested that more researchers with bilingual or 

multilingual competence, especially in Chinese and English, should be involved 

in CSL/CFL research to examine a broader range of non-Chinese learners both 

in-and outside China.  
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1.4.2 MOI Policies in TCSL/TCFL  

      Medium of instruction (MOI) refers to a language used by the teacher in 

teaching. In language teaching and learning, such a medium could be the target 

language, students’ first language, or a common language shared by teachers 

and students (Wang, 2019a). MOI policy adopted to deal specifically with the 

instructional medium in class is a species of language-in-education policy, 

which involves deliberated and organised efforts to solve language problems in 

the realm of education (Poon, 2004).  

      In Mainland China, in the field of TCSL/TCFL, the MOI policies have 

varied in terms of the development of teaching approaches over the past 70 years. 

According to Wang (2019a), the model of TCSL/TCFL in Mainland China in 

the 1950s was multilingual in Chinese and English due to the use of the 

grammar-translation approach. In the 1960s, influenced by the Western Direct 

Method principle, the teaching of CSL/CFL favoured an exclusive use of the 

target language, but in real practice, it did not fully prohibit the students’ use of 

L1. With the popularity of the Communicative Language Teaching approach in 

the 1990s, the MOI policy in CSL/CFL teaching was rather flexible and more 

open to multilingual paradigm. From the 2000s onwards, monolingual policies 

(i.e., using the target language only) have been promoted in CSL/CFL education 

to maximise exposure to the target language with the popularity of the content-

and language-integrated learning approach. Wang (2019a) pointed out that in 

the field of TCSL/TCFL in Mainland China, although the development of the 

MOI policy was impacted by the changing teaching approaches, Chinese-only 

is the predominant language policy, which is under-studied.  



 

11 
 

      In Hong Kong, the demand for TCSL/TCFL is due to the shift of political 

power, which has profoundly influenced language-in-education policies and 

planning, especially in school education (Poon, 2010). During the colonial 

period, English and Chinese were adopted to be the media of instruction, with 

English at the privileged position in the education sector and schools were free 

to choose their preferred MOI (Tollefson & Tsui, 2004). Right after the 

changeover of sovereignty in 1997, a biliterate/trilingual policy aiming to 

nurture Hong Kong citizens to be biliterate in both written Chinese and English 

as well as trilingual in Cantonese, Putonghua, and spoken English, was 

announced by the Hong Kong government. Under the biliterate/trilingual policy, 

Putonghua is taught as a compulsory subject at the primary and junior secondary 

levels, and is promoted by the Education Bureau (EDB), to be the MOI in 

Chinese language lessons with regard to individual schools’ circumstances, 

such as the readiness of teachers, ability of students, language environment of 

schools, and availability of learning and teaching resources/support 

(Curriculum Development Council, 2001; Legislative Council, 2016). By 

adopting a variety of strategies such as introducing Putonghua as an elective 

subject in public examinations in 2000, and launching a four-year support 

scheme of using Putonghua as the MOI for teaching the Chinese language 

subject (PMIC), the Hong Kong government set a long-term goal to formulate 

a policy and implement a timetable for all schools to adopt PMIC, by avoiding 

problematising particular languages, which is a politically sensitive issue in 

terms of ethnic harmony (Legislative Council, 2015, 2016; Loh et al., 2018). 

Statistics show that by 2016, 71.7% of primary schools and 36.9% of secondary 

schools have used Putonghua fully or partly as the MOI for teaching the Chinese 
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language subject (Legislative Council, 2016). Poon (2019) pointed out that there 

were two main reasons for Putonghua to gain such a privilege status under the 

biliterate/trilingual policy. Economically, Putonghua is a necessary skill for 

Hong Kong people in order to do business with people from Mainland China 

and communicate with tourists from the Mainland, as the economy of China is 

getting stronger. Politically, Putonghua is a national symbol and PMIC is a 

means to achieving national reintegration. It is noticeable that in Hong Kong, 

the PMIC scheme is only implemented in the local government-funded schools, 

which are surrounded by a “laissez-faire” atmosphere to opt for their MOI for 

teaching the Chinese language subject. The international schools and private 

schools, indeed, are neglected educational sectors of implementing the PMIC 

scheme. In the international and private schools in Hong Kong, there has not 

reached a consensus about which type of MOI should be adopted for CSL/CFL 

teaching and learning. Most of the international schools like the school where I 

am working as a CSL/CFL teacher and conducted this study, adopt 

translanguaging, mixing Putonghua and English, as the MOI to teach CSL/CFL 

students.  

 

1.5 Significance of the Study   

      China has become the second largest economy in the world. With the 

purpose of understanding Chinese culture and doing business, more and more 

people of different age levels from different ethnic and cultural backgrounds 

learn Chinese all over the world. The rapidly increasing number of CSL/CFL 

learners calls for an urgent need of up-to-date pedagogical practices with 

adequate research support. Nevertheless, in the field of TCSL/TCFL, 
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pedagogies are controversial. While some recent research studies claim that 

translanguaging is necessary to be adopted as the MOI for L2 learners to 

understand thoroughly the difficult linguistic features of the Chinese language, 

using Putonghua-only as the MOI has long been the standard practice in 

Mainland China, stipulated by official policies and supported by a variety of 

SLA theories, which highlight the importance of creating comprehensible L2 

only environments for the L2 learners (Krashen, 1985; Macaro, 2001; Wang, 

2018). This study attempts to give a clear answer to the use of language as the 

MOI at the primary level, in regard to children’s academic achievements in 

language proficiency.  

      This study was constructed on the basis of reviewing the existing SLA 

theories and past studies of pedagogical practices. A theoretical framework 

showing a model of how CSL/CFL is best taught was, thus, developed. This 

model provided the CSL/CFL teachers with theoretical support for their 

teaching practices. Also, it correspondingly includes two empirical studies 

which have taken account of CSL/CFL students’ academic performance with 

regard to a particular MOI, Putonghua-only, or translanguaging. It is hoped that 

the findings can help language policy and planning makers, CSL/CFL 

curriculum development coordinators, and CSL/CFL teachers to make future 

decisions to enhance CSL/CFL teaching and learning.  

 

1.6 Synopsis of the Study  

     The thesis contains seven chapters. After this introductory chapter, Chapter 

2 reviews the literature on L2 acquisition and their implications for L2 teaching 



 

14 
 

and learning, and the use of translanguaging or Putonghua-only as the MOI, in 

relation to L2 learners’ language proficiency, in CSL/CFL classrooms. 

      Chapter 3 presents the conceptual framework for the study, which draws on 

my conceptualisation and interpretation of the process of L2 acquisition. My 

theoretical framework illustrates a model of CSL/CFL acquisition, comprising 

Kashen’s (1985) input hypothesis and affective filter hypothesis, Walqui’s 

(2006) scaffolding model for L2 acquisition and Long’s (1996) interaction 

hypothesis, as well as Swain’s (1985) output hypothesis.  

      Chapter 4 states the adoption of a mixed methods research design and 

describes both the methods and procedures of data collection and data analysis. 

Three components of a mixed methods research design – i) its propositions, ii) 

the logistics of data collection, and iii) the approaches to data analysis and 

interpretation are justified, and the issues of validity, reliability, and research 

ethics are addressed in this chapter.    

    Chapter 5 summarises the findings, giving detailed accounts of the 

quantitative and qualitative data collected from pretests and posttests, as well as 

the classroom observations.  

      Chapter 6 discusses the findings surrounding my theoretical framework. 

Three aspects of CSL/CFL education are discussed in this chapter, including the 

relation of learning achievement and MOI, the effectiveness of a particular MOI 

on CSL/CFL students’ learning achievement and the factors contributing to 

CSL/CFL students’ learning achievement.  

      The last chapter, Chapter 7, draws conclusions, and also identifies the 

contribution of this study and puts forward implications and recommendations 

for future research.   
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Chapter 2 Literature Review  

 

2.1 Introduction 

       This chapter reflects on a critical literature review pertaining to second 

language acquisition (SLA) theories and research on L2 pedagogies with regard 

to the use of MOI in TCSL/TCFL contexts. The main thrust of this chapter is to 

draw the theories and concepts from the review to address the research question: 

Is primary CSL/CFL students’ achievement in Chinese language proficiency 

directly related to a particular MOI - Putonghua-only or translanguaging, used 

in the classroom? This chapter comprises three main sections. Firstly, it reviews 

the dominant SLA theories, as the research on TCSL/TCFL draws a lot of 

attention to L2 teaching and learning. Secondly, it goes on to review the 

literature on learner differences in SLA, as there are differences in L2 

acquisition in children compared to that of adults, and this research has targeted 

primary CSL/CFL students. Thirdly, it reviews a variety of research studies on 

L2 pedagogies, including the target language-only pedagogy, the 

multilingual/mixed-code pedagogy, use of translanguaging in L2 classrooms 

and the controversial CSL/CFL pedagogy with regard to the use of MOI, before 

the research gaps and hypothesis are identified.  

 

2.2 Theories in SLA and Pedagogical Implications  

      A theory is a set of statements about natural phenomena that explains why 

these phenomena occur the way that they do (VanPatten & Williams, 2007). A 

theory can generate hypotheses that can then be tested by experimentation or 

observation. In the field of SLA, multiple theories have appeared to account for 
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various aspects of SLA. Prior to the 1970s, behaviourism was one of the 

dominant theories, which views the acquisition of an L2 as the acquisition of a 

new set of habits (VanPatten & Williams, 2007). The environment is the 

controlling factor in language learning, which is seen as a process of imitation 

and repetition of what is provided and modelled by teachers. Behaviourism 

stresses the use of the target language as a stimulus for habits formation. 

Behaviourists claim that much of SLA happens incidentally and learning 

contexts affect the outcomes of SLA. They stress that the mental processes are 

purely a response to external stimuli. And L2 learners may differ in their level 

of attainment if they have different levels of exposure to target languages, or if 

they receive different levels of feedback. However, little actual research has 

been conducted in SLA to support what the behaviourists have claimed. 

Throughout the wider fields of psychology and linguistics since the 1970s, the 

behavioural approaches to teaching and learning have been rejected gradually. 

Many cognitive research studies in the field of SLA have shown evidence that 

children’s L2 acquisition goes beyond imitation and analogy. It is internally 

driven, largely unaffected by their first language learning experience, and is 

much like first language acquisition (VanPatten & Williams, 2007).  

      The Monitor Theory of Stephen Krashen (1985, 1994) was the first theory 

developed for SLA, and has a prominent influence on second language teaching. 

Krashen (1994) postulates that SLA is determined by the amount of 

comprehensible input, that is one-way input containing language slightly 

beyond the current level of the learner’s language competence (i+1). It is 

noticeable that based on Krashen’s i+1 structure, i represents current 

competence, and i+1 represents the next level. According to Krashen (1994), 
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acquiring a second language takes place unconsciously and spontaneously when 

learners engage in normal interactions in the L2, while learning an L2 is a 

conscious and intentional process. Acquisition and learning are two separate 

forms of gaining knowledge, and can never interact. SLA is predictable upon 

the concept of receiving messages learners can understand (Krashen, 1994). 

Teachers can make language input comprehensible through various strategies, 

such as linguistic simplification, and the use of visual cues and other current 

ESOL (English to Speakers of Other Languages) strategies. Monitor Theory can 

explain why what is taught is not always learned, why what is learned may not 

have been taught, and how individual differences among learners and learning 

contexts are related to the variable outcomes of SLA. However, Krashen’s 

Monitor Theory has generated criticism over the years. Some critics have 

questioned his hypotheses not as convincing as he has claimed. Gass and 

Selinker (1994) pointed out that it is difficult to perceive how acquisition and 

learning in two separated systems could be put into use by L2 learners. Critics 

have also commented that the construct i+1 cannot be operationalised as 

Krashen does not define "comprehensible input", or tell exactly how to measure 

the "level of competence" (VanPatten & Williams, 2007; Zafar, 2011). 

      While Krashen (1994) believes that second language acquisition is a one-

way unconscious process and formal teaching just provides understandable 

language input, others take an interactionist position asserting that two-way 

conversational interaction facilitates SLA under certain conditions. Vygotsky’s 

(1978) socio-cultural theory of human mental processing was applied to define 

the role of interaction in SLA. The important concepts such as the Zone of 

Proximal Development (ZPD), mediation, scaffolding, and internalisation 
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derived from the socio-cultural theory have been widely applied by researchers 

as well as teachers in different contexts of SLA, either with children, 

adolescents, or adults. ZPD refers to the difference between “the actual 

developmental level as determined by independent problem solving and the 

level of potential development as determined through problem-solving under 

adult guidance, or in collaboration with more capable peers” (Vygotsky, 1978, 

p. 86). Mediation refers to psychological tools such as mnemonic techniques, 

algebraic symbols, diagrams, and language adopted by people for controlling 

their behaviour, in order to resolve a problem or achieve a target (Vygotsky, 

1978). Lantolf and Thorne (2007) pointed out that mediation is a central concept 

of sociocultural theories’ approach to SLA, and language learning is deemed to 

be a mediated process in SLA. One typical form of mediation is regulation. In 

the SLA context, regulation referring to children’s capacity to regulate their own 

activity through language progresses through three stages from object-

regulation to other-regulation to self-regulation, in which children’s language 

acquisition goes from relying on external support in the performance of 

activities to being able to perform the activities on their own (Lantolf & Thorne, 

2007). It is noticeable that the other-regulation at the second stage of the 

mediation process involving varying levels of assistance by adults and peers is 

sometimes described as scaffolding; while the self-regulation at the final stage 

of the meditation refers to the ability of internalisation to make the once external 

resources now internally available to the individual.  

      Interactionist theorists believe that the learners within their zone of proximal 

development learn a language through scaffolding structures such as modelling, 

repetition, linguistic simplification, and contextualising used by more advanced 
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speakers of the language (Ariza & Hancock, 2003). Related to Krashen’s input 

hypothesis and Vygosky’s socio-cultural theory, Michael Long’s (1996) 

interaction hypothesis does not just emphasise the importance of 

comprehensible input, but it also stresses the significance of interactive input 

applied by participants of the interaction during the process of SLA. According 

to Long’s interaction hypothesis, “environmental contributions to acquisition 

are mediated by selective attention and the learners’ developing L2 processing 

capacity, and that these resources are brought together most usefully, although 

not exclusively, during negotiation for meaning, Negative feedback obtained 

during negotiation work or elsewhere may be facilitative of L2 development, at 

least for vocabulary, morphology, and language-specific syntax, and essential 

for learning certain specifiable L1-L2 contrasts” (Long, 1996, p. 414). It is 

noticeable that in Long’s (1996) interaction hypothesis, negotiation for meaning, 

especially negotiation work that causes the interactions between L2 learners and 

native speakers or more competent interlocutors, elicits negative feedback such 

as recasting a sentence, which draws the L2 learners’ attention to mis-matches 

between input and output. Interpreting what Long (1996) wrote, Brown, H. D.  

(2007) posited that interaction hypothesis not only centres educators on the 

language classroom as a place in which contexts for interactions are carefully 

designed, but it also focuses instructors on creating optimal learning 

environments and tasks to stimulate the L2 learners to produce their own learner 

language in a socially constructed process. Two short-term experiments 

conducted by Long et al. (1998) to test the effectiveness of two groups of L2 

learners learning Japanese sentences and Spanish sentences respectively 

through the use of reactive implicit negative feedback (recasts) and preemptive 
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positive input (models), showed that while the L2 learners who heard models 

and recasts of target language of L2 sentence structures showed greater ability 

to produce those sentence structures than the L2 learners not exposed to the 

structures, the L2 learners who heard recasts of the target L2 sentence structures 

outperformed the L2 learners who heard the models of those structures. Clearly, 

from this study, we may see that implicit negative feedback plays a facilitative 

role in L2 acquisition. Nevertheless, some researchers such as Ellis (2008) 

pointed out that there are still some caveats with the interaction hypothesis. For 

example, the single interactional strategy such as recasts highlighted in 

interaction hypothesis only constitutes a small portion of the total interaction a 

learner experiences, and negotiation for meaning may not be as effective for 

beginning L2 learners as for intermediate L2 learners, as the beginners do not 

have enough linguistic resources to negotiate effectively. Long et al.’s (1998) 

study also indicated that more detailed longitudinal case studies need to be 

implemented to examine the effectiveness of the interaction hypothesis in the 

field of SLA.  

      Although both interactive input and non-interactive input are considered by 

interactionist theorists as important, comprehensive output is also a crucial 

construct for SLA. Swain (1995) in her “comprehensible output hypothesis” 

claims that output is dynamic; it not only refers to the language produced by the 

learners, but also the process of producing the target language; the learners must 

be pushed to produce output in the second language in order to develop 

grammatical accuracy. Swain (1995) defines three functions of output: i) the 

noticing function refers to L2 learners’ awareness of the linguistic difficulties 

they encounter when conveying meaning; ii) the hypothesis-testing function 
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refers to the method of trial and error the L2 learners adopt to test their 

production and receive feedback from experts of the target language; and iii) 

the metalinguistic function refers to the L2 learners’ reflection on the language 

they learn, thereby, they can internalise and master the linguistic knowledge. 

Swain’s (1985, 1995) comprehensible output hypothesis supports the target 

language-only pedagogy, as during language production (written or spoken) 

stage in an L2 immersive environment, the learners can realise the gap between 

what they can do and what they need to develop further regarding second 

language acquisition, therefore, they can make progress to merge the gap, in 

order to master the target language eventually. Izumi’s (2002) study to test the 

effect of the production of output and the presence of visual input on the 

acquisition of English relativisation among advanced adult ESL (English as a 

Second Language) learners revealed that while using the presence of visual 

input as a technique did not facilitate the L2 learners’ SLA, the L2 learners’ 

production of output demonstrated learning improvement. Izumi (2002) pointed 

out that the positive effect of output in this study is consistent with the noticing 

function, which stresses the interconnection of input and output processes in 

SLA. The output is acting as a means to draw the L2 learners’ attention to 

specific language features, to prompt them to find the problems when conveying 

meaning using the target language, therefore, to promote their language 

acquisition. Izumi’s (2002) study also indicated that regarding L2 learners’ 

language acquisition, a combination of input and output enhancement 

techniques was not more effective than the production of output alone. He 

explained that the L2 learners may not have been sure about the targeted 

grammatical forms, which could have made it difficult for them to make 
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connections from input to output. Similarly, a study conducted by Russell (2014) 

through conceptually replicating Izumi’s (2002) study to explore the learning 

and comprehension of future tense forms amongst 55 beginning L2 learners of 

Spanish by comparing the effects of the production of output to textually 

enhanced input, identified that the input-output activities contribute to the 

greater comprehension and learning gains, whereas exposure to textual 

enhancement did not produce similar learning gains. Russell (2014) pointed out 

that in the study, the output participants were pushed to pay increased focused 

attention to the input passage when they were taught to reconstruct the passage, 

thus, the output groups demonstrated better comprehension and learning 

achievements. But he also pointed out that more research such as long-term 

treatments in a context of other languages is needed to test the noticing function 

of the output hypothesis, in order to make definite claims.  

      In summary, the input, output, and interaction hypotheses should be 

connected to explain the phenomena or observations of SLA, as each one alone 

cannot thoroughly explain how a target language is acquired by L2 learners. To 

enhance L2 learners’ language acquisition, they need to be pushed to produce 

output inductively in carefully constructed interactive contexts, after being 

exposed to targeted forms in subsequent input. I will further elaborate the details 

of Krashen, Swain, and Vygotsky’s theories and concepts in Chapter 3.  

 

2.3 Learner Differences in SLA 

      As a matter of fact, L2 learners may be children or adults, and each of the 

L2 learners achieve different learning outcomes due to their individual 

differences. They are likely to learn the target language in different contexts and 
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places, such as schooling, playgrounds, and workplaces. Due to the wide range 

of learner differences in the field of SLA, there are different points of views 

amongst SLA researchers, including (1) the linguistic perspective, which is 

about how language functions among people in various settings (Gass & 

Schachter, 1989); (2) the social psychological perspective, which sees language 

as a defining characteristic of the individual, involving one’s thoughts, self-

communication, social interaction, and perception of the world (Gardner & 

Clément, 1990); (3) the socio-cultural perspective, which is associated with the 

work of Vygotsky,  offers a framework through which a teacher activates 

students’ potential by scaffolding the students within their zone of proximal 

development (VanPatten & Williams, 2007). According to Martin-Jones et al. 

(2012), there are five scaffolding structures that provide students with the 

contextual and linguistic support. The five scaffolding structures can be 

concluded as follows: 

1. Establishment of contextual routines in response to students’ interests and 

motivation;  

2. Use of paralinguistic strategies including the use of students’ first language, 

body language, facial expressions, visual cues, and graphic organisers to 

enhance students’ learning; 

3. Modelling of routines and language use and elaboration of lesson processes; 

4. Preview the taught materials based on students’ prior knowledge; and 

5. Differentiation of teaching and learning by allowing students to demonstrate 

their understanding in different ways and using languages in different ways 

according to students’ real needs.   
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      Of the differences mentioned above, the changes of language-learning 

ability with the age factor remain controversial amongst researchers. There has 

been a debate on the existence or absence of a critical period of language 

learning in the field of SLA. From a social psychological perspective in the field 

of SLA, a critical period means that acquiring a second language is relatively 

easy or difficult before or after a particular age, usually the beginning of puberty, 

as a result of the loss of brain plasticity (Birdsong, 1999). Many researchers 

agree with Singleton’s (1999) idea that “younger = better in the long run”. Long 

(1990) claims that language learners who are above 15 years of age are not 

likely to acquire native like fluency and are often saddled with an accent.    

      However, the critical period hypothesis is yet to be tested as for a long period 

of time, researchers are still not clear about how L2 learners’ learning ability 

changes with age, and what proficiency an L2 learner can achieve when s/he 

starts learning an L2 at a particular age. Until recent years, a research study 

conducted by Hartshorne et al. (2018) addressing a dataset of 669,498 native 

and non-native English speakers, with regard to how language-learning ability 

changes with age of exposure, years of experience, and age at testing, revealed 

that the last age of first exposure to an L2 for L2 learners to reach native-like 

proficiency is prior to 17. The results of this study support the existence of a 

critical period for language acquisition, and show that for long-term success of 

SLA, the L2 learners need to be in immersion settings with sufficient exposure 

to the target language (Hartshorne et al., 2018).  
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2.4 Research on L2 Pedagogies  

2.4.1 Research on Target Language-Only Pedagogy 

       Based on the above theories review and analysis, we see that many 

researchers support the view that L2 learners need to be provided with 

opportunities to receive L2 input, produce L2 output, and engage in L2 

interactions for successful L2 acquisition. In order to maximise the L2 input, 

output, and interaction, there is also a need to provide the L2 learners with an 

environment in class where sufficient exposure to the target language is as close 

to L2 immersion as possible (Byram & Brumfit, 2000; Swain, 1985). In fact, 

the target language-only pedagogy has dominated second and foreign language 

teaching and learning for many years. Since 1965, target language-only 

pedagogy in the field of English as a Second Language (ESL) teaching and 

learning has been promoted by official policies as the best practice (Wang, 

2014). Some major Asian countries and regions such as China, Hong Kong, 

Vietnam, Korea, and Taiwan have issued a variety of policies to promote 

English-medium instruction (EMI) in their tertiary sectors for various reasons. 

For example, since the early 2000s, the Vietnamese government has started to 

promote the exclusive use of English for disciplinary subjects in the country’s 

universities through language policy documents published and issued by the 

Ministry of Education and Training (MOET) with the aim to develop a high-

skilled workforce with good command of English (Kirkpatrick & Liddicoat, 

2017; Tri & Moskovsky, 2021). Similarly, the Chinese Ministry of Education 

has also introduced policies that prioritise EMI teaching in higher education 

with the Double First Class Plan, which aims to develop first class Chinese 

universities and first class subject disciplines construction by the end of 2050 
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(Chen, H. et al., 2020). The expansion of EMI reinforced by the EMI policy in 

many countries around the world has been driven by forces of globalisation and 

beliefs that EMI education helps to enhance students’ English proficiency and 

professional expertise, and therefore, to improve their competency in job 

finding locally and globally (Hamid & Nguyen, 2016; Kirkpatrick & Liddicoat, 

2017; Ricento, 2018; Tri & Moskovsky, 2019). However, a variety of research 

studies conducted in different regions to examine how the exclusive use of 

English in EMI programmes is enacted, perceived, and implemented, revealed 

that while beliefs in English-only instruction were widely held by participants 

including administrators, lecturers, and students, in response to the EMI policy, 

students’ L1 was still pervasively used in actual classroom language practices 

(Aizawa & Rose, 2018; Doiz & Lasabagaster, 2017; Hamid et al., 2013; Tri & 

Moskovsky, 2021).  

     SLA research emphasises heavily on the importance of language 

environment, in which the L2 learners need to authentically experience the 

target language in use. Proponents of target language-only pedagogy in the field 

of SLA believe that successful SLA happens solely through using the target 

language as the MOI. A variety of research studies have demonstrated that using 

the target language as the MOI has positive correlations with various aspects of 

SLA, such as desirable L2 outcomes, and  L2 teachers and learners’ efficacy 

and positive attitudes towards the target language use. A comparative cross-

sectional study conducted by Housen et al. (2011) to investigate the proficiency 

levels of L2 acquisition of English by German-speaking students aged 8-14 

shows that L2 learners in the learning context closest to the target language-

only as the medium of instruction outperformed the L2 learners in other contexts. 
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In terms of attitudes towards target language-only pedagogy, research has 

revealed that a great number of teachers who are in favour of using the target 

language as MOI, feel negatively about the use of L1 in L2 classes, and even 

report to prohibiting the use of L1 in their L2 classroom (Adamson & Coulson, 

2015; Copland & Neokleous, 2011; Debreli, 2016; Macaro, 2018; Sampson, 

2012). Similarly, research also revealed that a great number of students are in 

favour of target language-only policy and may believe that the L1 use in 

classrooms should be limited to less than 10% of classroom time (Gaebler, 2013; 

Tang, 2002). However, the research studies focused on examining the impact of 

target language-only instruction on students’ learning outcomes were mostly 

conducted in the field of EFL teaching. In the field of TCSL/TCFL, in empirical 

research on the target language-only approach, the evidence in support of the 

benefits for learning outcomes of target language-only as the MOI is still 

lacking (Wang, 2018).  

 

2.4.2 Research on Multilingual/Mixed-code Pedagogy  

       Despite the dominant status of target language-only pedagogy in the field 

of L2 teaching and learning, the importance of multilingual or mixed-code 

pedagogy used in a L2 classroom has also been widely recognised since the 

mid-1990s (Levine, 2013). Multilingual/Mixed-code pedagogy is supported by 

Vygotsky’s sociocultural theory, which views learning and cognitive 

development, including L2 development as a result of interactions within social 

and material environments (Lantolf & Thorne, 2007). According to 

sociocultural theory, language is a cultural artifact that mediates social activities. 

Thus, SLA can be regarded as a socially mediated process in which the L2 
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learners need to be provided with appropriate scaffoldings and support. In L2 

acquisition, the mediation of cultural artifacts concerns the socio-cultural 

environment and first language, so it is important for L2 learners to apply the 

sociocultural environment and their first language to acquire the target language 

(Lantolf & Thorne, 2007; Liang, 2013).  

      Based on sociolinguistic perspectives, there has been a paradigm shift in the 

MOI in the field of L2 teaching and learning in recent decades that the judicious 

use of L2 learners’ first language as MOI can enhance their learning (McMillan, 

B. A. & Rivers, 2011). Brown’s (2021) quasi-experimental study investigating 

French and Arabic at the beginning levels of proficiency in a community-based 

setting with 25 hours of instruction for 53 adult language learners, even revealed 

that the L2 learners receiving multilingual instruction outperformed those 

experiencing monolingual or target language-only instruction in both languages. 

In contrast to the findings about the learners and instructors’ positive attitudes 

towards the use of target language in L2 classrooms, some researchers pointed 

out that many teachers have expressed positive attitudes towards L1 use in their 

L2 classrooms (Debreli, 2016; Gaebler, 2013; Kim & Petraki, 2009). B. A. 

McMillan and River’s (2011) attitudinal survey of 29 native-English teachers at 

a Japanese university indicates that a significant number of teacher participants 

believed that using the learners’ L1 selectively plays a positive role in the L2 

learning teaching and learning. A similar survey conducted by Crawford (2004) 

to investigate the attitudes of 581 language teachers who taught each of seven 

priority languages: Japanese, German, French, Indonesian, Chinese, Italian, and 

Korean, in Queensland, Australia, on the desirability of using the target 

language and the learners’ first language as the MOI, shows that many teachers 
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see the learners’ first language as the appropriate MOI in a cross-lingual and 

cross-cultural environment. Interestingly, some researchers found that some L2 

learners’ attitudes towards the use of L1 in L2 classrooms were more mixed and 

did not match their observed behaviours (Brown, 2021). The varied attitudes 

towards the MOI in L2 classrooms may be due to different factors, such as 

learning focus, the learners’ age, and proficiency level (Brown, A., 2021). 

Wang’s (2019a, 2019b) studies of TCSL/TCFL in various CSL/CFL classrooms 

revealed mixed attitudes towards the use of L1-L2 amongst teachers and 

students, and she pointed out that the use of L1 in L2 classrooms functions as a 

communicative tool helping to maintain good classroom discipline and enhance 

teachers’ effectiveness of instruction.  

      In summary, supported by Vygotsky’s sociocultural theory, 

multilingual/mixed-code pedagogy stresses on the use of the students’ L1 in a 

judicious way to cater for students’ interests and motivation towards SLA. 

Although an increasing number of research studies have been found to support 

the L1 use in L2 classrooms, the findings are mixed.  

  

2.4.3 Use of Translanguaging in L2 Classrooms  

      From the above analysis, we may see that there is a growing interest towards 

multilingual pedagogy implemented in L2 classrooms. Regarding the MOI used 

in L2 classrooms, there are some new approaches that value the use of students’ 

linguistic repertoires in acquiring a second or foreign language. 

Translanguaging is one of the approaches that explains how students’ whole 

linguistic repertoires are employed effectively in language teaching and 

learning (Heugh et al., 2017). The idea of translanguaging is derived from 
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psycholinguistic notion of languaging (Wei, 2011), and as an innovative 

pedagogy claimed by Lewis et al. (2012) to refer to the dynamic process of  

making meaning and gaining understanding and knowledge through current use 

of two languages in sociolinguistic, ecological, and situated contexts. Unlike 

other flexible language arrangements such as code-switching, co-languaging, 

and translation, which focus on the form of language and the speech of 

bilinguals, and associate with language separation and hierarchy, 

translanguaging reflects bilingual processes in learning in which students 

integrate the variety of language, understanding, and learning styles they 

possess simultaneously through using their complete language repertoire to 

acquire new knowledge (Cenoz & Gorter, 2017; Lewis et al., 2012). In terms of 

MOI research, translanguaging is divided into two forms, pedagogical 

translanguaging and spontaneous translanguaging. While pedagogical 

translanguaging is regarded as a planned instructional strategy in relation to the 

teacher and students’ whole linguistic repertoire used inside the classroom, 

spontaneous translanguaging refers to natural conversation of bi/multilingual 

speakers in and out of classrooms (Cenoz & Gorter, 2017). In addition, in 

teaching and learning practices, the use of translanguaging can be categorised 

as teacher-led translanguaging and student-led translanguaging. Teacher-led 

translanguaging is a structured activity designed for both emergent and 

competent bilinguals, while student-led translanguaging is for more competent 

bilinguals to undertake independently (Lewis et al., 2012). In a broad sense, 

translanguaging involves three variants: 

1. Ensure understanding by using bilingual textbooks, worksheets and involving 

translation of teacher explanations;  
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2. Use of translation for subject-related terminology; and  

3. Use of translation to reinforce some groups of students’ understanding 

(Cenoz & Gorter, 2017).  

There are an increasing number of studies showing that the use of 

translanguaging as the MOI has a positive impact on students’ L2 language 

acquisition. A questionnaire survey of 201 university CSL/CFL students 

conducted by Wang (2019b) showed that translanguaging in CSL/CFL 

classrooms contributed largely to giving voice to students for meaning 

negotiation at different levels; and half of the students who favoured 

multilingual/mixed-code approaches were nearly the same. Similarly, a study 

conducted by Zhang et al. (2022) to explore CFL teachers and students’ MOI 

practice with regard to pedagogical translanguaging and spontaneous 

translanguaging by means of interviews and classroom observations, showed 

that both pedagogical translanguaging and spontaneous translanguaging elicited 

positive learning outcomes, with a tendency for teachers to adopt more 

pedagogical translanguaging techniques, while the students were more likely to 

use spontaneous translanguaging to aid understanding. Nevertheless, although 

there has been found in some research studies that translanguaging is effective 

in the foreign language classroom, it is still lack of empirical studies that have 

explored the CSL/CFL learners’ learning achievements in relation to 

translanguaging MOI, especially at primary level. Wang (2019b) and Zhang’s 

et al. (2022) studies on the translanguaging approach are restricted to the tertiary 

level.  
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2.4.4 Debates Related to MOI in TCSL/TCFL  

       Although the use of L2 learners’ L1 in L2 teaching and learning has been 

regarded as an increasingly important pedagogical skill, the advocation of 

multilingual/mixed-code approaches such as translanguaging remains a highly 

contentious issue for many educators because of the long history of dominant 

status of target language-only in the field of second language acquisition, 

supported by many research studies and theories (Wang, 2019b Wang & 

Kirkpatrick, 2012). Many of the existing studies in the field of SLA are about 

the learning and teaching of English, French, Spanish, etc. In the field of 

TCSL/TCFL, the points of views on the use of L2 learners’ L1 in teaching are 

vague and controversial, due to the rare research findings in this area and 

complex situation of CSL/CFL teaching and learning.  

      Walton (1989) pointed out that the linguistic features of the Chinese 

language, such as the unique tonal phonetic system and the logographic script 

system, make it hard for students to learn the language. In addition to the 

linguistic difficulties, CSL/CFL teaching has to deal with the use of English as 

an international lingua franca in cross-cultural communication in the CSL/CFL 

classrooms. In some studies, CSL/CFL teachers are portrayed as messengers 

who spread Chinese culture in addition to the role of a language educator, who 

needs to adopt English as a lingua franca in order to keep the classroom 

communicative and interactive (Wang, 2013). Under this situation, the 

importance of using English in CSL/CFL classes is obvious. For CSL/CFL 

teachers employed to teach in the United States, United Kingdom, and Australia, 

communication skill in English is regarded as an increasingly important 

pedagogical skill (Orton, 2011, pp. 154-158). In addition, some pedagogical and 
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sociolinguistic research studies informed that a multilingual/mixed-code 

approach to code choice can enhance foreign language learning and serve 

important cognitive, communicative, and social functions in foreign language 

classrooms (Butzkamm & Caldwell 2009). Code switching (CS) as a MOI 

occurs often in CSL/CFL classes. Some research conducted on the code 

switching in EFL (English as a Foreign Language) classes revealed that using 

CS augments understanding of target language and students had positive views 

towards the application of CS (Moghadam et al., 2012). Similarly, a research 

study conducted by Wang and Kirkpatrick (2012) to investigate their code 

choices in the Chinese language as a foreign language classroom indicated that 

although Chinese language teachers endeavoured to abide by a Chinese-only 

principle, English was regularly and strategically employed as an international 

lingua franca for explanatory, managerial, and interactive functions.  

      Nevertheless, using English as a lingua franca, CS, or translanguaging as 

the MOI in CSL/CFL classrooms is a highly contentious issue for many 

CSL/CFL educators because the target language-only approach has long been 

promoted by official policies in the field of foreign language teaching (Macaro, 

2001). In Mainland China, target language-only is the predominant language 

policy across the country based on a belief that Chinese is best taught through 

the target language exclusively because using another language as the MOI will 

affect the process of learning Chinese (Wang, 2018). Over the past 60 years, a 

number of syllabi have been published to state that English and other foreign 

languages are to be prohibited in CSL classes (Wang, 2019b). The regulations 

for Chinese-only policy in CSL classrooms are easily found in instructional 

materials for CSL programmes. For example: 
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“教学的主要用语是汉语。鉴于一般教材都有适量的翻译, 多数正规教学

单位基本上是混合编班, 因此, 课堂教学中原则上不允许使用某种学生母

语(例如:英语、日语等)或其他媒介语。” 

Chinese is the primary instructional language. Considering that normally 

textbooks have provided translations, and most of the classes in formal 

institutions are comprised of students from different countries, thus, in principle, 

students’ L1 (e.g., English, Japanese, etc.) and other foreign languages are not 

allowed to be used in CSL classrooms as the MOI (Wang, 2019a, p. 27). 

“课堂上则应严格体现“沉浸法”的精神, 尽可能使用目的语, 除了必要的翻

译练习外, 不使用母语或媒介语。” 

The spirit of the “Immersion approach” should be strictly reflected in class and 

use the target language as much as possible. Except for necessary translation 

practice, the students’ L1 or lingua franca should be forbidden (Wang, 2019a, 

p. 27). 

      Regarding the use of MOI in international and private schools of Hong Kong, 

where the present study was conducted, CSL/CFL teachers are given the free 

choice of MOI in classrooms, as discussed in Chapter 1. Under this situation, 

both teachers and CSL/CFL learners are faced with different challenges, such 

as whether or not students’ L1 should be used in teaching? If so, how much L1 

should be allowed? When and how should L1 be used to achieve positive 

learning outcomes? (Loh et al., 2018; Wang, 2018). Wang’s (2019a) research 

on Hong Kong’s CSL classroom language policies and practices argued that 

translanguaging as a transformational concept can make CSL teaching much 

easier to follow, especially for adult learners, who prefer to have English 

translations and examples to be provided by the teacher. Wang (2019a) pointed 
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out that there is a need for future research to define a threshold point where 

CSL/CFL learners are able to receive Chinese-only instruction. Of the research 

related to MOI, several studies (Wang, 2013, 2019b; Wang & Kirkpatrick, 2012) 

related to the translanguaging pedagogy in CSL/CFL classrooms showed that 

translanguaging adopted as the MOI contributes greatly to students for meaning 

negotiation at different levels, and so native Chinese teachers should develop 

translanguaging pedagogy to accommodate multilingualism. It is noticeable that 

English as an international language is usually used as a lingua franca to assist 

the teaching and learning of Chinese in CSL/CFL classrooms. Nevertheless, the 

above-mentioned studies were mostly conducted at the tertiary level, and most 

of the research approaches of the studies were qualitative, and none of them 

used an experimental design to examine students’ academic results in the 

CSL/CFL classroom using translanguaging. There is no evidence showing that 

primary school students’ Chinese proficiency is related to a particular MOI. 

Furthermore, by reviewing 35 studies about CSL/CFL education in immersion 

contexts conducted in North America, Lü (2020) argues that future studies on 

CSL/CFL immersion education should pay more attention to different types of 

learners, and to adopt qualitative methods such as classroom observations, 

interviews and participant reflections to examine CSL/CFL immersion 

programmes as social activities.  

 

2.5 Conclusion  

      By reviewing the theories and research studies associated with SLA, we 

have found that while both target language-only and multilingual/mixed-code 

pedagogies in L2 classrooms are supported by a variety of theories and research 
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studies, the target language-only pedagogy continues to be the dominant 

pedagogy. In the field of TCSL/TCFL, research is rare and most are non-

empirical studies conducted at the tertiary level. There is a real need for more 

high-quality empirical studies to be conducted at the primary level to support 

the global development of CSL/CFL education. Of the CSL/CFL education 

research, CSL/CFL pedagogy with regard to the use of MOI is comparatively 

underdeveloped. Although some research showed that teachers and students in 

CSL/CFL classrooms reacted positively to multilingual/mixed-code approaches 

such as translanguaging, there is a lack of evidence showing if students’ Chinese 

language proficiency is directly related to a particular MOI (translanguaging or 

Putonghua-only), and I doubt whether the same pedagogical strategy can work 

for emergent L2 learners at the primary level, regarding their achievements in 

the acquired language proficiency. To summarise, two research gaps based on 

the literature review have been identified as follows:  

1. Although there is a variety of theoretical support for both target language-

only/monolingual approach and multilingual/mixed-code approaches, we are 

still not sure which one is more effective, with regard to students’ academic 

achievement; and 

2. There is very little empirical research conducted in the field of TCFL/CSL, 

especially at the primary level.  

       According to Krashen (1985)’s second language acquisition theory, young 

second language learners are equipped with relatively low affective filters, e.g., 

high motivation, self-confidence, a good image, and a low level of anxiety. So, 

it is better to start learning a second language at an early stage for better success. 

VanPatten & Williams (2007) also pointed out that L2 children acquire 
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language in a more intuitive way, which requires a rich and authentic language 

environment, so a target language-only approach is conducive to CSL/CFL 

teaching and learning. From this point of view, we may infer that young L2 

emergent learners might learn better when target language-only pedagogy is 

adopted in the L2 classroom. Therefore, in relation to CSL/CFL teaching and 

learning, I was interested in pursuing the following specific research questions 

in the study:  

1. Is primary CSL/CFL students’ achievement in Chinese language 

proficiency directly related to a particular MOI - Putonghua only or 

translanguaging, used in the classroom?  

2. How does a particular MOI, Putonghua only or translanguaging, affect 

CSL/CFL students’ language achievement?  

3. Why is a particular MOI, Putonghua-only or translanguaging, more 

effective in enhancing CSL/CFL students’ language achievement?  
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Chapter 3 Theoretical framework 

 

3.1 Introduction   

        Drawing on the literature review in the previous chapter, we found that L2 

learners acquire a second or a foreign language in a predictable order (Krashen, 

1985), and their learning is the product of social and cultural interactions 

through a mediated process, in which the L2 learners improve their language 

proficiency with the external support provided by instructors or native speakers 

(Lantolf & Thorne, 2007). Also, L2 learners acquire a second or a foreign 

language in the process of language production, in which they encounter some 

difficulties in their linguistic knowledge of the L2 and then they overcome the 

difficulties to produce correct forms of their speaking and writing (Swain, 1985). 

While providing L2 learners with comprehensible input that is slightly beyond 

their current linguistic competence or appropriate scaffolding is the key strategy 

in second language teaching and learning, the process of producing the target 

language, in which the L2 learners adopt the trial and error method to test their 

speaking and writing productions when they encounter linguistic difficulties, 

and then they interalise the use of the target language based on the reflection 

that they make on the target language, and the feedback they receive from expert 

speakers of the language, is equally important  (Krashen, 1985; Martin-Jones et 

al., 2012; Swain, 1995).  

 

3.2 SLA Models  

      Obviously, SLA is closely associated with Krashen’s input hypothesis, 

Swain’s output hypothesis, and the model of scaffolding derived from 
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Vygotsky’s concept of ZPD. In the following, I will elaborate on three SLA 

models derived or adapted from the above three theorists’ key concepts, before 

I formally present my theoretical framework: 

Figure 3.1 
Krashen’s Input Hypothesis Model (adapted from Krashen, 1982) 

 

 

       Krashen’s (1985, 1994) input hypothesis explains the relationship between 

what the L2 learners are exposed to of a language and language acquisition. It 

claims that students do not learn, but acquire a language that contains structures 

they have not acquired through understanding input that is slightly beyond their 

current level of competence (i+1, where i is the learner’s current level of 

competence) based on context. Input is something to be learned, including 

visual and auditory experience such as listening to someone during a 

conversation and reading texts and proceeding exercises. In this model, 

comprehensible input which refers to the language message that is understood 

by learners, despite some words or sentences not being clear, is the causative 

variable of L2 acquisition. When a more comprehensible input is provided in a 

second language classroom, a lower-anxiety environment is created. There are 

some implications derived from this model for L2 teaching: 

1. Teacher talk similar to caretaker speech that is level-appropriate for L2 

learners to understand enhances their progress in acquiring the target 

language;  
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2. Input automatically contains i+1 when the learners understand the input 

messages in context;  

3. The best activities are those that are natural, interesting, and 

understandable; 

4. More exposure to the target language results in increased proficiency, 

but the exposure must entail comprehensible input;  

5. Immersion is an effective method to acquire a second language, as it 

provides the L2 learners with comprehensible input through the use of 

the language that they can understand; and  

6. Compared to the outside world, the classroom is an excellent place for 

SLA for beginners as it can provide the beginners with more 

comprehensible input than the outside world does.  

 

Figure 3.2 

Swain’s output hypothesis model (adapted from Swain, 1985) 

           

      Related to the three functions of output Swain (1985, 1995) defined in her 

output hypothesis, there are three main roles that output plays in SLA. The first 

one is the role of comprehensible output, which pushes L2 learners to produce 

comprehensible messages either in speaking or writing. The second role is to 

provide the L2 learners with opportunities to test what they know about the 

target language while trying to produce it. The third role is to urge the L2 

learners to consciously reflect on the target language they have acquired, 

allowing them to control and internalise the language rules. Swain (1985, 1995) 

Three Functions of Output 

The Noticing 

Function 

The Hypothesis-testing 

Function 

The Metalinguistic 

Function 
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pointed out that the main function of output is to enhance L2 learners’ fluency 

in speaking and writing. There are some implications derived from Swain’s 

output hypothesis model for L2 teaching:  

1. Activities are designed to encourage students to produce output 

collaboratively, e.g., ask students to complete a writing task in a group;  

2. Teachers need to help the L2 learners to focus on the grammatical 

aspects of the target language and their problems by devising 

appropriate speaking and writing tasks; and  

3. Teachers need to provide feedback for the L2 learners in terms of the 

errors they make in the process of producing the target language. 

 

Figure 3.3 
Model of scaffolding based on Vygotsky’s sociocultural theory for L2 

acquisition (adapted from Walqui, 2006) 

 

 

      Scaffolding is closely related to Vygotsky’s (1978) concept of ZPD, which 

was developed as a means to lead children to learn some set of skills with 

appropriate assistance from adults or peers in a supportive and collaborative 
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context, through a number of steps. Pedagogically, scaffolding is moved 

between the support structure and the scaffolding process (Gibbons, 2002). For 

example, teachers planning a learning task and designing a learning procedure 

for students to complete the task can be regarded as setting up a support 

structure, and their interactions with the students to guide them to carry out 

particular activities in class can be regarded as the scaffolding process. In the 

scaffolding process of SLA, interaction is an indispensable component, which 

includes L2 learners’ exposure to and production of the target language, and the 

interplay of the linguistic input and output with the L2 learners’ cognitive 

development and individual differences. Negotiation for meaning is at the heart 

of the interaction process, in which corrective feedback is provided by the 

instructors as the driving force in improving the L2 learners’ L2 development 

(Long, 1996). It is noticeable that the scaffolding structure and process are 

dynamic because the learning and teaching plans have a way of changing as 

they are being carried out, so subsequent pedagogical action and activities are 

changed accordingly. There are a number of scaffolding models for language 

learning. The above scaffolding model developed by Walqui (2006) to assist 

English learners’ performance in an English as a second language class or in 

subject matter classes taught in English, illustrates that when introducing a new 

linguistic knowledge, students need to be given clear examples to imitate 

(modelling), and be provoked to activate their prior knowledge to make 

connections between their personal experiences and what they are going to learn 

(bridging). And then, teachers need to embed the language in a sensory context 

to make the language accessible and engaging for students (contextualising), 

and organise knowledge and understanding through a variety of activities for 
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the learners to process the language information in sequence (schema building). 

Based on the understanding, the learners then are required to transform the 

linguistic constructions into different genres, e.g., short stories can be 

transformed into dramas (re-presenting text). At last, the learners develop an 

ability of managing their thinking to apply the most appropriate strategies for 

particular activities (developing metacognition). Walqui’s (2002) model of 

scaffolding emphasises the interactive social nature of learning and teaching 

structure, and the supportive and collaborative nature of learning context and 

process. This model connects Krashen’s input hypothesis and Swain’s output 

hypothesis, and embraces Long’s interaction hypothesis to make a full way for 

the L2 learners to attain good proficiency in a second language acquisition.  

 

3.3 Theoretical Framework of the Study  

       Based on the major features of the above models, specifically, the notions 

of Krashen’s comprehensible input and Swain’s comprehensible output, as well 

as Walqui’s six types of scaffolding, I built up a theoretical framework as shown 

in the following figure to address the complete process of SLA:  

Figure 3.4 

Theoretical Framework for the Study            
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      As this map illustrates, the theoretical framework consists of three parts. 

Part 1 is about how the language input is processed from various sources such 

as the teacher, peers and the surrounding environment for the learners to be 

exposed to the authentic language in use. Part 2 is about the use of scaffolding 

strategies, which provide support for the L2 learners to acquire the more 

complex content or skills than they could handle on their own. Part 3 is about 

how language output functions in the process of SLA. Language output refers 

to the language the L2 learners produce, either in speaking or writing. It is 

noticeable that the strategies of scaffolding are adopted as a support structure 

and an interactive process of SLA from providing L2 learners with 

comprehensible inputs that are slightly beyond the learners’ current level (i+1) 

to help them to output what they have learnt and apply new understanding of 

the acquired linguistic knowledge in new situations. Through a variety of 

activities organised for modelling, bridging, contextualising, and building 

schema, teachers guide students to foster an understanding of new learning 

content. By organising activities related to text representations and 

metacognition development, the teacher’s guide the learners to internalise the 

new knowledge and develop metacognitive strategies to evaluate and adjust 

performances and produce spoken and written language during activity through 

three stages, noticing a learning gap, trial and error, and controlling and 

internalising new linguistic knowledge. This map also highlights Krashen’s 

(1985) affective hypothesis, which addresses that affective variables such as the 

L2 learners’ motivation, self-confidence and anxiety, play an important role in 

SLA. 



 

45 
 

      To precisely illustrate the complete process of how L2 learners best acquire 

a second language, I recategorised the six types of scaffolding that Walqui 

introduced into two groups, comprehensible input and comprehensible output. 

As I have defined previously, comprehensible input refers to the utterance 

including the auditory (speaking) and visual (reading) messages, which are 

understood by L2 learners in contexts. L2 learners often struggle with 

understanding what they see and hear in class, and comprehensible input is 

effective in helping them to develop better receptive skills to understand the 

academic contents (Krashen, 1994). According to Er’s (2014) explanation, there 

are two key elements embraced in the comprehensible input. One is the L2 

learners’ understanding. As long as the L2 learners understand the input 

messages, the input automatically contains i+1, those being the grammatical 

structures the L2 learners are ready to acquire based on their current level of 

competence. The other is the context, which is helpful for the L2 learners to 

understand the input that is a bit beyond their level of competence.        

      By analysing the definition of the six types of scaffolding Walqui developed, 

I found that the first four types of scaffolding including modelling, bridging, 

contextualising, and schema building are deemed to be adopted by the teachers 

to develop the L2 learners’ receptive skills (listening and reading skills) by 

providing comprehensible input in contexts. At the modelling stage, the key 

strategy is to provide the L2 learners with clear examples of what a language 

form looks like for imitation. At the bridging stage, the key strategy is to activate 

the L2 learners’ prior knowledge to learn new language forms or structures. At 

the contextualising stage, the key strategy is to embed academic language, such 

as the texts in textbooks, in a sensory context by using different types of sources 
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such as pictures, videos, authentic objects, to make language accessible and 

engaging for the L2 learners. At the schema building stage, the key strategy is 

to help the L2 learners to process information with understanding by organising 

a variety of activities such as previewing the text and using graphic organisers. 

Clearly, the four types of scaffolding, modelling, bridging, contextualising, and 

schema building, are in the language acquisition process, in which 

comprehensible input plays an important role to enhance the L2 learners’ 

listening and reading comprehension skills.  

      The latter two types of scaffolding developed by Walqui are more related to 

comprehensible output, which plays an important role in pushing L2 learners to 

pay attention to means of expression in speaking and writing, in order to 

improve their interlanguage system, eventually producing the target language 

precisely, coherently, and appropriately. At the re-presenting text stage, the key 

strategy is to engage learners in activities that require the transformation of 

linguistic constructions, such as transforming a poem into a narrative or co-

constructing posters of a story. Developing metacognition refers to the ability 

to apply learned strategies in activities, such as adjusting performance during 

activity, and planning for future performance based on the evaluation of past 

performance. 

 

3.4 Conclusion  

      This theoretical framework, which combines Kashen’s (1985) input 

hypothesis and affective filter hypothesis, Walqui’s (2006) scaffolding model 

for L2 acquisition and Long’s (1996) interaction hypothesis, as well as Swain’s 

(1985) output hypothesis, enables rich understanding of the process of L2 
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acquisition. Referring to this theoretical framework, I have been able to 

thoroughly explore how children acquire Chinese as a second or a foreign 

language. The framework was also used as an instructional model for both 

control group and experimental group to keep the study valid and reliable. As 

the framework contains essential elements of processing linguistic information, 

I used it to answer three specific research questions as mentioned in the 

introduction section. 
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Chapter 4 Research Design 

 

4.1 Introduction  

     In this chapter, I will first explain why a mixed methods research design was 

chosen for my study. Then, I will provide a detailed account of the design, 

highlighting three components of a mixed methods research design – i) its 

propositions, ii) the logistics of data collection, and iii) the approaches to data 

analysis and interpretation. In the data collection section, I will justify on both 

theoretical and pragmatic grounds why I adopted certain methods and strategies 

to collect data. I will also explain the conceptual and analytic tools employed in 

the data analysis. Finally, I will evaluate my research design, and the issues of 

validity, reliability, and research ethics will be addressed.   

 

4.2 Mixed Methods Research Design  

     Creswell (2014) defines a mixed methods research design as “a procedure 

for collecting, analysing, and “mixing” both quantitative and qualitative 

research and methods in a single study to understand a research problem” (p. 

565). The type of mixed methods research design I undertook in this study was 

the embedded design, which includes “collecting quantitative and qualitative 

data simultaneously or sequentially, but to have one form of data play a 

supportive role to the other form of data” (Creswell, 2014, p. 574). According 

to Creswell (2014), there are three main reasons for using a mixed methods 

design to conduct a study: 
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1. Both quantitative and qualitative data needs to be collected, as both 

types of data together provide a better understanding of the research 

problem than either type on its own.  

2. One type of research is not enough to answer the research questions.  

3. An alternative perspective is needed to support a thorough 

understanding of a research problem, i.e. while an experiment produces 

useful information about outcomes, the additional collection of 

qualitative data helps to develop a clearer understanding of how the 

experimental intervention actually worked.  

     My first research question - Is primary CSL/CFL students’ achievement in 

Chinese language proficiency directly related to a particular MOI - Putonghua 

only or translanguaging, used in the classroom? – entailed two ‘how/why’ sub-

questions. They were: How does a particular MOI, Putonghua only or 

translanguaging, affect CSL/CFL students’ language achievement? Why is a 

particular MOI, Putonghua-only or translanguaging, more effective in 

enhancing CSL/CFL students’ language achievement? 

    The way the research questions were formulated reveals the purpose of my 

research, which was exploratory-explanatory. Thus, two individual yet 

interrelated studies were conducted in order to answer the research questions. 

Both quantitative and qualitative methods were used to collect data for analysis 

and interpretation. A quantitative research method - quasi-experimental 

research design - was employed to examine the two variables, a particular MOI 

as the independent variable and CSL/CFL learners’ Chinese proficiency as the 

dependent variable, to evaluate the effectiveness of a particular MOI in 

CSL/CFL teaching contexts. The study was conducted in my current school, 
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which is an international school in Hong Kong, where 70% of the students are 

CSL/CFL learners. A sample of 55 students aged 6-7 with 32 girls and 23 boys 

from two Year 2 CSL/CFL classes in which all students started receiving daily 

Chinese education since Year 1 participated in the study. The students were not 

randomly assigned to the two classes, which were formed based on school 

grouping regulations prior to the study. So, the research design had to be a quasi-

experimental design. A qualitative research method-classroom observation-was 

employed to collect data to answer the second and the third research questions, 

explaining how and why a particular MOI affects students’ language 

achievement. An independent observer, an assistant professor of the 

Department of Chinese Studies of The Education University of Hong Kong, was 

invited to take notes of student and teacher participants’ performances 

according to the pre-designed observation scheme and questionnaire (see 

Appendix One).  

     As indicated above, in my study, the quasi-experimental research design was 

employed to collect quantitative data before and after the experiment, in order 

to address which MOI is more effective in affecting CSL/CFL students’ 

learning achievement, whereas the classroom observations were employed to 

collect qualitative data for interpreting how and why the CSL/CFL students’ 

learning achievement is affected by a particular MOI during the experiment. 

Overall, the research design of this study was an embedded-type mixed methods 

research design, which has proved to be effective for combining the advantages 

of both quantitative and qualitative data, in order to record outcomes of the 

experiment, and interpret the results of the two datasets together.  
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4.3 Propositions  

     According to Poon (2000), the role of propositions is to inform and provide 

guidance to the researcher of/as to what to investigate and where to collect 

evidence. She points out that, indeed, propositions are used to frame the 

parameters of research studies. For my study, three propositions were 

formulated prior to the construction of research design and data collection: 

(1) Controversial L2 pedagogies with regard to CSL/CFL students’ learning 

achievement. 

(2) SLA is a dynamic process involving language input, output, and interaction.  

(3) A variety of factors contribute to CSL/CFL students’ learning achievement.  

     During the initial stage of my research in which a research problem emerged, 

I realised that the controversial L2 pedagogies and their impact on CSL/CFL 

students’ achievement were the two areas in need of close investigation. 

Through the literature review and in relation to my teaching experience as a 

CSL/CFL teacher in an international school of Hong Kong, I further 

acknowledged that there were a series of relevant theories in SLA and 

TCSL/TCFL that enabled me to formulate the propositions.  

 

First proposition: Controversial L2 pedagogies with regard to CSL/CFL 

students’ learning achievement. 

     My reading of SLA literature indicates that while target language-only 

pedagogy has been at the dominant status in the field of SLA, the advocation of 

mixed-code approaches such as translanguaging has also been widely 

recognised since the mid-1990s (Levine, 2013). However, there is very little 

empirical research conducted in the field of TCSL/TCFL, especially at the 
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primary level. There is also a lack of evidence showing CSL/CFL students’ 

learning achievement is directly related to a particular MOI. My teaching 

experience in an international primary school in Hong Kong shows that 

translanguaging is often adopted to teach CSL/CFL students. Hence, to examine 

the effectiveness of a particular MOI, Putonghua-only or translanguaging, on 

CSL/CFL students’ learning achievement was considered to be an appropriate 

direction for the study. Equally, “controversial L2 pedagogies with regard to 

CSL/CFL students’ learning achievement” was established as a legitimate 

proposition for the study.  

 

Second proposition: SLA is a dynamic process involving language input, 

output and interaction.  

     My literature review reveals that SLA is a complex and dynamic process in 

which L2 learners receive language input, interact with interlocutors, and are 

pushed to produce the target language with correct form (Krashen, 1994; Long, 

1996; Swain 1995). The work I undertook to review the literature on SLA 

resulted in the establishment of the theoretical framework for my study. The 

theoretical framework was found to be useful in analysing how a Particular MOI 

affects CSL/CFL students’ learning achievement. Thus, the theoretical 

framework lent its support to the emergence of the second proposition.  

 

Third proposition: A variety of factors contribute to CSL/CFL students’ 

learning achievement.  

     The third proposition also derived from the literature review and theoretical 

framework. My literature review provides evidence for views that while both 
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target language-only and mixed-code approaches have research support in the 

field of L2 teaching and learning, there are a variety of factors contributing to 

L2 learners’ learning outcomes. My theoretical framework provided a 

sequential structure for interpreting the factors with regard to a particular MOI 

on affecting CSL/CFL students’ learning achievement. Hence, the third 

proposition was oriented towards the relation between the specific factors and 

CSL/CFL students’ learning achievement.  

  

4.4 The Logistics of Data Collection       

     The second component of a mixed methods research design is the logistics 

of data collection. How the data are collected is related to the way the initial 

research questions are defined. As defined in the previous section in this chapter, 

the way my research questions were formed established my research design as 

an embedded-type mixed methods design, used to collect both quantitative and 

qualitative data. And the choice of the research design reflects the purpose of 

the study, which was a mix of exploration and explanation with more weight on 

exploration. In the following, I will explain the logistics of data collection by 

justifying the sampling methods to identify participants and places for the study, 

the procedure of the data collection, the types of data gathered for my study, 

and the instruments used to collect the data.  

 

4.5 Sampling Methods  

     In both quantitative and qualitative research, the first step of data collection 

is to identify the participants and sites researchers plan to study. Creswell (2014) 
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provides several guiding points for identifying the participants and places to 

study: 

(1) Do you study individuals or entire organisations? 

(2) What types of people or schools will you study? 

(3) At what level (e.g., individual, family, school, and school district) does 

the data need to be collected? 

(4) How many of them will you need? 

(5) What is the procedure for selecting the individuals?  

     Creswell (2014) points out that the research questions or hypotheses that the 

researchers seek to answer determine the types of participants and places for 

study. In my study, the research questions I sought to answer were about the 

effectiveness of a particular MOI on primary CSL/CFL students’ learning 

achievement, and the ways and reasons the particular MOI affects the students’ 

learning achievement. In accordance with the research questions, the target 

participants had to be individual students learning Chinese as a second or 

foreign language in a primary school setting. In Hong Kong, most young 

CSL/CFL learners are found in international schools where students are from 

multicultural and diverse language backgrounds. As the largest English-

medium international school organisation in Hong Kong, and with over 18,000 

students from 75 different nationalities (English Schools Foundation, 2021), the 

English Schools Foundation (ESF) was a perfect site to conduct the study and 

students in ESF were the ideal participants for the study. In my study, two Year 

2 CSL/CFL classes of an ESF primary school, where all students started 

receiving daily Chinese education since Year 1, participated in in an experiment, 

to collect quantitative data for examining the effectiveness of a particular MOI 
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on CSL/CFL students’ learning achievement. 29 students from the experimental 

group and 26 students from the control group were involved in the experiment. 

The sample size was deemed to be suitable as Creswell (2014) points out that 

in an educational research, approximately 15 participants are needed in each 

group in an experiment. According to Creswell (2014), the sampling method 

used in this experiment was convenience sampling, which researchers use to 

select participants because they are available to be studied, and can provide 

useful information for answering questions and hypotheses. As one of the 

Chinese teachers of the two Year 2 CSL/CFL classes, it was convenient for me 

to choose the students from the classes for my experiment. The reason for 

choosing the Year 2 CSL/CFL learners as the participants was that young 

second language learners are equipped with relatively low affective filters, e.g., 

high motivation, self-confidence, a good image, and a low level of anxiety, thus, 

they do not have preference on the medium of instruction (Krashen, 1985). The 

students of both groups had similar language backgrounds and were taught at 

the same time according to the school’s Chinese language teaching timetable.       

     The two groups of CSL/CFL students also participated in classroom 

observations to collect qualitative data for explaining how and why a particular 

MOI affects CSL/CFL learners’ learning achievement. The sampling strategy 

employed in the classroom observations was homogeneous sampling, which 

reflected that the research purposefully sampled individuals or sites based on 

their common characteristics of a common subgroup in the community 

(Creswell, 2014). As mentioned above, the target participants were a group of 

Year 2 CSL/CFL students in the same school community, who met the 

characteristics of homogeneous sampling.  
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4.6 Procedures of Data Collection 

     In general, the process of data collection in quantitative and qualitative 

research studies is the same. Creswell (2014) states five interrelated steps in the 

process of quantitative and qualitative data collection: 

(1) To identify the participants to study. 

(2) To obtain permissions needed to conduct the study.  

(3) To determine the types of data to be collected.  

(4) To select appropriate instruments to collect data. 

(5) To administer the data collection process to collect the data.  

     After the participants were identified and the permission for the study was 

granted, the study started with YCT and OCT pretests on speaking, listening 

and reading, followed by a series of treatments, which lasted 3 months with five 

45-minute Chinese lessons in each week, and ended up with YCT and OCT 

posttests. In total, the study contained 60 treatment hours. According to the 

school teaching timetable, the two Year 2 paralleled classes were taught at the 

same time. I was one of the instructors responsible for the treatment group, 

Putonghua-only group, and a colleague working with me for 9 years and with 

similar educational background (both of us are originally from Mainland China, 

and have overseas learning and teaching experiences) was invited to be another 

instructor responsible for teaching the control group, the translanguaging group. 

To increase the reliability of the study, regular co-planning was held to make 

sure the teaching materials, teaching methods and activities used by the two of 

us were the same. Also, lesson observations were conducted between the two 

classes before the study to allow each of us to observe lessons of the selected 
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classes and find out the common teaching practices for the study. The detailed 

procedures of the study are as follows: 

1. Lesson observations were conducted between the selected classes to 

have mutual understanding of the classroom environment and teaching 

practices of each instructor. 

2. Co-planning to design the teaching and learning materials, contents, 

pace and activities. 

3. YCT and OCT Speaking, Listening and Reading pretests were arranged 

for the two selected classes to obtain the results of the participants’ 

Chinese language proficiency before the treatment. 

4. Treatment started and lasted for 3 months. During the treatment, I was 

teaching the experimental group while my colleague was teaching the 

control group. 

5. YCT and OCT Speaking, Listening and Reading posttests were arranged 

for the two classes. 

 

4.7 Types of Data Gathered for the Study  

     According to Creswell (2014), while four major types of data can be gathered 

in quantitative research, including performance measures, attitudinal measures, 

behavioural observations, and factual information, there are also four qualitative 

forms of data placed in the four categories, including observations, interviews 

and questionnaires, documents, and audiovisual materials. In accordance with 

the research purpose of my study, the performance measures were collected to 

assess the participants’ ability to perform on an achievement test, and the 

observational data in classroom settings were collected to obtain the best 
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understanding of the classroom setting and the participants’ performance. 

Creswell (2014) points out that performance data is good to be used for 

comparing scores with typical scores for people who have taken a test, but the 

main reservation surrounding the performance data is that it does not measure 

individual attitudes, and it may be time-consuming to gather, with potential bias 

towards specific cultural groups. So, in my study, observational data were 

collected as beneficial supplements to cover the drawbacks of performance data. 

According to Cohen et al. (2011), observational data demonstrates strong 

ecological validity as observation provides a reality check, enabling researchers 

to have access to personal knowledge and interactions in a social context, 

therefore, to be open-ended and inductive to understand the contexts of 

programmes. In addition, audio recordings were used with the observations 

simultaneously in my study, as they provided an opportunity for the researcher 

to access a rich source of information about the student and teacher participants’ 

behaviour.  

 

4.8 The Instruments Used to Collect the Data 

     In conducting research, researchers should select an instrument by 

considering its validity and reliability. According to J. H. McMillan and 

Schumacher (2006), in quantitative research, “instrument validity is the extent 

to which inferences and uses made on the basis of scores from an instrument are 

reasonable and appropriate, while instrument reliability refers to the extent to 

which the scores are similar over different forms of the same instrument or 

occasions of data collection” (p. 130). Creswell (2014) points out that in 

quantitative research, reliability and validity are mixed in complex ways; the 
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more stable and consistent the scores from an instrument, the more valid the 

scores may be.  

      Assessment instruments have been proved to be a valid means to collect 

quantitative data. In the educational research field, Lancaster (1973) pointed out 

that there were four means used for measuring teaching effectiveness: delayed 

student opinions, opinions of colleagues, achievement on examinations, and 

achievement in subsequent courses. Lancaster also pointed out these four 

measurements are not mutually exclusive or exhaustive. There is a need for 

checks and balances when using the mentioned measurement items in order to 

give a fair appraisal of the teaching effectiveness. A research study conducted 

by Boring et al. (2016) to examine two sets of nonparametric statistical tests 

data collected from a French university and a US university respectively, to see 

if student evaluations of teaching (SET) primarily measure teaching 

effectiveness, showed that there were statistically significant strong associations 

between SET and grade expectations and between SET and instructor gender, 

but the association between SET and teaching effectiveness was weak. A similar 

study conducted by Stehle et al. (2012) to assess the validity of SETs as 

measures of teaching effectiveness also showed that there was no significant 

evidence showing SETs are valid measures of teaching effectiveness. It is 

noticeable that in the article, Stehle et al. pointed out that students’ performance 

in final examinations is often used as the central criterion of teaching 

effectiveness. Regarding the measurement criteria of teaching effectiveness, 

student evaluations of teaching have been proved as invalid and examinations 

designed for students after instruction for a period of time are valid means used 

to assess teaching effectiveness. 
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     In my study, the pre- and posttests were used to collect participants’ 

academic results before and after the experiment for the purpose of knowing 

which MOI is more effective regarding CSL/CFL students’ learning 

achievement. The Youth Chinese Test (YCT) and the Oral Chinese Test (OCT), 

as international standardised tests of Chinese language proficiency, were 

adopted for the study. According to the description of the Confucius Institute 

Headquarters (Hanban), renamed as Center for Language Education and 

Cooperation since July 2020, about the YCT and OCT tests (Center for 

Language Education and Cooperation, n. d.), while the YCT is an international 

standardised Chinese language test launched by Hanban in an effort to assess 

non-native primary and secondary school student’s competency to apply 

Chinese language in their studies and daily lives, the OCT is an online Chinese 

oral test certified by the Confucius Institute Headquarters to evaluate Mandarin 

learners’ speaking and listening ability. The YCT test consists of a writing test 

and a speaking test, which are independent of each other. The writing test is 

divided into four levels, namely, the YCT (Level I), YCT (Level II), YCT 

(Level III), and YCT (Level IV). The speaking test is divided into the YCT 

(Beginner Level) and YCT (Intermediate Level). It is noticeable that the YCT 

Level I, II and III writing tests are pencil-paper tests, only consisting of 2 parts, 

listening and reading, there are no actual words, phrases, sentences or writing 

passages included. By considering the level of difficulty in administering the 

speaking test, I adopted OCT online to collect participants’ speaking test data. 

With the use of AI technology, OCT provides the participants with an easy step 

to evaluate their listening and speaking proficiency. There are four stages 

arranged for the OCT test, from beginner, progressive, intermediate to 



 

61 
 

application. Each stage has 2 levels. By comparing the scores of the participants 

gained from the pretests and the posttests, I was able to measure the progress of 

the two classes taught using different MOIs.  

        In contrast to the assessment instruments as a valid means used to collect 

the quantitative data, observation is also a widely used means of qualitative data 

collection (Creswell, 2014). According to Best and Kahn (1986), the behaviour 

of children in a classroom situation can only be effectively analysed by 

observing what they actually do in a real classroom. In my study, classroom 

observations were conducted for the control and experimental groups for the 

purpose of explaining how a particular MOI affects students’ language 

achievement. To achieve a satisfactory degree of validity, the classroom 

observations were arranged in accordance with what Best and Kahn (1986) 

summarise as characteristics of good observation: 

(1) Observers are objective and aware of the wholeness of what is observed.  

(2) Observation is carefully planned, systematic and perceptive.  

(3) Observation is carefully and expertly recorded, using appropriate 

instruments to record the results of the observations.  

     In my study, an independent observer, my former colleague and current 

assistant professor of the Department of Chinese Studies of The Education 

University of Hong Kong, was invited to take notes of student and teacher 

participants’ performances according to the observation scheme and form I 

designed. The procedures for observing and recording observations were 

discussed in detail with the observer, whose professional research background 

ensured the observations were objective with significant details were recorded. 

The observation form was carefully designed for recording student and teacher 
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participants’ behaviour in the classroom with regard to the effect of a particular 

MOI on CSL/CFL students’ learning performances. The observation form 

consists of three parts, including i) effectiveness of the medium of instruction, 

ii) use of strategies in teaching and learning with regard to MOI, and iii) student 

talk and teacher talk. Each part has several subsections with some guiding 

questions for the observer to look at the significant aspects of the situation 

during the observations. Audiotape recordings were used to accompany the 

observations to record the information about the student and teacher participants’ 

action and dialogues. Best and Kahn (1986) point out that simultaneous 

recording of observation is recommended as this practice minimises the errors 

that result from faulty memory. In the next section, I will elaborate on the 

instruments I used to collect the two types of data. With authentic, detailed, and 

significant data collected from the classroom observations, I was able to answer 

the second and third questions to explain how MOI affects CSL/CFL learners’ 

language proficiency and why a particular MOI is more effective than the other 

in enhancing CSL/CFL learners’ learning achievement.  

 

4.9 The Approaches to Data Analysis and Interpretation 

     In my study, both quantitative and qualitative data analysis approaches were 

adopted to interpret the data collected. Numerical data collected from the YCT 

tests were performed using the Statistical Package for the Social Sciences 

(SPSS). Analysis of Covariance (ANCOVA), which is commonly used for 

analysis of quasi-experimental studies when the treatment groups are not 

randomly assigned, was adopted to compare the language achievements of the 

two groups of CSL/CFL students in listening and reading after the treatment. 
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The OCT report provided by Confucius Institute Headquarters was used to 

analyse the participants’ language achievements in listening and speaking after 

the treatment. According to Creswell (2014), a typical data analysis approach is 

to respond to each research question one by one in order, and the researchers 

need to pay particular attention to the statistical findings instead of drawing 

broader implications from them. The results of the quantitative data analysis 

will be illustrated in the next chapter through tables that summarise statistical 

information, charts that portray the learning achievements of the two classes, 

and point-form explanations about the statistical results. It is noticeable that 

missing data is often the case in a quantitative database, because participants do 

not supply it due to different reasons, i.e., participants are absent when you 

collect observational data (Creswell, 2014). In the study, 24 out of 29 

participants from the experimental group and 24 out 26 participants from the 

control group completed all four sets of YCT Listening and Reading test papers, 

while all participants from the experimental group and the control group 

participated in the OCT online Speaking and Listening pre- and posttests. There 

were 5 participants from the experimental group and 2 participants from the 

control group absent from the tests due to different reasons, such as sickness or 

withdrawal of study due to family migration or move during the experiment. 

The way I handled the missing data was to eliminate participants with missing 

scores from the data analysis and include those participants who completed all 

tests. 

     Regarding the analysis and interpretation of qualitative data, Cohen et al. 

(2011) point out that there is no standardised way to analyse and present 

qualitative data, as the data derives from many sources, such as interviews, 



 

64 
 

observations, documents, audio, video materials, etc. Creswell (2014) provides 

six guiding points for analysing qualitative data: 

(1) Prepare and organise the data for analysis, such as typing field notes and 

transcribing interviews.  

(2) Explore and code the data.  

(3) Coding to build descriptions and themes used to portray the complexity of 

the phenomenon.  

(4) Represent qualitative findings in visual displays that may include figures, 

diagrams, comparison tables, and demographic tables.  

(5) Interpret the findings by making comparisons between the findings and the 

literature. 

(6) Check the accuracy of the findings by employing validation procedures such 

as member checking, triangulation, and auditing.  

     In accordance with Creswell’s (2014) steps of analysing and interpreting the 

data, in my study, the data collected from classroom observations including the 

observer’s notes and audio recordings were typed and transcribed for further 

exploration and coding. Detailed descriptions under specific themes are 

presented with comparison tables to show the differences between the two 

groups of student participants’ learning performances with regard to a particular 

MOI. In addition, my data analysis was guided by a conceptual and theoretical 

framework to be discussed in Chapter 6. Moreover, to validate the accuracy of 

the findings, I adopted a triangulation process to corroborate evidence from 

different types of data, such as the observer’s notes and audio recording 

transcripts, and also used a member checking method by asking the observer to 

check the accuracy of the qualitative data reports. 
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4.10 Evaluation of the Design      

     The criteria for evaluating a mixed methods design include several aspects 

to make sure that both quantitative and qualitative research methods are well 

used and then make reasonable interpretations with regard to the research 

questions. Creswell (2014) identifies some key characteristics of mixed 

methods designs as follows:  

(1) Provide a justification or rationale for conducting a mixed methods study. 

(2) Indicate the type of mixed methods design.  

(3) Identify specific forms of quantitative and qualitative data collection.  

(4) Organise the procedures of collecting quantitative and qualitative data.   

(5) Analyse the data separately or concurrently by considering the nature of the 

design.  

I completely followed the above guidelines to implement the research design. 

As discussed at the beginning of this chapter, the research questions reveals the 

purpose of the research, and inform the research design about how data is 

collected, analysed and interpreted. The table below shows how research 

questions were addressed by the collection and analysis of both quantitative and 

qualitative data: 

Table 4.1  

The alignment between research questions and data collection/analysis 

Research 

Questions 

Type of Data 

referred by the 

Research 

Questions 

Instrument used 

for Data 

Collection 

Approaches used 

for Data 

Analysis  

1. Is primary 

CSL/CFL 

students’ 

achievement in 

Chinese 

language 

proficiency 

directly related 

Quantitative 

Data 
 YCT Level 1 

& 2 listening 

and reading 

pre-and 

posttests 

 

 OCT 

listening and 

 ANCOVA 

 

 

 OCT report 

provided  by 
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to a particular 

MOI - 

Putonghua only 

or 

translanguaging, 

used in the 

classroom?  

speaking pre-

and posttests 

Confucius 

Institute 

Headquarters  

 2. How does a 

particular MOI, 

Putonghua only 

or 

translanguaging, 

affect CSL/CFL 

students’ 

language 

achievement?  

Qualitative data  Classroom 

Observational 

notes 

 Audio 

recordings 

 Transcripts  

 Code the 

data 

 Represent the 

findings in 

tables 

 Interpret the 

findings by 

referring to 

the 

theoretical 

framework 

 Check the 

accuracy of 

the findings 

using number 

checking, 

triangulation 

and auditing 

3. Why is a 

particular MOI, 

Putonghua-only 

or 

translanguaging, 

more effective in 

enhancing 

CSL/CFL 

students’ 

language 

achievement? 

Qualitative data   Classroom 

Observational 

notes 

 Audio 

recordings 

 Transcripts 

 Code the 

data 

 Represent the 

findings in 

tables 

 Interpret the 

findings by 

referring to 

the 

theoretical 

framework 

 Check the 

accuracy of 

the findings 

using number 

checking, 

triangulation 

and auditing 

 

 In accordance with the purpose of the study and the research questions 

mentioned at the beginning of this chapter, I adopted an embedded-type mixed 



 

67 
 

methods design as it can be used to collect both quantitative and qualitative data 

collection simultaneously or sequentially. The YCT and OCT pre- and posttests 

and classroom observations were arranged reasonably to collect the data, which 

was analysed separately using the ANCOVA statistical technique.  

 

4.11 Validity and Reliability 

     Validity and reliability are two important requirements to effective research. 

Conventionally, validity is associated with accuracy, the extent to which 

findings made on the numerical scores are correct, while reliability deals with 

consistency, and the extent to which the results are similar over different forms 

of the same instrument (McMillan, J. H. & Schumacher, 2006). There are many 

types of validity and reliability in qualitative and quantitative research, and 

reliability is a necessary but insufficient precondition of validity (Cohen at al., 

2011). We may say a valid measurement is usually reliable. Related to my study, 

validity and reliability in the YCT and OCT tests and classroom observations 

are worth discussing. Cohen et al. (2011) claim that in qualitative and 

quantitative research, there are several types of validity that need to be 

satisfactorily addressed, including construct validity, content validity, internal 

validity, and external validity. According to Cohen et al. (2011), construct 

validity is about ensuring that the measurement tools match the construct the 

researcher wants to measure; content validity refers to how accurately a survey 

or test measures various aspects of the construct in question; internal validity 

refers to the degree to which the researcher can establish the cause-and-effect 

relationship between the treatment and outcomes; and external validity refers to 

the extent to which the research can generalise the results of the study to other 
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situations or a broader population. In accordance with the fact that there are 

many threats to validity and reliability in research, such as poor question items, 

scoring errors, and statistical regression, Cohen et al. (2011) provide some 

guidelines to ensure validity and reliability of a research at the research design 

and data collection stages: 

(1) Choose an appropriate timescale  

(2) Select an appropriate methodology for answering the research questions 

(3) Select and use appropriate instruments for gathering the type of data required 

(4) Reduce the Hawthorne effect, which is a type of reactivity in which 

participants change their behaviour due to their awareness of being observed.  

(5) Try to avoid drop-out rates amongst participants. 

     As discussed previously, during the experiment period, at the research design 

stage, I selected a mixed methods research design, to collect both quantitative 

and qualitative data for analysis on the purpose of answering the three research 

questions mentioned at the beginning of this chapter. I used two international 

standardised tests, YCT Levels 1 and 2 Listening and Reading tests and YCT 

online Listening and Speaking tests, and classroom observations to collect the 

data, to ensure a valid construct of the research. At the data collection stage, the 

YCT and OCT tests which were arranged to collect the quantitative data were 

also verified to be contently valid as they have been widely recognised and used 

all over the world for the assessment of CSL/CFL learners’ Chinese proficiency. 

The experiment consisted of 60 treatment hours to allow an appropriate 

timescale for the study. Two groups of children with similar cultural and 

language backgrounds, two instructors with similar educational backgrounds, 

and an independent observer who came from a professional educational 
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research field were involved in this experiment. The experiment was conducted 

in normal classrooms within normal teaching hours in terms of the lesson 

timetable. All of these arrangements were to ensure internal validity of the 

research. The student participants involved in the study were a group of students 

from different cultural backgrounds and all CSL/CFL learners. This sample 

group was representative of the target young CSL/CFL population, so reflected 

external validity. Moreover, I employed accuracy checks on the data I collected. 

I invited a colleague to help to check the quantitative data collected from the 

YCT tests. The only flaw in the experiment was that in total, there were 7 out 

55 student participants absent from the YCT or OCT tests due to sickness or 

withdrawal from school.  

 

4.12 Ethics 

     When conducting research, it is important to consider the ethical guidelines 

designed to protect the participants. The first couple of guidelines are to obtain 

informed consent and to gain access to the research site (Cohen et al., 2011). 

The experiment was conducted in a primary school site where I worked as a 

Chinese teacher, towards two classes of Year 2 CSL/CFL students I and the 

other instructor were teaching. This study received approval from the principal 

in the research sites and the Research Ethics Committee of Hong Kong Baptist 

University where I am undertaking my Doctor of Education studies for 

conducting a 3-month research at my workplace.  

     Cohen et al. (2011) point out that it is important to preserve the anonymity 

of the subject in a research study. The participants’ confidentiality should be 

assured when conducting a research. In my study, classroom observations were 
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conducted with the use of an observation form and audio-recorders for 

collecting data with foci on the teacher-student and student-student interactions 

with regard to a particular MOI. The segments of the lessons where Chinese 

was used were transcribed. During the lesson observations, the observer sat at 

the back of the classroom with the audio recorders on the table. As lesson 

observations happen very often in the classroom setting, the student participants 

have got used to it, therefore, the Hawthorne effect was low and the truthfulness 

of the data was assured. Recorders and recorded files were handled carefully. 

Using an iPhone as an audio recorder would not draw attention from the 

CSL/CFL students when they were having their lessons. The recorded files 

provided clear information for me to identify the teacher-student and student-

student interactions. These audio files were saved in my computer and would 

be kept with high confidentiality after the study was completed. 

 

4.13 Conclusion  

In brief, this chapter has dealt with the framing of my study. I have first 

argued why mixed methods study was chosen as my research design. Then, I 

have provided a detailed description of my research design, which comprised 

three major components, the propositions, the logistics of data collection, and 

the approaches of analysing and interpreting the data. I have described and 

justified the logistics of my data collection and analysis. Finally, in the 

evaluation of the study, I have evaluated the validity, reliability, and ethics of 

my study.  
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Chapter 5 Data Analysis and Findings  

 

5.1 Introduction  

      This chapter describes the analysis of the data, followed by a summary of 

the research findings. As noted in Chapter 4, the embedded-type mixed methods 

design comprising a quasi-experiment and classroom observations was adopted 

in this study to sequentially collect two sets of data, performance data and 

observational data, to examine the effectiveness of a particular MOI, 

Putonghua-only or translanguaging, in TCSL/TCFL contexts, and explain how 

and why a particular MOI is more effective than the other in affecting primary 

CSL/CFL students’ learning achievement. Specifically, numerical data 

collected from the YCT pre- and posttests in the quasi-experiment were 

analysed using ANCOVA statistical technique to identify, describe, and explore 

the correlation between the listening and reading test results and the use of MOI. 

In addition, the OCT report provided by the Confucius Institute Headquarters 

was used to analyse the participants’ language achievements in listening and 

speaking with regard to a particular MOI. Observational data including the 

observer’s notes and audio recordings were transcribed, and detailed 

descriptions under specific themes are presented to compare the two groups of 

the student participants’ learning performance with regard to a particular MOI.  

      A variety of analytic techniques, such as comparing and contrasting, 

aggregating and speculating, content analysis, as well as providing informed 

interpretations, have been employed to present and interpret the data with the 

aid of tables and percentages, where possible. In addition to the general 
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analytics strategy, a form of triangulation associated with classroom observation 

was also employed to validate the accuracy of the findings. Triangulation as 

used here refers to multiple sources of evidence and different methods of 

collecting data (Creswell, 2014), to develop a comprehensive understanding of 

phenomena found in the research. One characteristic of the study was its diverse 

sources of evidence, such as YCT and OCT pre- and posttest scores, observer’ 

notes, and audio recordings. The other characteristic was its mixed methods of 

gathering data, such as through tests and observations.  

      In the following sections, I will undertake the procedures of performing the 

quantitative data analysis first, followed by the qualitative analysis. Some 

values apparent in the data will be identified. Then, I will interpret some 

discrepancies evident in the data. Some findings will be derived from the 

analysis and interpretation of the quantitative and qualitative data, and listed at 

the end of each section.  

 

5.2 Quantitative Data Analysis and Findings  

5.2.1 YCT Level 1 Listening Test Results Analysis  

      Table 5.2 shows that there was a significant difference in mean score 

progress [F(1,42) = 9.194, p = 0.004] between the YCT Level 1 Listening 

pretest and posttest. There was no significant difference in mean score [F(1, 42) 

= .000, p = .996] between the control group and the experimental group, despite 

the experimental group’s mean score being 6.51 higher than the control group’s 

mean score (80.21 vs 73.70) as indicated in Table 5.1. However, Table 5.2 also 

shows that there was a significant difference in the mean score [F(1, 42) = .000, 

p = .038] between the male students and female students on the YCT Level 1 
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Listening posttest results. In Table 5.3, the Pairwise Comparison’s view shows 

that in the experimental group, the female students’ mean score was 

significantly higher than the male students’ mean score.  

 

Table 5.1 

Descriptive Statistics of the YCT Level 1 Listening Posttest  

 

Dependent 

Variable: 

Post_YCTliste

ning1      

Gender Mean 

Std. 

Deviatio

n N   

Female C_Class 73.85 20.832 13   

E_Class 82.78 10.741 18   

Total 79.03 16.094 31   

Male C_Class 73.50 13.754 11   

E_Class 77.64 6.892 6   

Total 73.13 11.383 17   

Total C_Class 73.70 17.724 24   

E_Class 80.21 10.782 24   

Total 77.02 14.805 48   

 

 

Table 5.2 

Between-Subjects Effects of the YCT Level 1 Listening Posttest 

                  

Dependent 

Variable: 

Post_YCTliste

ning1      

Source 

Type III Sum 

of Squares df 

Mean 

Square F Sig. 

Partial 

Eta 

Squared 

Corrected 

Model 
2610.105a 4 652.526 3.667 .012 .259 

Intercept 5531.122 1 5531.122 31.087 .000 .425 

Pre_YCTliste

ning1 
1635.929 1 1635.929 9.194 .004 .180 

Gender 346.403 1 346.403 1.947 .170 .044 
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Class .005 1 .005 .000 .996 .000 

Gender * 

Class 
813.202 1 813.202 4.570 .038 .098 

Error 7472.874 42 177.926    

Total 288900.000 47     

Corrected 

Total 
10082.979 46     

a. R Squared = .259 (Adjusted R Squared = .188) 

 

Table 5.3 

Pairwise Comparisons of the YCT Level 1 Listening Posttest 

Dependent 

Variable: 

Post_Y

CTliste

ning1       

Class 

Mean 

Difference 

(I-J) 

Std. 

Error Sig.b 

95% Confidence 

Interval for 

Difference 

Lower 

Bound 

Upper 

Bound 

C_Class Female Male -3.692 5.766 .526 -15.329 7.946 

Male Female 3.692 5.766 .526 -7.946 15.329 

E_Class Female Male 15.462* 6.516 .022 2.312 28.612 

Male Female -15.462* 6.516 .022 -28.612 -2.312 

Based on estimated marginal means 

*. The mean difference is significant at the .05 level. 

 

5.2.2 YCT Level 2 Listening Test Results Analysis  

      Table 5.5 shows that there was a significant difference in mean score 

progress [F(1,43) =  7.844, p = 0.008] between the YCT Level 2 Listening pre- 

and posttests. There was no significant difference in the mean score [F(1, 43) = 

2.308, p = .136] between the control group and the experimental group, despite 

the experimental group’s mean score being 6.25 higher than the control group’s 

mean score (66.46 vs 60.21) as indicated in Table 5.4.  
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Table 5.4 

Descriptive Statistics of the YCT Level 2 Listening Posttest  

Dependent 

Variable: 

Post_YCT

Listening 2      

Gender Mean 

Std. 

Deviation N   

Female C_Class 62.31 21.469 13   

E_Class 66.94 19.031 18   

Total 65.00 19.875 31   

Male C_Class 57.73 18.757 11   

E_Class 65.00 12.247 6   

Total 60.29 16.721 17   

Total C_Class 60.21 19.972 24   

E_Class 66.46 17.351 24   

Total 63.33 18.775 48   

  

Table 5.5 

Between-Subjects Effects of the YCT Level 2 Listening Posttest  

 

Dependent 

Variable: 

Post_YCTli

stening2      

Source 

Type III 

Sum of 

Squares df 

Mean 

Square F Sig. 

Partial 

Eta 

Squared 

Corrected 

Model 
3072.430a 4 768.107 2.448 .061 .185 

Intercept 10339.832 1 10339.832 32.948 .000 .434 

Pre_YCTliste

ning2 
2461.659 1 2461.659 7.844 .008 .154 

Gender 28.135 1 28.135 .090 .766 .002 

Class 724.254 1 724.254 2.308 .136 .051 

Gender * 

Class 
21.560 1 21.560 .069 .794 .002 

Error 13494.237 43 313.819    

Total 209100.000 48     

Corrected 

Total 
16566.667 47     

a. R Squared = .185 (Adjusted R Squared = .110) 
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5.2.3 YCT Level 1 Reading Test Results Analysis  

      Table 5.7 shows that there was a significant difference in mean score 

progress [F (1, 43) = 9.391, p = 0.004] between the YCT Level 1 Reading pretest 

and posttest. There was no significant difference in the mean score [F (1, 43) = 

2.274, p = .139] between the control group and the experimental group. It is 

noticeable that the experimental group’s mean score of the YCT Level 1 

Reading posttest was 8.89 lower than the control group (55.83 vs 64.72) as 

indicated in Table 5.6. The reason might be due to the fact that the teacher of 

the control group accidentally gave more time to her class to take the test. The 

students of the control group took 20 minutes more than the children of the 

experimental group to complete the test paper.  

 

Table 5.6 

Descriptive Statistics of the YCT Level 1 Reading Posttest  

 

Dependent 

Variable: 

Post_YCTreadi

ng1      

Gender Mean 

Std. 

Deviation N   

Female C_Class 66.15 24.108 13   

E_Class 55.93 24.748 18   

Total 60.21 24.614 31   

Male C_Class 63.03 14.411 11   

E_Class 55.56 20.942 6   

Total 60.39 16.745 17   

Total C_Class 64.72 19.901 24   

E_Class 55.83 23.411 24   

Total 60.28 21.959 48   
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Table 5.7 

Between-Subjects Effects of the YCT Level 1 Reading Posttest 

Dependent 

Variable: 

Post_YCTreadi

ng1      

Source 

Type III Sum 

of Squares df 

Mean 

Square F Sig. 

Partial 

Eta 

Squared 

Corrected 

Model 
4888.663a 4 1222.166 2.957 .030 .216 

Intercept 10005.029 1 10005.029 24.205 .000 .360 

Pre_YCT 

Reading1 
3881.639 1 3881.639 9.391 .004 .179 

Gender 9.013 1 9.013 .022 .883 .001 

Class 939.807 1 939.807 2.274 .139 .050 

Gender * 

Class 
27.966 1 27.966 .068 .796 .002 

Error 17774.036 43 413.350    

Total 197066.000 48     

Corrected 

Total 
22662.698 47     

a. R Squared = .216 (Adjusted R Squared = .143) 

 

5.2.4 YCT Level 2 Reading Test Result Analysis  

      There was a significant difference in mean score progress [F(1,43) = 5.391, 

p = 0.025] between the YCT Level 2 Reading pretest and posttest. There was 

no significant difference in the mean score [F(1, 42) = 2.824, p = .100] between 

the control group and the experimental group, despite the experimental group’s  

mean score being 8.75 higher than the control group’s mean score (41.25 vs 

32.50).  

 

 

  



 

78 
 

Table 5.8 

Descriptive Statistics of the YCT Level 2 Reading Posttest  

Dependent 

Variable: 

Post_YCT

reading2      

Gender Mean Std. Deviation N   

Female C_Class 37.69 14.522 13   

E_Class 39.72 22.061 18   

Total 38.87 19.005 31   

Male C_Class 26.36 6.360 11   

E_Class 45.83 14.634 6   

Total 33.24 13.572 17   

Total C_Class 32.50 12.683 24   

E_Class 41.25 20.337 24   

Total 36.88 17.340 48   

   

 

Table 5.9 

Between-Subjects Effects of the YCT Level 2 Reading Posttest  

 

Dependent 

Variable: 

Post_YCT

reading2  

Source 

Type III 

Sum of 

Squares df Mean Square F Sig. 

Partial 

Eta 

Squared 

Corrected 

Model 
3219.583a 4 804.896 3.172 .023 .228 

Intercept 7650.618 1 7650.618 30.149 .000 .412 

Pre_YCTreadi

ng2 
1368.092 1 1368.092 5.391 .025 .111 

Gender 86.164 1 86.164 .340 .563 .008 

Class 716.539 1 716.539 2.824 .100 .062 

Gender * 

Class 
832.098 1 832.098 3.279 .077 .071 

Error 10911.667 43 253.760    

Total 79400.000 48     

Corrected 

Total 
14131.250 47     

a. R Squared = .228 (Adjusted R Squared = .156) 
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5.2.5 OCT Pretest Results Analysis  

      Tables 5.10 and 5.11 show that both the control group and experimental 

group had 28 students participating in the OCT Listening and Speaking test. Of 

the participants, all students from both groups completed the OCT Level 1 

Listening and Speaking test; 23 students from the control group and 18 students 

from the experiment group completed the OCT Level 2 Listening and Speaking 

test; and 11 students from the control group and 4 students from the 

experimental group completed the OCT Level 3 Listening and Speaking test. 

No student from both groups attempted the OCT Levels 4, 5, and 6 Listening 

and Speaking test.  

      In the OCT Level 1 Listening and Speaking test, 85.7% of the control group 

students vs 82.1% of the experimental group students scored below 60 marks; 

only 9.3% of students from both groups scored 61 to 70 marks; and 1 student 

from each group attained 71-80 scores. In the OCT Level 2 Listening and 

Speaking test, 55% of the students from the control group vs 64% of the students 

from the experimental group scored below 60 marks; 14.3% of the students from 

the control group scored 61-70 marks; while no students from the experimental 

group were in this range. In the OCT Level 3 Listening and Speaking test, 39.3% 

of the students from the control group vs 14.3% of the students from the 

experimental group scored below 60 marks, and none of the students scored 

above 60 marks.  

      Collectively, the above data shows that there was no significant difference 

between the control group and the experimental group on the OCT pretest 

results. The highest level of the OCT test the participants attempted was Level 

3, and most of the participants from both groups scored below 60 marks at each 
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level of the OCT Listening and Speaking pretest. 

Table 5.10 
Number of Students of the Experimental Group at Different OCT Levels 

Attained in the Pretest  

 0-60 

marks 

60-70 

marks 

70-80 

marks 

80-90 

marks 

90-100 

marks 

Level 1 23 3 1 1 0 

Level 2 18 0 0 0 0 

Level 3 4 0 0 0 0 

Level 4 0 0 0 0 0 

Level 5 0 0 0 0 0 

Level 6 0 0 0 0 0 

 

Table 5.11 
Number of Students of the Control Group at Different OCT Levels Attained in 

the Pretest  

 0-60 

marks 

60-70 

marks 

70-80 

marks 

80-90 

marks 

90-100 

marks 

Level 1 24 3 1 0 0 

Level 2 19 4 0 0 0 

Level 3 11 0 0 0 0 

Level 4 0 0 0 0 0 

Level 5 0 0 0 0 0 

Level 6 0 0 0 0 0 

 

5.2.6 OCT Posttest Results Analysis  

      Tables 5.12 and 5.13 show that 26 from the control group and 29 students 

from the experimental group participated in the OCT Listening and Speaking 

posttest. Of the participants, 22 students from the control group and 28 students 

from the experimental group completed the OCT Level 1 Listening and 

Speaking posttest; 23 students from the control group and 29 students from the 
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experimental group completed the OCT Level 2 Listening and Speaking posttest; 

22 students from the control group and 24 students from the experimental group 

completed the OCT Level 3 Listening and Speaking test; and only 7 students 

from the control group and 13 students from the experimental group completed 

the OCT Level 4 Listening and Speaking posttest. It is noticeable that while 22 

students from the control group completed the OCT Level 1 posttest, 23 students 

from the same group completed the OCT Level 2 posttest. That was because 

one student in the control group accidentally skipped the Level 1 test and started 

from the Level 2 test. The same thing happened in the experimental group. One 

student accidentally skipped the Level 1 test to start with the Level 2 test. These 

little mistakes did not affect the overall data collection.  

        By analysing the number of students from both groups at different levels 

of the OCT Listening and Speaking posttest they attained, and comparing the 

pre- and posttests results, we may see that both the control group and the 

experimental group made huge progress over the 3-month treatment. The 

highest level of the OCT test that the participants from both groups attempted 

was Level 4. In comparison, the experimental group achieved better results than 

the control group: 

1. In the OCT Level 1 posttest, 57% of the students from the experimental 

group vs. 32% of the students from the control group attained above 60 

marks; 50% of the students from the experimental group vs. 18% of the 

students from the control group attained above 70 marks.  

2. In the OCT Level 2 posttest, 57% of the students from the experimental 

group vs. 39% of the students from the control group attained above 60 

marks; 29% of the students from the experimental group vs. 17% of the 
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students from the control group attained above 70 marks.  

3. In the OCT Level 3 posttest, 33% of the students from the experimental 

group vs. 23% of the students from the control group attained above 60 

marks; 15% of the students from the experimental group vs. 5% of the 

students from the control group attained above 70 marks.  

Table 5.12 

Number of Students of the Experimental Group at Different OCT Levels 

Attained in the Posttest  

 0-60 

marks 

60-70 

marks 

70-80 

marks  

80-90 

marks  

90-100 

marks  

Level 1 12  2 10 4 0 

Level 2 13 8 5 2 1 

Level 3 16 4 3 1 0 

Level 4 12 0 1 0 0 

Level 5 0 0 0 0 0 

Level 6 0 0 0 0 0 

 

Table 5.13 
Number of Students of the Control Group at Different OCT Levels                   

Attained in the Posttest  

 0-60 

marks 

60-70 

marks 

70-80 

marks 

80-90 

marks 

90-100 

marks 

Level 1 15 3 0 4 0 

Level 2 14 5 4 0 0 

Level 3 17 4 1 0 0 

Level 4 7 0 0 0 0 

Level 5 0 0 0 0 0 

Level 6 0 0 0 0 0 
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5.2.7 Summary of Test Findings  

      There are four test findings drawing on the above data analysis:  

TF1. Both the students of the Putonghua-only class and the students of the 

translanguaging class made significant progress on listening, speaking, 

and reading in the study.  

TF2. The female students made better progress than the male students in the 

Putonghua-only class on the YCT Level 1 Listening tests, but there was 

no significant difference between the female and male students in both 

classes on the YCT Level 2 Listening test and YCT Levels 1 and 2 

Reading tests in the study.  

TF3. The students of the Putonghua-only class gained a higher mean score on 

most of the YCT Levels 1 & 2 Listening and Reading tests.  

TF4. More than 20% of the students of the Putonghua-only class achieved 

better results in the OCT Levels 1, 2, and 3 Listening and Speaking tests 

than the students of the translanguaging class.  

 

5.3 Qualitative Data Analysis and Findings  

     The classroom observations were conducted during March-June 2019, 4 

times for the experimental group, and 2 times for the control group. As noted in 

Chapter 4, the observations focused on three aspects, including i) effectiveness 

of the MOI, ii) use of strategies in teaching and learning with regard to MOI, 

and iii) student talk and teacher talk. In the following, I will elaborate on the 

data collected with regard to each of the three aspects. 

 

 



 

84 
 

5.3.1 Effectiveness of MOI 

      In this study, the effectiveness of the MOI was classified into three 

categories: clarity of explanation, interaction, and learning achievements.  

5.3.1.1 Clarity of Explanation  

      Students in the control group (Translanguaging used as the medium of 

instruction) understood teachers’ instructions and explanations very well as the 

teacher’s speaking was in English most of the time except when leading the 

students to read texts. In contrast, the teacher of the experimental group 

(Putonghua used as the medium of instruction) used simple words closely 

related to the taught contents when explaining lesson contents or giving 

instructions to the students. He also used appropriate body language and 

relevant resources such as word cards, pictures, interactive whiteboard and 

Pinyin to assist his explanation frequently. This phenomenon was often seen at 

the beginning period of the experiment. It was because at the time, the students 

had difficulty in understanding the teacher’s instruction and teaching if they 

were not looking at the teacher’s facial expression, body movements, and 

relevant visual cues provided by the teacher. Extract 1 offers an example of the 

students having difficulty in understanding the teacher’s instructions. At the 

time, the class looked a bit chaotic when the teacher’s instructions and 

explanation were a bit lengthy and unclear at the beginning period of the 

experiment: 

Extract 1 

(The teacher planned a musical activity for the students to recognise the learnt 

words. He handed out a card to each student, and then turned on the music. The 

students needed to walk around the room silently when the music was on, and 
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then the teacher would turn off the music. The students needed to find someone 

around to read the word card his/her partner was holding).  

Original conversation Translation  

(The students sitting on the carpet). 

1) 老師：我們來玩一個遊戲。等

一下，我把這張卡片給你。你要

不要這些卡？要不要？等一下。

好，先把卡給你們。看誰坐得最

好。一二一二三。 

 

 

2) 同學們：一二一二三。 

 

(Teacher handed out the cards to 

students). 

 

3) 老師：現在我數到 10，每個人

回到自己的椅子上，坐好之後把

手放到自己的頭上。準備好了沒

有？ 

 

4) 同學們：準備好了！ 

 

 

1)Teacher: Let’s play a game. Wait a 

moment, I will give you the word 

cards. Do you want these cards? Do 

you want them? Wait, ok. I will give 

you the cards first. See who is sitting 

most beautifully. One Two One Two 

Three. 

 

2) Students: One Two One Two 

Three. 

 

 

 

3) Teacher: Now, I count to 10, 

everyone needs to go back to your 

seats, and then put your hands on your 

head. Are you ready? 

 

 

4) Students: Yes, ready.  
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5) 老師：一、開始 （同學們開始

從地毯走回自己的座位），二、

快點、三、四、五、六、七、

八、九、十、十一、十二、十

三、十四、十五、十六...... 

(The class became a bit noisy, some 

students were chatting with each 

other. Some students were not quite 

sure about the instructions, and the 

teacher had to go to individual 

students to explain what they needed 

to do). 

 

6) 老師：好！一二一二三。 

 

7) 一些同學：一二一二三。 

 

8) 老師：一二一二三。 

 

 

9) 一些同學：一二一二三。 

 

(Some students were still chatting 

5) Teacher: one, start (students started 

going back to seats), two, quickly, 

three, four, five, six, seven, eight, 

nine, ten, eleven, twelve, thirteen, 

fourteen, fifteen, sixteen… 

 

 

 

 

 

 

 

 

6) Teacher: Ok! One Two One Two 

Three.  

 

7) Some students: One Two One Two 

Three. 

8) Teacher: One Two One Two 

Three. 

 

9) Some students: One Two One Two 

Three. 
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with each other. So, the teacher 

clapped his hands to draw the 

students’ attention).  

(In order to attract the students’ 

attention, the teacher spoke with hand 

movements: head, shoulders, nose, 

mouth. The students followed the 

teacher’s speaking and action, and 

became quiet gradually). 

 

10) 老師：我現在要找一個同學和

我玩遊戲。誰？誰坐得最好？A沒

有坐好！B 沒有坐好！C 沒有坐

好！好！現在請D過來！D走出座

位）。好！我們要玩一個遊戲。 

 

 

11) 老師（跟 D做示範）：等一下

音樂......噓......好，一二一二三。 

 

12) 同學們：一二一二三。 

 

13) 老師：當音樂響起的時候，

 

 

 

 

 

 

 

 

 

 

10) Teacher: Now, I want to find a 

student to play the game with me. 

Who? Who is sitting the best? A is not 

sitting nicely! B is not sitting nicely! 

C is not sitting nicely! Ok, now can D 

please come out! (D got out of her 

seat). Ok, let’s play the game.  

 

11) Teacher (doing the demonstration 

with D): Wait, the music… Hush… 

ok, one two one two three. 

 

12) Students: One two one two three. 
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噓......E。 

, 我們在走（老師用試試比劃走的

動作），當音樂停的時候，我們

面對面，我們在讀（把手中的字

卡給 D看）。這是什麼？ 

 

14) Natalie：加拿大。 

 

15) 老師（對所有學生）：明不明

白？ 

 

16) 所有同學：明白。 

 

17) 老師：好！我們現在玩音樂遊

戲！（老師打開音樂）開始，站

起來，走！慢慢地走，不可以說

話！Jasmine，不可以說話。看誰

最安靜。我們輕輕地走一走。我

們可以閉上眼睛慢慢走（老師一

邊說一邊做示範）。慢慢走！ 

(The teacher turned off the music). 

 

13) Teacher: When the music is on, 

Hush...E, we walk (the teacher 

showed the walking action), when the 

music is off, we are face to face, we 

read (showed the card to D). What is 

this? 

14) D: Canada. 

 

15) Teacher (to all students): Are you 

clear? 

 

16) All students: Yes.  

 

17) Teacher: Ok, now we play this 

musical game! (The teacher turned on 

the music). Start, stand up, walk, walk 

slowly, and don’t talk. Jasmine, don’t 

talk. See who is quietest. We walk 

quietly, we can walk slowly with our 

eyes closed (the teacher showed the 

students how to do it). Walk slowly.  

 

 

18) Teacher: The music is off, ok, 
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18) 老師：音樂停的時候，好，找

一個同伴，找一個同伴（老師一

邊說，一邊幫同學配對子！） 

 

19) 老師（和一對同學在一起）：

這是什麼，加拿大（同學跟著

說，加拿大）； 這是什麼？南非

（另一個同學跟著說南非）。  

 

(The teachers did individual support, 

for 1 minute, and the music was on 

again). 

20) 老師：好！音樂響起，不可以

說話！大家慢慢走！Oliver，走。

音樂響起的時候，走（老師做動

作），音樂停的時候，找一個同

學讀卡片（老師做示範）。 

 

(The music was off). 

 

21) 老師：好！再來！ 

(The students read the cards, and the 

teacher did individual support, for 1 

find a partner, find a partner (the 

teacher helped the children to pair 

up). 

 

19) Teacher (with a pair of students): 

what is this? Canada (the student said 

“Canada”); what is this? South Africa 

(another student said South Africa).  

 

 

 

 

 

20) Teacher: Ok! The music is on, 

don’t talk! Everybody walks slowly! 

Oliver, walk, the music is on, walk 

(the teacher showed the action). 

When the music is off, find a 

classmate to read the word cards. 

 

 

 

21) Teacher: Ok, do it again! 
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minute, but the overall effect was not 

good, as many students were not 

reading the cards). 

22)老師（拍掌）：好，一二一二

三，我數到十，請你們坐到位置

上去。一、二、三...... 

 

(The students went back to their 

seats). 

 

 

 

22) Teacher (Clapping): Ok, one two 

one two three. I count to 10, you go 

back to your seats. One two three… 

 

 

 

Gradually, the students of the experimental group showed better understanding 

of the teacher’s instructions when the teacher’s explanation became simpler and 

clearer, with the assistance of appropriate body language. Extract 2 offers an 

example.  

Extract 2 

Original conversation Translation  

1） 老師: 我請兩個同學來玩(這個

遊戲）（老師伸出兩根手

指）。誰來？兩個同學，一個

問，一個答。 誰來問？你站起

來，站這裏（老師請一位同學

站到問的一邊，並給他一疊卡

1) Teacher: I want to invite two 

students to play (this game). (The 

teacher put up two fingers). Who 

wants to play? Two students, one 

is to ask questions, the other is to 

answer the questions. Who wants 

to be the one asking questions? 
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片）。好！誰來回答（老師舉

起手）？好，你過來，你來回

答（老師請另一位同學站到回

答問題的一邊）。 

 

 

 

 

 

 

 

 

2）  老師： 準備好了沒有？ 

 

3） A (準備問問題的學生) ： 準備

好了！ 

 

4) 老師: 好！你來！你來問！ 

 

5) A： 我......我是...... 

 

6) 老師：不， 不，  （老師擺擺

手），你要做這個 （老師 指向電

子白版上的問題）。 

You stand up, come to this side. 

(The teacher asked a student to 

come to the side to ask questions, 

and gave the student some word 

cards). Ok, who wants to answer 

the questions? (The teacher put up 

a hand). Ok, you come over here, 

you answer the questions. (The 

teacher asked the student to stand 

on the other side to answer 

questions). 

 

2）Teacher: Are you ready? 

 

3） A (the student who was supposed 

to ask questions): I am ready.  

 

4) Teacher: Good! You start! You ask 

questions! 

5) A: I...I am... 

 

6) Teacher: No, No. (The teacher 

waved his hand). You need to do this. 

(The teacher pointed to the questions 

on the interactive whiteboard).  
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7) A： 你是哪國人？（老師指示 A

給對面的同學一張字卡）。 

 

 

 

8) 對面的同學(接過 A 的字卡): 我

是澳洲人。 

 

7) A: Which country are you from? 

(The teacher asked A to give a word 

card to the student standing at the 

opposite side). 

 

8) Another student (received the card 

and looked at the card): I am from 

Australia.  

 

      At the latter period of the experiment, the students of the experimental group 

showed in-depth understanding of the teacher’s instructions without the 

assistance of visual cues provided by the teacher, and were able to answer the 

questions requiring higher-level thinking correctly. For example, 

Extract 3 

(Children were doing sentence making exercises. They were requested to form 

S+V+O (subject + verb + object) sentences by using the words provided. To 

successfully form the sentences, children needed to recognise the given words 

and understand the sentence pattern well).  

Original conversation Translation  

2) 老師：好！我們現在來造句。

這是什麼字？（老師指著白板

上的字） 

 

1) Teacher: Ok ！ Let’s make 

sentences. What are these words? 

(The teacher pointed to the 

characters). 
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3) 同學們：幾、哪、國、是、

人、你 

4) 老師：誰來造這個句子？A？ 

 

5) A： 你是哪國人？ 

6) 老師（對所有同學）：對不

對？ 

7) 同學們：對。 

8) 老師（對著 A）：什麼是“你是

哪國人？” 

9) A： Where are you from? 

10) 老師（對著同學們）：對不

對？ 

11) 同學們：對。  

2) Students: ji, na, guo, shi, ren, ni  

 

3) Teacher: Who wants to make this 

sentence? A? 

4) A: Ni shi na guo ren? 

 

5) Teacher (to all students): Is it 

correct? 

6) Students: Yes.  

7) Teacher (to A): What do you 

mean “Ni shi na guo ren?” 

8) A: Where are you from? 

 

9) Teacher (to the students): Is it 

correct? 

10) Students: Correct! 

 

    Although the students of the control group understood the teacher’s 

instructions and explanations in English well, their understanding was based on 

the mechanical memory and direction translation, which did not provoke the 

students’ high-level thinking. For example, 

Extract 4 

(After watching a video about a country song, the teacher had the following 

conversation with the students) 

Teacher: I have to say my memory is very short. I forgot what countries have 
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been mentioned. Anybody… 

A student: Canada.  

Teacher: In English it is not… 

A student: Zhong guo (中國）。 

Teacher: Zhong guo (中國）， any more countries? 

A student: Mei guo (美國）。 

Teacher: Mei guo（美國）。 

A number of students called out: Fa guo (法國）， 英國、新西蘭、德國 

Too many students spoke at the same time. The class became noisy. 

Teacher clapped and said: 一二一二三 (one two one two three). 

Children followed the teacher’s actions: 一二一二三 (one two one two three). 

     The students in the experimental group responded very actively to the 

teacher who used Putonghua only as the medium of instruction. Their responses 

were subject to the teacher’s question types. They had got used to speaking 

Putonghua when answering the teacher’s questions, except the question type 

was to require them to speak English. For example,  

Extract 5 

Original conversation Translation  

1) 老師：好！我們來讀一下這些

詞語（在 PPT 上展示有關國家

的卡片：圖片+拼音+詞語）好

不好？這是什麼？ 

1) Teacher: Ok, Let’s read these 

words (Show the country words 

on PPT slides: Picture + Pinyin + 

Chinese characters), ok? What is 

this? 
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2) 同學們：中國。 

3) 老師：大聲點！（同學大聲朗

讀 “中國”）。 

4) 老師：這是什麼？ 

5) 同學們：澳洲。 

6) 老師：什麼是澳洲？A!  

A：Australia. 

老師：非常好！ 

2) Students: Zhongguo (China). 

3) Teacher: Louder! (The students 

read aloud the word, China). 

4) Teacher: What is this? 

5) Students: Aozhou (Australia). 

 

6) Teacher: What is Aozhou? A! 

A: Australia. 

Teacher: Very good!  

 

      In order to catch what the teacher said as the teacher spoke Putonghua only 

for the instructions, the students of the experimental group had to be more 

focused and put more mental effort on understanding the teacher’s questions. 

Their responses to the teacher’s questions were also more content focused. In 

contrast, while some students in the control group responded actively to the 

teacher’s instructions, purely in English, there were always a number of children 

being restless and making noises during lessons, therefore, the teacher had to 

stop frequently to deal with the discipline issues, which can be seen in Extract 

6.  

Extract 6  

Teacher: Who would like to write “是” in the front? Samik please! Mika? 

Hadley? 

(Class was a bit chaotic).  

Teacher: Hush... It is a very clever way, who is coming, here, success criteria is, 

Hush... you can take a house point… if you can write two words...Hush...... and 
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this time, sorry, Hush...... who would say 一二三 (one two three), let’s see who 

has hands up first, so it is fairer, and again, who would give chances to those 

who haven’t been assessed recently? Who wants to encourage them to learn as 

well? A, why do you show me your back? It is not fair. Hush...... and B, why do 

you have to drink water nonstop? C, put it in your pocket. (Some children were 

still mumbling). Hush… 

C: My house point is in there, so… 

Teacher: Hush... C, that’s fine, but don’t play. So, the first word we are going 

to writing is “是 shi”。一、一二、一二三 (one, one two, one two three) 

(Children put up their hands). 

        

5.3.1.2 Interactions 

     The interactions between the teacher and the students in the experimental 

group were highly practical and active. The teacher was always willingly giving 

time to interact with individual students, used simple and clear-cut instructional 

language, and intentionally repeated important concepts in Chinese. For 

example,  

Extract 7 

Original conversation Translation  

1) 老師：這是什麼？ 

2) 同學：印度。 

3) 老師：什麼是印度？ 

4) 有同學搶著說：India。 

1) Teacher: What is this? 

2) Students: Yindu (India). 

3) Teacher: What is Yindu? 

 

4) One student: India. 

 



 

97 
 

5) 老師：非常好！（有同學說：

it is a country) 。  

6) 老師（快速說）：嘿，這是什

麼？ 

7) 同學們：新西蘭。 

 

8) 老師：（重複讀“新西蘭‘’）什

麼意思？ 

9) 有同學答：New Zealand。  

10) 老師：你可以大聲一點嗎？什

麼意思？ 

11) 那位同學：New Zealand。 

 

12) 老師（問其他同學）：聽到沒

有？什麼意思？ 

13) 其他同學：New Zealand。 

14) 老師（再次指向 “新西蘭”一

詞）：這是什麼？ 

15) 全班同學：新西蘭 

16) 老師：非常好！ 

5) Teacher: Very good. (A student 

said, it is a country). 

6) Teacher (speaking fast): Hey, 

what is this? 

7) One student: Xinxilan (New 

Zealand). 

8) Teacher: (Repeated the word 

Xinxilan) What does it mean? 

9) A student: New Zealand. 

 

10) Teacher: Can you be a bit louder? 

What does it mean? 

 
 

11) The student: New Zealand.  

 

12) Teacher (asked others): Did you 

hear that? What does it mean? 

 

13) Other students: New Zealand.  

14) Teacher (Pointed to the word 

again): What is this? 

 

15) Whole class: Xinxilan 

16) Teacher: Very good.  

       

      The interactions between the teacher and the students in the control group 

were almost 100% in English, except when reading the target texts. Their 
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interactions were less content focused and had a lot of non-content-related 

talking, which was often related to discipline issues. Extract 8 offers an example.  

Extract 8 

1) Teacher: Ok, A, well done! Hush...Sorry, B, sit down! Ok, excuse me! 

Hush...I know this is the last lesson of the day. And everybody is 

showing a very good learning spirit.  Half from (group) three who are 

sitting at table. And C, I have a word, I have a question… (Class was 

noisy). 

            (A student called out: Lee Laoshi...) 

2) Teacher: Hush......  D, if you want to say something, tell me later. I don’t 

understand why today… Do you normally do that, C? 

3) C: No. 

4) Teacher: But why do you do it in Chinese? I would like you to reflect. 

Here, E, I could rub your name off. You have been very polite and 

positive, rub your name off. How about that? F, I need to see a bit more 

evidence. Sorry, we will stop learning things to show how good we are, 

as I have quite a few not very nice comments. That is not fair. They are 

all related to learning, maybe sometimes children are too eager to show 

we are good learners. But it is not fair to myself.  

5) Teacher: Now, I am bored, just move the board to the other side. If you 

have already done a word at the front, great job. G, you are one of them, 

aren’t you? This is done by? Who did this one? (The teacher pointing to 

a character on the whiteboard). 

6) Students: H.  

7) Teacher: H, well done! Very good. And F, excellent! And this one?  
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8) Students: A. 

9) Teacher: A, you can write a lot of words we know. Today, we are 

extremely happy G came to the front to write, and the, H, you wrote as 

well, H always finds writing a bit more challenging, don’t you? Very 

good. And, Jake, I am so happy to see you having great confidence in 

learning, very good. Ok, now, we are going to have a look at… F, any 

questions you want to ask me? Anything? 

10) F: I am good at writing.  

11) Teacher: You are going to do what? 

12) F: I am normally good at writing Chinese words. I am right handed.  

13) Teacher: Right handed is very good, isn’t it? 

14) F: And I can with my left hand also.  

15) Teacher: Very good. So lovely, isn’t it? OK, Hush... Now, we are going 

to start our final unit of this year. (Teacher showed a PPT slide to the 

children). We taught about what countries we are from, we asked each 

other’s age. We learnt numbers and some other things as well. What is 

it about, I (student)? 

 

5.3.1.3 Learning Achievements 

     The teacher of the experimental group tended to arrange more specific 

learning activities for his class than the teacher of the control group did. 

Normally, the teacher of the experimental group arranged four to five learning 

activities for a lesson by considering the level of difficulty, starting from 

listening and speaking, followed by reading and writing. For example, he set 

five learning targets for the lesson on 13 March 2019: 
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1. Be able to read and recognise Pinyin Alphabet sounds, vowels, and 

Pinyin initials; 

2. Be able to read out topic-related Pinyin words;  

3. Be able to recognise different country words with the assistance of 

Pinyin and pictures 中國 Zhongguo、日本 Riben、美國 Meiguo、法

國 Faguo、澳洲 Aozhou、英國 Yingguo…;  

4. Be able to use the sentence pattern 你是不是_____人？Ni shi bu 

shi____ ren? 我是 / 不是____國人 Wo shi / bushi ____guo ren.  for 

conversation; and  

5. Be able to form sentences using giving words.  

      Most students of the experimental group achieved all set learning objectives 

with good outcomes in all observed lessons. The students of the experimental 

group were immersed in the target language. Gradually, they were, in turn, able 

to apply the learnt sentence patterns in conversations with their peers in 

constructed contexts. For example,  

Extract 9 

Four students were sitting on the carpet to do oral sentence forming exercises 

using the following sentence pattern taught by the teacher: 

你是不是______人？Ni shi bu shi _____ren? 我是/不是_____人。

Wo shi / bushi ____ren.  

      They were taking turns to ask and answer questions using the word cards 

provided by the teacher. 

Original conversation Translation  
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1) 學生 1 （拿起一張字卡，對學

生 2說）：你是不是澳洲人？ 

 

 

2) 學生 2: 我不是澳洲人。我是新

西蘭人。 

 

3) 學生 1（拿起另一張字卡，對

學生 3 說）：你是不是南非

人？ 

 

4) 學生 3: 我不是南非人。我是印

度人。 

 

5) 學生 1（拿起另一張字卡，對

學生 4 說）：你是不是泰國

人？ 

 

6) 學生 4: 我不是泰國人。我是印

度人。 

1) Student 1 (picked up a word card 

and said to Student 2): Are you 

Australian or not?  

 

2) Student 2: I am not Australian. I 

am a New Zealander.  

 

3) Student 1 (picked up another card, 

and said to student 3): Are you 

African or not?  

 
 

4) Student 3: I am not an African. I 

am an Indian. 

 

5) Student 1 (picked up another card 

and said to student 4): Are you a 

Thailander or not?  

 

6) Student 4: I am not a Thailander. 

I am an Indian.  

 

       In contrast, the teacher of the control group arranged less learning targets 

for her lessons. The taught contents the students received and processed were 

only at the basic level of direct translation and character copying. For example, 
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she set three main learning targets for her lesson on 22 March 2019:  

1. Be able to find the countries words and know their meaning from a song;  

2. Be able to copy learnt characters on a worksheet; and  

3. Be able to complete a worksheet related to a reader.  

     In the lesson, most children were able to follow the teacher’s instructions to 

sing the country song. They were able to find out the country words from the 

song and tell the meaning of words in English. Extract 4 shows  how the students 

did the translation. When comparing the students’ learning achievements of the 

two groups on the same topic at the same period of time, we found that while 

the students of the experimental group were able to form sentences using the 

target words and sentence pattern, the students of the control group were only 

able to do direct word translation from Chinese to English.  

      Within the experimental group, the students’ learning achievements also 

varied in different periods of time. Progress was made in the latter period of the 

experiment. Regarding the sentence forming exercise, the students’ ability was 

developed from forming sentences by using the given words to replace the 

pronoun words such as 他（he) and 她 (she) to unscramble the sentences. 

Extract 3 shows how the students unscrambled the sentences. To do this, 

students not only needed to recognise the characters, but they also needed to 

understand the sentence pattern.  

 

5.3.2 Use of Strategies in Teaching and Learning  

5.3.2.1 Strategies Used by the Teacher 

      Students’ learning was undoubtedly affected by the strategies used in 

teaching and learning with regard to MOI. As a matter of fact, the main 
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difficulty for students of the experimental group was to cope with the content-

based subject knowledge and Putonghua at the same time. So, the teacher of the 

experimental group used more instructional strategies than the teacher of the 

control group did. Extract 9 reflected some strategies the teacher of the 

experimental group used to enhance the students’ learning, such as 

differentiation and cooperative learning. In order to provide more opportunities 

for the students to practise the target language in class, the teacher of the 

experimental group put children in several groups doing different tasks. While 

the four students were practising the learnt sentence pattern, 你是不是______

人？Ni shi bu shi _____ren? 我是/不是_____人。Wo shi / bushi ____ren, 

other groups of students were doing iPad Pinyin exercises, character copying, 

reading Chinese readers, and unscrambling sentences using word cards. These 

group activities helped the students to remember the introduced words and 

sentences, and ensured the quality of their speaking in words and sentences. For 

example, by frequently asking and answering questions using the learnt 

sentence patterns in a small group, the students’ fluency and accuracy of 

speaking in Putonghua improved, and the teacher was also able to find out 

individual children’s learning needs in small groups for accommodation and 

intervention. Through cooperative learning, the students maintained a high-

level of learning interest, although they were just repeatedly practising the learnt 

sentence patterns.  

       Questioning is one of the most commonly used teaching strategies at all 

year levels. The data showed that the teacher of the experimental group used 

appropriate questioning techniques in all of his lessons. Extract 10 offers an 

example, 
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Extract 10 

(A group of students were working on a writing task on sentence forming. They 

were required to add a subject word to a gap of a sentence to form new sentences. 

E.g., ____上幾年級？___shang ji nian ji? The teacher walked around to 

provide individual support). 

Original conversation  Translation  

1) 老師（走向一名正在做造句的

學生）:好，看一下 A。 

 

 

2) 老師（讀A寫的句子）：“你上

幾年級”什麼意思？ 

 

 

3) A: Which school does he go to? 

4) 老師（問 A 旁邊的一個同

學）：我說，“你上幾年級”什

麼意思。B，你覺得他説的對

不對？ 

5) B：Which grade do you go to? 

6) 老師（轉向 A, 指著他寫的第二

個句子 ): 好！“他上幾年級”什

麼意思？ 

1) Teacher (walked to a student who 

was doing the sentence forming task 

in his workbook): Ok, let me have a 

look at A’s work.  

2) Teacher (read a sentence written 

by A): “Ni shang ji nianji (which 

grade do you go to)” What does it 

mean? 

3) A: Which school does he go to?  

4) Teacher: (Asked a student sitting 

next to A): I said, “Ni shang ji 

nianji”. B, do you think he is 

correct? 

 

5) B: Which grade do you go to? 

6) Teacher (turned to A and pointed 

to the second sentence he made): 

Ok, “Ta shang ji nianji”, what 
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7) A: Which grade does he go to? 

8) 老師：非常好！ 

does it mean? 

7) A: Which grade does he go to? 

8) Teacher: Very good!  

 

      In the conversation between the teacher and the student of the experimental 

group, we found that the student encountered a difficulty in decoding the 

meaning of a sentence he made. He followed the sentence pattern to fill in the 

blank with a subject word, 你 (you), but did not know the meaning of the word 

nor the meaning of the whole sentence. The teacher pointed out the error made 

by the student by asking another student to clarify the meaning. It was also an 

indirect way to give feedback to the student, and to increase the student’s 

incentive to inquire into the meaning of the learnt word and sentence. After the 

student’s prior misconceptions on the words and the sentences had been 

revealed, and the student’s understanding of the learnt sentence pattern had been 

strengthened, the teacher asked the student to decode the meaning of another 

sentence with the same structure. This time, the student answered the teacher’s 

question correctly. 

     The teacher of the experimental group delivered lessons in a well-structured 

form, which helped to minimise the students’ off-task behaviour when the MOI 

was Putonghua only. Regarding children’s learning needs and academic levels, 

his lessons normally covered three parts: whole-class teaching, group activities, 

and individual learning support. He arranged learning tasks matching the 

children’s cognitive levels, to guide them to achieve the learning targets step by 

step. The teaching and learning flow of the experimental group always started 

with warm-up songs, followed by whole-class reading and word recognition or 
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sentence learning activities, and then, the group activities were arranged in 

terms of children’s learning needs and academic levels, to consolidate their 

understanding of the taught contents. Written works were normally arranged at 

the last 10 minutes of the lesson to give an opportunity to the children to output 

what they had learnt. When the students got used to the learning pattern 

mentioned above, the teacher used less explanations regarding the learning 

routines, and his instructions were more content-focused.  

     There is no doubt that some types of student groupings contribute to more 

positive academic and affective outcomes for students. In the experimental 

group, the children were put into five groups, with 2 leaders in each group. The 

two leaders acted as role models to inspire others to participate in the learning. 

The grouping in the experimental group was heterogeneous grouping, so that 

children who learn faster in groups were able to help others to learn. The 

children of the experimental group were more familiar with the grouping in the 

latter period of the experiment, and were more engaged in the learning. The 

grouping used by the teacher of the experimental group helped to construct a 

good and safe language environment, where both the teacher and the students 

had more opportunities to use the target language. The data shows the teacher 

of the experimental group nearly used 100% Putonghua as the MOI, and the 

students showed confidence in using the target language for communication. In 

contrast, there were no groups found in the control group.  

     The teacher of the experimental group used a variety of resources to enhance 

the teaching and learning, including flash cards, PPT slides, picture cards, word 

cards, music, interactive whiteboard, workbook, Chinese readers, MacBook, 

iPads, mini white boards, handwriting sheets, etc. The resources were used in a 
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logical way to cater for the children’s specific learning needs, from listening 

and speaking to reading and writing. With the use of the resources, the teacher’s 

explanations were clearer and the pace of learning was more reasonable. The 

teacher of the experimental group often used different resources to assist his 

explanations and instructions. For example, he used both the interactive white 

board and word cards for an unscrambling sentences activity, to help the 

students understand and practise the introduced sentence structure. The students 

showed good understanding of the teacher’s instructions, and participated in the 

activity actively.  

      In comparison, the teacher of the control group used less resources. She 

mainly used PowerPoint slides, the interactive whiteboard, and mini white 

boards for teaching and learning.  

 

5.3.2.2 Strategies Used by the Students  

     Students’ learning was also impacted by the learning strategies they used. 

The data showed that the students of the experimental group used some 

strategies in order to complete the tasks the teacher arranged, while the students 

of the control group mainly did their learning independently. There were no 

collaborative tasks observed in the group. The following table shows the 

differences of the strategies used by the students in the two classes:  

 

Table 5.14 

Strategies used by students with regard to MOI 

Strategies  Experimental Group  Control Group  

Problem solving - Students asked each other - Students did their 
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or collaborative 

group work 

to confirm what they were 

supposed to do during 

character writing; 

- Some students let their 

seatmate copy their work; 

- Discuss with seatmates 

about how to do the tasks; 

- Asked the teacher in 

English to get 

confirmation on the work 

they did; 

- Paired reading sentences 

exercises; 

- Guessing the meaning of 

word phrases and 

sentences according to the 

hints provided, e.g., 

pictures, pinyin, key 

words. 

writing tasks 

independently 

- No collaborative work  

 

      Extract 11 offers an example of a student of the experimental group using 

cognitive strategies:  
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Extract 11 

Original conversation  Translation  

1) 老師：現在幾點了？現在幾點

了, A? 

2) A（看著手腕上帶著的電子

錶）：現在 11點了，12分

了。 

3) 老師：現在 11點 12分了。非常

好！ 

1) Teacher: What time is it now? 

What time is it now, A? 

2) A (Looked at his digital watch): 

Now it is 11 O’clock, 12 minutes. 

 

3) Teacher: Now it is 11:12. Very 

good!  

 

5.3.3 Teacher Talk & Student Talk 

     Regarding the language used by the students and the teachers of the control 

group and the experimental group, the data showed that the two teachers both 

used the instructional language grammatically correct with good pronunciation 

and intonation. While the teacher of the experimental group used nearly 100% 

Putonghua in his teaching, the teacher of the control group used more than 90% 

English in her teaching. The only shift that the teacher of the experimental group 

made from Putonghua to English was to speak to some SEN students regarding 

the misbehaviour issues at the first observed lesson on 13 March 2019, i.e., 

“Student A, please be quiet, otherwise I will need to take you to the Chinese 

room after this lesson”. The main reason for the teacher to switch from speaking 

Putonghua to English when dealing with some students’ misbehaviour was 

because speaking in English will have helped the teacher to clearly and 

immediately deliver a message to those SEN students who did not fully 
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understand the teacher’s instructions in Putonghua. There were no such 

incidents observed in other lessons. In the latter period of the experiment, the 

students of the experimental group adapted themselves to the teacher’s 

Putonghua only MOI very well. The teacher could even have 5 work stations at 

the same time in a class. Even those SEN students worked well in the 

Putonghua-only environment.  

      Extract 12 offers an example of a SEN student of the experimental group 

worked well under the Putonghua-only MOI environment:  

Extract 12 

(Students were in different groups doing different tasks, such as character 

writing practice, unscrambling sentences using word cards, reading Chinese 

readers and completing relevant worksheet exercises, etc. A group of children 

were doing some online learning on a MacBook. They read an electronic book 

and then completed relevant exercises online. The teacher walked to the group). 

Original conversation  Translation  

1) 老師（對著一個正在用鼠標在

電腦上寫“十”字的 A 說）：對

不對？這樣做對不對？你可以

先看一下......(老師點擊電腦上

的動畫字）。 

 

2) 老師：是先寫橫還是先寫豎

啊？哪個先？是這個先嗎？

1) Teacher (spoke to A who was 

writing a character “shi (ten)”): Is it 

correct? Did you write it in the right 

way? You may have a look at this… 

(The teacher clicked the animation 

word on the computer). 

 

2) Teacher: Do we write the 

horizontal line first or the vertical line 



 

111 
 

（老師指著橫）。 

 

 

3) (A 用手在電腦屏幕上寫橫和

豎。) 

 

4) 老師：對了！好，重新做。 

 

(A 在電腦上重新用正確的筆畫寫 

“十” 字。 

 

(The teacher turned to B who was 

sitting next to A. The student was 

writing the character “liu (six)” with 

correct stroke order. ) 

 

5) 老師：B, 做得很好。繼續努

力，好不好？ 

 

6)  B：好！（B把電腦屏幕移向老

師，展示他的學習成果）。 

first? Which one goes first? Is this 

one first? (The teacher was pointing 

to the horizontal line).  

3) (A used her index finger to draw 

the character “shi (ten)” with the 

correct stroke order). 

 

4) Teacher: It is correct! Ok, now 

you write it again.  

(A used the mouse to write the word, 

“shi”, on the screen with correct 

stroke order).  

 

 

 

 

 

5) Teacher: B, you did well. Keep up 

with your good work, ok? 

 

6) B: Ok! (B turned the computer 

screen to the teacher to show his 

learning achievements).  

 

      From the above data analysis, we may see that with immersive language 
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learning, the students of the experimental group developed listening, word 

recognition, and writing skills correspondingly.  

      The teacher of the control group spoke English most of the time as the 

instructional language. The shift was made when saying some routine words for 

classroom management or decision making, e.g., 一二一二三，请坐、谢谢、

剪刀、石头、布. The two teachers were able to dig deeper into the topic by 

using certain MOI. Students of the experimental group used 72.5% Putonghua 

when answering the teacher’s questions, with good pronunciations, intonation 

and fluency, while the students of the control group mainly used English when 

answering the teacher’s questions, except for reading the target texts. When 

doing group work, the student-student interactions in the experimental group 

were about 96% in English, and teacher-student interactions were about 50% in 

English and 50% in Putonghua. There was no group work observed in the 

control group.  

 

5.3.4 Summary of Lesson Observation Findings 

     Below are some lesson observation findings drawing on the above data 

analysis:  

LF1. The teacher of the experimental group used nearly 100% Putonghua in 

his teaching, while the teacher of the control group used more than 90% 

English in her teaching.  

LF2. The students of the experimental group had difficulty in understanding 

the teacher’s instructions at the beginning of the experiment but 

gradually improved, whereas the students of the control group 

understood the teacher’s instructions well throughout the experiment.  
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LF3. The students of the experimental group were more focused and their 

responses were also more content focused, whereas the students of the 

control group were more restless and had more discipline issues in the 

lessons.  

LF4. The interactions between the teacher and the students in both groups 

were active. The teacher-student interactions in the control group were 

less content focused than those in the experimental group.  

LF5. Students of the experimental group used 72.5% Putonghua when 

answering the teacher’s questions, with good pronunciation, intonation, 

and fluency, while the students of the control group mainly used English 

when answering the teacher’s questions, except for reading the target 

texts.  

LF6. The teacher of the experimental group used more instructional strategies 

than the teacher of the control group to promote children’s cognitive 

engagement and support the target language acquisition and 

instructional outcomes of the lessons.  

LF7. The teacher of the experimental group arranged more specific learning 

activities in a well-structured way for his students by considering the 

levels of difficulties from listening and speaking to reading and writing, 

while the teacher of the control group arranged less learning targets for 

her class.  

LF8. The teacher of the experimental group used a variety of resources in a 

logical way to enhance teaching and learning. In comparison, the teacher 

of the control group used less resources.  

LF9. The students of the experimental group used some cognitive strategies, 
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in order to complete the tasks that the teacher arranged, while the 

students of the control group mainly did their learning independently.  

LF10. Most of the students in the experimental group achieved all learning 

targets ranging from listening, speaking to reading and writing with 

good outcomes in all observed lessons, although their learning 

achievements varied in different periods of time. In contrast, the students 

of the control group were only able to do direct word translations from 

Chinese to English. 

 

5.4 Conclusion  

      This chapter has analysed both numerical and observational data collected 

from a quasi-experiment and classroom observations. There were two types of 

numerical data. One type collected from the YCT tests, the other type collected 

from the OCT tests. Although the main effects of ANCOVA test on the YCT 

posttests between the experimental and control groups show that there was no 

significant difference in mean scores between the experimental group and the 

control group, the average mean scores of the experimental group were higher 

than the average mean scores of the control group. The OCT report clearly states 

that the experimental group greatly outperformed the control group on speaking 

and listening posttests. The observation data describes that the students of the 

experimental group were more focused than the students of the control group, 

and used more Putonghua and cognitive strategies during teacher-student 

interactions and class activities, therefore, they achieved more pleasant learning 

outcomes than the students of the control group, who often showed off-task 
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behaviour and were only able to do direct word translations from Chinese to 

English.  
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Chapter 6 Discussion  
 

 

 

6.1 Introduction  

 

      The previous chapter analysed the quantitative and qualitative data collected 

from the quasi-experiment and classroom observations respectively. Then, it 

summarised the major findings of study regarding the primary CSL/CFL 

students’ academic achievement influenced by two different MOIs, Putonghua-

only and translanguaging. In accordance with the major findings, this chapter 

focuses on discussing the correlation between CSL/CFL students’ learning 

achievements and MOI, how and why a particular MOI is more effective than 

the other in affecting their academic performance by drawing on my theoretical 

framework presented in Chapter 3. The discussion will fall into three categories: 

(1) Section 6.2 Learning achievement and MOI; (2) Section 6.3 Effectiveness 

of a Particular MOI on CSL/CFL Students’ Learning Achievement; and (3) 

Section 6.4 Factors contributing to CSL/CFL Students’ Learning Achievement. 

 

6.2 Learning Achievement and MOI  

 

      The first research question pertained to the relation between CSL/CFL 

students’ learning achievement and use of MOI. TF1 (Test Finding 1) derived 

from the ANCOVA analysis of the data collected from the YCT tests and the 

OCT report indicating that both the students of Putonghua-only class and the 

students of the translanguaging class made significant progress on listening, 

speaking, and reading in the study. TF2 indicates that overall, there was no 

significant difference between the female and male students in both classes on 
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YCT listening and reading mean scores, except the female students of the 

Putonghua-only class who made better progress than the male students in the 

same class on the YCT Level 1 Listening test (p = .038). In comparison, there 

was no significant difference between the female and male students in the 

translanguaging class on the same test. The discrepant finding between the two 

classes might be due to the discrepant gender ratio between the two classes. In 

the translanguaging class, the female-male ratio was 1.18:1, while the female-

male ratio in the Putonghua-only class was 3:1. The finding simply reflects the 

fact that the more female students in the Putonghua-only class, the greater 

chance they attained higher mean scores than the male students. TF3 indicates 

that the students of the Putonghua-only class gained a higher mean scores than 

the translanguaging class on most of the YCT Levels 1 & 2 Listening and 

Reading posttests, except on the YCT Level 1 Reading posttest. The table below 

shows the mean scores of the two classes in YCT Levels 1 and 2 Listening and 

Reading tests: 

Table 6.1 

Mean Scores of the Putonghua-only and Translanguaging Classes on the YCT 

Level 1 and 2 Listening and Speaking Posttests  

 

YCT Level 1 Listening Test  

Gender  Putonghua-only Class Translanguaging Class 

Female 82.78 73.85 

Male 77.64 73.50 

Total 80.21 73.70  

YCT Level 2 Listening Test  

Gender  Putonghua-only Class Translanguaging Class 

Female 66.94 62.31 
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Male 65.00 57.73 

Total 66.46 60.21 

YCT Level 1 Reading Test  

Gender  Putonghua-only Class Translanguaging Class 

Female 55.93 66.15 

Male 55.56 63.03 

Total 55.83 64.72 

YCT Level 2 Reading Test  

Gender  Putonghua-only Class Translanguaging Class 

Female 39.72 37.69 

Male 45.83 26.36 

Total 41.25 32.50 

 

      The above data shows that in the YCT Levels 1 and 2 Listening posttests, 

the average scores of the Putonghua-only class were 6.3 (80.21 vs 73.70) and 

6.25 (66.46 vs 60.21) higher than the average scores of the translanguaging class 

respectively. It is noticeable that while the average score of the Putonghua-only 

class in the YCT Level 1 Reading posttest was 8.89 (55.83 vs 64.72) lower than 

the average score of the translanguaging class, their average score in the YCT 

Level 2 Reading posttest was 8.75 (41.25 vs 32.50) higher than the average 

score of the translanguaging class. This may be due to the mistake of the teacher 

of the translanguaging class who accidentally gave more time to her class to 

take the test. The students of the translanguaging group took 20 more minutes 

than the students of the Putonghua-only class to complete the YCT Level 1 

Reading posttest. It is noticeable that the data also shows that there was no 

significant difference in the learning achievements between the female and male 
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CSL/CFL students in both classes. Unlike some research studies which claim 

that girls outperform boys in foreign language learning (Ellis, 1994; Heinzmann, 

2009), this study suggests that Chinese language learning at the early primary 

level is gender-neutral with respect to student achievement. When we look at 

the individual students’ scores, we find that overall, the students of the 

Putonghua-only class outperformed the students of the translanguaging class. 

Taking their scores of YCT Level 1 Listening posttest as an example, we can 

see that 62.5% of the students in the Putonghua-only class attained above 80 

marks, and 46% of the students in the translanguaging class obtained above 80 

marks. Table 6.2 below shows a sample of the comparison number between the 

Putonghua-only students and the translanguaging students on various score 

scales in the YCT Level 1 Listening posttest: 

Table 6.2 

Number of the Putonghua-only and Translanguaging Students at Various Score 

Scales in the YCT Level 1 Listening Posttest 

 

 No. of students in 

Putonghua-only class 

No. of students in 

translanguaging class 

Above 90 marks  8 5 

80-90 marks 7 6 

70-80 marks  5 8 

60-70 marks 4 2 

Below 60 marks  0 3 

 

      TF4 indicates that overall the students of the Putonghua-only class achieved 

better results in the OCT Levels 1, 2, and 3 Speaking and Listening tests than 

the students of the translanguaging class did. Specifically, 57% of the 

Putonghua-only students versus 32% of the translanguaging students attained 
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above 60 marks in the OCT Level 1 Listening and Speaking posttest; 50% of 

the Putonghua-only students versus 18% of the translanguaging students 

attained above 70 marks in the OCT Level 1 Listening and Speaking test. In the 

OCT Level 2 Listening and Speaking posttest, 57% of the Putonghua-only 

students versus 39% of the translanguaging students attained above 60 marks, 

and 50% of the Putonghua-only students versus 18% of the translanguaging 

students attained above 70 marks in the OCT Level 3 Listening and Speaking 

posttest. 33% of the Putonghua-only students versus 23% of the translanguaging 

students attained above 60 marks, while 15% of the Putonghua-only students 

versus only 5% of the translanguaging students attained above 70 marks. 

According to the description of the Confucius Institute Headquarters about the 

OCT tests (Confucius Institute Headquarters, 2021), the OCT Listening and 

Speaking tests are divided into 4 stages, beginner (Levels 1 and 2, suitable for 

students who have acquired 110-200 basic vocabularies), progressive (Levels 3 

and 4, suitable for students who have acquired 300-400 basic vocabularies), 

Intermediate (suitable for students who have acquired 500-650 basic 

vocabularies) and applications (suitable for students who have acquired 1000-

1200 basic vocabularies). The test results show that the majority of the students 

in both classes were at beginners level, with more than 25% of the students of 

the Putonghua-only class outperforming the students of the translanguaging 

class in the OCT Levels 1 and 2 Speaking and Listening posttests. TF2, TF3, 

and TF 4 congruently indicate that CSL/CFL students achieved better results in 

listening in the Putonghua-only classes than those students who learned in the 

translanguaging classes. We may explain why the CSL/CFL students in the 

Putonghua-only class outperformed the students of the translanguaging class in 
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the experiment using my theoretical framework, composed of three interrelated 

parts of the SLA process. According to Part 1 of the theoretical framework, the 

success of the CSL/CFL students is attributed to the language input provided 

for them. TF2, TF3, and TF4 support many cognitive researchers’ views on SLA 

that children’s L2 acquisition is internally driven, and their interlanguage 

develops gradually as they are exposed to the target language (VanPatten & 

Williams, 2007). According to Krashen’s (1985, 1994) acquisition-learning 

hypothesis, acquisition and learning are two independent ways of developing 

linguistic skills, and L2 acquisition is more important than learning, as it is a 

product of subconscious processes of natural communication in the target 

language. The implication of the acquisition-learning hypothesis for L2 

teaching is that teachers need to spend more time using the target language with 

their students to maximise their opportunities to acquire the language. Thus, 

TF2, TF3, and TF4 support Krashen’s acquisition-learning hypothesis.   

      The students of the Putonghua-only class were exposed to the target 

language as close to L2 immersion as possible; eventually, they were provided 

with more opportunities to receive L2 input, produce L2 output and engage in 

L2 interactions, which led to the success of SLA (Butzkamm, 2000; Hartshorne 

et al., 2018; Swain, 1985). This is corroborated by LF10 (Lesson Observation 

Finding 10) that most of the students in the experimental group achieved all 

learning targets ranging from listening, speaking to reading and writing with 

good outcomes in all observed lessons, while the students of the control group 

were only able to do direct word translation from Chinese to English. 

Specifically, LF5 is congruent with LF10 that the students of the Putonghua-

only class used 72.5% Putonghua when answering the teacher’s questions, with 
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good pronunciation, intonation, and fluency, while the students of the 

translanguaging class mainly used English when answering the teacher’s 

questions, except for reading the target texts. These findings reveal a 

phenomenon that in an L2 immersive instruction environment, the students tend 

to produce more target language precisely. LF1 indicates that the teacher of the 

Putonghua-only class used nearly 100% Putonghua in his teaching, while the 

teacher of the translanguaging class used more than 90% English in her teaching. 

We have reasons to believe that the Putonghua-only immersive instruction is 

more effective than the translanguaging instruction in contributing to the 

success of the CSL/CFL students in acquiring the Chinese language. In a 

Putonghua-only immersive instruction environment, the students of the 

Putonghua-only class received sufficient target language input. Gradually, they 

understood the words and sentences uttered by the teacher, and were able to use 

the learnt words and sentences to answer the teacher’s questions.  

      According to Part 2 of the theoretical framework, the success of the 

CSL/CFL students is attributed to the use of scaffolding strategies during the 

process of SLA, in which the teacher adopted a variety of instructional strategies 

to interact with the L2 learners to make both the language input and output 

comprehensible. Scaffolding is described by Stone (1998) as an interpersonal 

process in which both teacher and student are active in interaction. According 

to some interactionist theorists (Ellis, 1994; Long, 1996), L2 learners in an 

interactive situation are likely to be pushed to modify their output, which 

facilitates their L2 learning. LF6 indicates that the teacher of the Putonghua-

only class used more teaching strategies than the teacher of the translanguaging 

class to promote children’s cognitive engagement and support the target 
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language acquisition and instructional outcomes of the lessons. Extracts 9 and 

10 in the data analysis chapter elaborated on the strategies the teacher of the 

Putonghua-only class used to enhance students’ learning, such as planning well-

structured lessons in terms of the students’ needs and academic levels, providing 

more opportunities for the students to practise the target language through 

grouping and using questioning techniques to find out the students’ prior 

misconception on the words and sentence patterns, and to provide intervention 

accordingly. Long (1996) points out that the L2 acquisition is facilitated by 

negotiation work that triggers interaction adjustments by more competent 

interlocutors, and connects input, the L2 learners’ selective attention and output 

in productive ways.  

      According to Part 3 of my theoretical framework, the success of the 

CSL/CFL students is also attributed to the comprehensible output the students 

are pushed to produce in an immersive environment. Comprehensible output 

has a significant role in the development of syntax and morphology in the field 

of SLA. Swain (1995) points out that L2 learners in immersion settings need to 

be pushed to take a more active role in analysing the use of the target language, 

such as moving from processing the semantics of the target language to 

processing the syntax of the target language, so that the L2 learners can produce 

the target language grammatically correct. Extract 3 described an instructional 

process that the teacher of the Putonghua-only class guided the students to use 

given words to form a sentence “你是哪國人？” successfully. This finding 

corroborates Swain’s (1985, 1995) viewpoint that in an L2 immersive 

environment, learners can make progress to merge the gap between what they 

can do and what they need to develop further, in order to master the target 
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language. It also highlights the importance of the scaffolding strategies the 

teacher adopts to motivate and interact with the L2 learners, in order to support 

them to produce the target language with the correct form.         

      On the whole, there is a relation between learning achievement and MOI. 

The experiment showed that the students of the Putonghua-only class 

outperformed the students of the translanguaging class. A noteworthy point is 

that the students of the Putonghua-only class showed much more obvious 

progress on listening and speaking. This finding corroborates some research 

results that the sufficient exposure to the target language is the key for the 

students with a variety of listening comprehension to acquire higher level 

listening skills, which is a significant predictor of speaking skills (Demir, 2017; 

Renukadevi, 2014). The Putonghua-only students’ better performance in 

acquiring the Chinese language is due to the adequate intake of  language input 

from various sources, the immersive environment, the teacher-student 

interaction, as well as the scaffolding strategies used by the teacher in the 

immersive environment. While it is easy for us to understand that in the 

experiment, the Putonghua-only instruction provided the CSL/CFL students 

with sufficient input, how the L2 immersive environment caused the students to 

produce more target language with the correct form, and why the teacher of the 

Putonghua-only class used more scaffolding strategies, which collectively 

contributed to the success of the CSL/CFL students in acquiring the Chinese 

language, still remain unclear. In the next section, I will discuss how a particular 

MOI affects the students’ learning achievement.  
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6.3 Effectiveness of a Particular MOI on CSL/CFL Students’ Learning 

Achievement  

 

      In this section, I will address the second research question on how a 

particular MOI, Putonghua-only or translanguaging, affects L2 learners’ 

Chinese language achievement by applying the three interrelated perspectives, 

i.e., comprehensible input hypothesis, interaction hypothesis, and pushed output 

hypothesis, which formed the three parts of my theoretical framework.  

      From the comprehensible input perspective, the use of a particular MOI has 

a specific degree of impact on the development of the CSL/CFL students’ 

receptive skills (listening and reading). LF2 shows that while the students of the 

translanguaging class understood the teacher’s instruction well throughout the 

experiment, the students of the Putonghua-only class encountered some 

difficulties in understanding the teacher’s instruction at the beginning of the 

experiment but improved gradually. LF1 reveals that the teacher of the 

translanguaging class used more than 90% English, which is the students’ first 

language, in her teaching, and that was why the students of the translanguaging 

class understood her instruction well throughout the experiment. It was 

interesting that although the teacher of the Putonghua-only class used nearly 

100% Putonghua in his teaching (LF1), and the students in the class encountered 

difficulty in understanding the teacher’s instruction at the beginning of the 

experiment, eventually, they overcame the difficulty, and used 72.5% 

Putonghua when answering the teacher’s questions, with good pronunciation, 

intonation and fluency (LF5). Extract 1 showed that the class looked a bit 

chaotic when the teacher’s instructions and explanation were a bit lengthy and 

unclear at the beginning period of the experiment. Extract 2 showed an example 

that the situation improved gradually when the teacher used simple explanations, 
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the interactive whiteboard, word cards and body language to help a student 

understand his role in a Q&A activity. Extract 3 showed an example that at the 

latter period of the experiment, the students of the Putonghua-only class showed 

in-depth understanding of the teacher’s instruction without the assistance of 

visual cues provided by the teacher, and were able to read and recognise isolated 

words and put them in a right order to make a fluent sentence. These findings 

reflect the fact that the participants of the Putonghua-only class were 

accustomed to mixed-mode (English and Putonghua) instruction after studying 

in the sample school for a couple of years, so it took them a period of time to 

adapt to the Putonghua-only MOI. The teacher also spent a period of time 

understanding the needs of the students; eventually, he was able to provide 

comprehensible input by considering the students’ current level of Chinese 

proficiency. According to Krashen (1985, 1994), comprehensible input is the 

most important factor in SLA, and people improve their language skills through 

listening to and reading the texts they can understand. Obviously, when the 

teacher of the Putonghua-only class was able to provide the linguistic input that 

is slightly more advanced than the students’ level, the students showed good 

understanding of his instruction. Extract 2 showed an example that in a lesson, 

the teacher of the Putonghua-only class used body movements, word cards and 

interactive whiteboards to successfully make two students understand their roles 

in a dialogue, Ni shi na guo ren? (Where are you from?) Wo shi _____ ren (I 

am from ____.), and successfully complete the dialogue practice using the given 

word cards. LF1, LF2, and LF5 are supported by TF2, TF3, and TF4 that the 

students of the Putonghua-only class outperformed the students of the 

translanguaging class greatly on their listening and speaking. A significant 
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difference in the mean score [F(1, 42) = .000, p = .038] between the Putonghua-

only class and the translanguaging class was found in the YCT Level 1 Listening 

posttest. More than 20% of the students of the Putonghua-only class achieved 

better results in the OCT Levels 1, 2, and 3 Speaking and Listening tests than 

the students of the translanguaging class. These findings can be accounted for 

by Krashen’s (1994) comprehensible hypothesis, which postulates that SLA is 

a one-way unconscious process and is determined by the amount of 

comprehensible input. By looking at the fact that the students of the Putonghua-

only class received much more comprehensible input (the target language) 

produced by the teacher in daily lessons, we may understand that the Putonghua-

only instructional environment is a prerequisite for the success of CSL/CFL 

learning.  

    From the above discussion, we may also find an interesting point that the 

students of the Putonghua-only class adapted to the changing MOI very quickly. 

LF4 supports this point by indicating that the interactions between the teacher 

and the students in both the translanguaging class and the Putonghua-only class 

were active. Why do the students of the Putonghua-only class respond to the 

Putonghua-only MOI so actively and positively? From Krashen’s (1985, 1994) 

affective filter hypothesis and the notion of critical period hypothesis (Long, 

1990), which formed Part 1 and Part 2 of my theoretical framework respectively, 

we may find the answer. The affective filter hypothesis is incorporated by 

Krashen (1985) as one of his five input hypotheses. He declares that a student’s 

anxiety, motivation, self-esteem, and attitude can be regarded as the affective 

filter, which is responsible for individual variations in SLA. Students are able 

to acquire more language input because of the low filtering effects, such as clear 
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motivation, strong self-confidence, and low anxiety. On the other hand, when 

the affective filter is at an increased level, language development is deterred, 

hindering the students’ SLA. Krashen (1985) points out that young second 

language learners are equipped with relatively low affective filters, so they tend 

to react positively to target language-only immersive environments. 

Considering the fact that the participants were Year 2 students, who were at the 

age of 6 during the period of the experiment, we may understand that they just 

naturally adapted to the new MOI, Putonghua-only, due to their low affective 

filter. Similarly, the participants were at their critical period of L2 learning; 

Hartshorne et al. (2018) define the oldest age of first exposure to an L2 for L2 

learners to be able to reach native-like proficiency is prior to 17 years old. Many 

researchers agree that in the long run, L2 learners are likely to acquire their L2 

successfully in immersive settings, as young children have a neurological 

advantage in learning languages, and have a better ability than adults to adapt 

to the language input (Birdsong, 1999; Hartshorne et al., 2018; Long, 1990; 

Singleton, 1999). In contrast, the students of the translanguaging class were not 

appropriately challenged by the teacher when acquiring the Chinese language. 

Due to the fact that the teacher used English very often in her instruction, and 

the contents she delivered in English were simple, the students, as a result, easily 

got bored and showed off-task behaviour. Extract 6 showed an example that the 

class was a bit out of control when the teacher simply used English to invite the 

children to write the character “是” on the whiteboard. Clearly, Putonghua-only 

MOI is suitable for CSL/CFL young learners due to their inner low affective 

filter, and effective in providing more target language input and bringing out 

richer language output as LF1, LF4, and LF5 indicated.  
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      From the interaction perspective, which formed Part 2 of the theoretical 

framework, comprehensible input is essential for SLA, but interactive input, 

which involves modifications to the interactional structure of conversations 

between participants, is more important (Long, 1996). Regarding the role of 

language input, there has been a difference between Krashen’s comprehensible 

input model and Long’s input-interaction model. While Krashen (1994) claims 

that SLA merely takes place by means of comprehensible input, which is a little 

beyond the L2 learners’ current level, Long (1996) points out that in the process 

of SLA, language input that the L2 learners receive is strengthened by the 

reproduction of the input through negotiation for meaning and feedback during 

teacher-student interaction. Extract 12 showed an example of a teacher-student 

interaction through negotiation for meaning and feedback that the teacher of the 

Putonghua-only class noticed a student writing a Chinese character, 十（shi), 

with incorrect stroke order. The teacher provided feedback to the student by 

pointing out the errors, and guiding the student to clarify which stroke goes first. 

Eventually, the student was able to rewrite the character with the correct stroke 

order. In this study, the use of a particular MOI in a CSL/CFL classroom has 

been shown to have a specific degree of impact on teacher-student and student-

student interactions that lead to the success of SLA. LF3 and LF4 indicate that 

the teacher-student interactions of the Putonghua-only class were more content-

focused than those of the translanguaging class. In the Putonghua-only class, to 

ensure that the students understood the teacher’s instructions, the teacher had to 

keep his instructions brief, simple, and closely related to the taught contents, 

which provided a context for the students to negotiate with him for the meaning 

of taught words or sentences in the process of the interactions. In contrast, there 
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was no such need in the translanguaging class, as the teacher used a great deal 

of English to assist her instructions. And as a result, the students of the 

translanguaging were not challenged appropriately regarding the taught 

linguistic contents, therefore, a number of students in that class were likely to 

display off-task behaviour. Extract 8 showed an example of the students of the 

translanguaging class being restless and interruptive when the teacher used 

nearly 100% English for her instructions. One of the interactionist theorists, 

Michael Long (1996) stresses the importance of interactive input provided for 

participants during the process of SLA. He points out that although 

comprehensible input is necessary for SLA, it is not sufficient. Interactive input 

is more important than non-interactive input. By creating an optimal 

environment and arranging appropriate tasks for the L2 learners, teachers 

provide a context for them to negotiate with the teacher for the meaning and the 

use of the target language, and the negotiation for meaning elicits negative 

feedback such as recasting a sentence, which facilitates the learners’ L2 

development (Long, 1996). It is noticeable that LF3 indicates that the students 

of the Putonghua-only class were more focused than the students of the 

translanguaging class, who were more restless and had more discipline issues 

in lessons. Why is there such a discrepancy in students’ attitudes of the two 

classes? Both classes truthfully reflected their attitudes towards the MOI they 

received. As both teachers have taught in the same school for nearly 10 years, 

they are very familiar with the Year 2 CSL/CFL students and their needs. They 

are able to adjust their own teaching using different MOI pertaining to the 

teaching contents, teaching methodologies, and strategies. LF6 indicates that 

the teacher of the Putonghua-only class used more instructional strategies than 
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the teacher of the control group to promote children’s cognitive engagement and 

support the target language acquisition and instructional outcomes of the lessons. 

By making the explanation simpler, clearer, and more content-focused, with the 

assistance of appropriate body language in the experiment, the teacher of the 

Putonghua-only class successfully attracted the children’s attention to the taught 

contents, and enhanced their learning engagement. It is noticeable that although 

the use of Putonghua-only as the MOI made it hard for his students to 

understand at the beginning of the experiment, in the long run, it pushed the 

teacher to improve the clarity of his explanations, in order to make his 

instructions comprehensible for the students. In addition, when the teacher’s 

instructions fell into a meaningful context, which took account of the students’ 

L2 processing capacity, the use of the Putonghua-only instruction helped to 

stimulate the students’ attention to the linguistic features, and stay focused in 

lessons. Thus, the students of the Putonghua-only class showed increased on-

task behaviour due to the Putonghua-only MOI, which provided the right level 

of challenges to the students. In contrast, the teacher of the translanguaging class 

used less instructional strategies, simply due to the fact that the use of 

translanguaging as the MOI did not require her to adopt more strategies to assist 

her explanations and instructions. So, if translanguaging is the MOI in a 

CSL/CFL class, there will be a possibility that the teacher will tend to use more 

English than Chinese in a lesson. And due to the limitation of the taught contents, 

his/her English speaking will also tend to be simple and involve a lot of repeated 

messages, which will not promote the students’ high-level thinking, and 

eventually, they will become bored and show off-task behaviour. This finding 

corroborates Long’s (1996) viewpoint that the environmental contributions to 
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SLA are mediated by the learners’ selective attention and L2 processing 

capacity, and the modification to the negative feedback derived from the 

teacher-student interactions will promote the L2 learners’ language acquisition.  

      Here, we doubt why in this translanguaging class, the teacher used more 

than 90% English for her instructions. Did she really use translanguaging as 

MOI in the experiment? What is the ratio of L1 and L2 used in the classroom 

regarding translanguaging practices? As defined in the literature review chapter, 

translanguaging is a language practice that focuses on how speakers use their 

linguistic repertoire to the fullest in order to create meaning through interactions 

(Cenoz & Gorter, 2015; Lewis et al., 2012). In a broad sense, translanguaging 

can be implemented in a variety of activities in different forms, such as 

translating terms from L2 into L1, reading a text in L2 and summarising it in 

L1, allowing the use of L1 in student group work, explaining something in L1 

after the explanation in L2 has failed (Cenoz & Gorter, 2017; Lewis et al., 2012). 

From this point of view, the teacher of the translanguaging class did use 

translanguaging as the MOI as her instructions involved the translation of 

teacher explanations, and the students were provided with bilingual learning 

materials, and allowed to use L1 in their group work. The only problem was that 

the teacher of the translanguaging class used much more English than 

Putonghua in her instructions, which in some ways, did not provide the students 

with adequate opportunities to acquire the target language, nor lead to a better 

understanding of the target language by provoking them to complete their 

linguistic repertoire. In contrast, although the teacher of the Putonghua-only 

class nearly used 100% Putonghua-only in his teaching, translanguaging 

practices were still found in his class. The data shows that the student-student 
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interactions in the experimental group were about 96% in English, and teacher-

student interactions were about 50% in English and 50% in Putonghua. Clearly, 

the use of Putonghua-only as the MOI in the CSL/CFL class did not hinder the 

students from applying their linguistic repertoire to acquire the target language, 

rather, it ensured the quality and quantity of the language input that is necessary 

for the students, and motivated them to use the target language in the process of 

interacting with the teacher.  

      From a pushed output perspective, which formed Part 3 of the theoretical 

framework, emphasising the process of how the L2 learners were pushed to 

produce the target language, the use of a particular MOI had a specific degree 

of impact on the development of the CSL/CFL students’ productive skills 

(speaking and writing). LF5 indicates that students of the Putonghua-only class 

used 72.5% Putonghua when answering the teacher’s questions, while the 

students of the translanguaging class mainly used English when answering the 

teacher’s questions, except for reading the target texts. LF10 also indicates that 

most of the students in the Putonghua-only class achieved all learning targets 

ranging from listening, speaking to reading and writing with good outcomes in 

all observed lessons, while the students of the control group were only able to 

do direct word translations from Chinese to English. LF5 and LF10 are 

supported by TF4 which indicates that the students of the Putonghua-only class 

outperformed the students of the translanguaging class in the OCT Levels 1, 2, 

and 3 Speaking tests. Why are the CSL/CFL students’ productive skills 

developed well in a classroom in which Putonghua-only is adopted as the MOI? 

According to Swain’s (1985, 1995) output hypothesis, output is a dynamic 

process, in which the L2 learners must be pushed to produce the target language, 
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in order to internalise and master the linguistic knowledge. The dynamic process 

includes the three interrelated steps of language acquisition, from noticing the 

linguistic problem, to testing the production and receiving the teacher’s 

feedback, and to internalising and applying the linguistic knowledge in use. 

Extract 12 that I mentioned above also shows the steps of how the teacher of 

the Putonghua-only class elicited a student’s language output. In Step 1, by 

questioning the student if he was writing the character “十” with the correct 

stroke order, the teacher successfully drew his attention on the linguistic error. 

In Step 2, by asking the student whether he should write the horizontal line first 

or the vertical line first, the teacher pushed the student to actively think what 

the correct stroke order is. And then, the student did a trial by using her index 

finger to draw the character with the correct stroke order. In Step 3, the student 

wrote the character correctly after receiving the teacher’s confirmation on her 

trial. In contrast, the students of the translanguaging class did a lot of reading 

out texts and the direct translation work with the teacher, which required more 

mechanical memory than the students’ high-level thinking. Clearly, this finding 

corroborated with Swain’s (1985, 1995) claim that in an L2 immersive 

environment, the L2 learners are likely to be pushed to produce output, in order 

to develop grammatical accuracy.  

      In summary, SLA is a dynamic process in which sufficient comprehensible 

input and interactive input are provided for learners in a systematic way to allow 

them to produce the target language with correct forms. The use of a specific 

MOI has different impacts on the processes of SLA, and causes different 

learning achievements. Firstly, from the comprehensible input perspective, 

Putonghua-only MOI has a more positive impact than the translanguaging MOI 
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on improving the CSL/CFL students’ listening and reading skills, as it provides 

more opportunities for the CSL/CFL students to receive sufficient Putonghua 

input, which is an important factor of determining the success of the language 

acquisition. For the young CSL/CFL students, Putonghua-only MOI is not a 

barrier for them to acquire the Chinese language. Instead, due to the fact that 

the young CSL/CFL students are at the emerging stage of their critical period 

of L2 learning, they have a relatively low affective filter and have a neurological 

advantage in learning languages, which enables them to adapt to the target 

language immersive environment easily. Putonghua-only MOI actually helps to 

provide the CSL/CFL students with more target language input and output 

richer target language. Secondly, from the interaction perspective, the use of the 

Putonghua-only MOI in a CSL/CFL class has a more positive impact than the 

use of the translanguaging MOI on teacher-student and student-student 

interactions, as it helps to construct an environment which facilitates students 

to use the target language to interact with the teacher. There is an interesting 

finding in this study that the use of Putonghua-only MOI in a CSL/CFL class 

does not hinder the students’ translanguaging practices. In fact, it has a more 

positive impact on students’ learning attitude during the process of the 

interactions, which leads to a better learning performance and achievement. 

While the use of Putonghua-only MOI in some ways forces the teacher to 

improve the clarity of explanation, and use appropriate instructional strategies 

in order to enhance the CSL/CFL students’ understanding of the taught contents, 

the use of translanguaging MOI in a CSL/CFL class easily triggers students’ 

off-task behaviour as the translanguaging MOI is not likely to be implemented 

effectively. Thirdly, from the pushed output perspective, Putonghua-only MOI 
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has a more positive impact than the translanguaging MOI on improving the 

CSL/CFL students’ speaking and writing skills, as the CSL/CFL students in an 

L2 immersive environment tend to produce more target language accurately. It 

has been found that within a lesson, students of the Putonghua-only class tended 

to achieve more learning targets with good outcomes than the students of the 

translanguaging class whose performance mainly focused on direct translations 

from Chinese to English. Students of the Putonghua-only class spoke far more 

Putonghua with good pronunciation, intonation, and fluency when answering 

the teacher’s questions than the students of the translanguaging class who 

mainly used English to respond to the teacher’s questions. It is noticeable that 

the three perspectives all direct to an important point that the use of L2 in teacher 

talk is key to the success of L2 acquisition. In this study, it means that the use 

of Putonghua-only MOI directly contributed to the CSL/CFL students’ success 

in learning the Chinese language. In the next section, I will discuss the specific 

factors of the Putonghua-only MOI that enhance CSL/CFL students’ learning 

achievement.  

 

6.4 Factors contributing to CSL/CFL Students’ Learning Achievement  

 

      From the above discussion, we have verified that the CSL/CFL students 

attained better Chinese language proficiency in a classroom where Putonghua-

only was adopted as the MOI than in a classroom where translanguaging was 

the MOI. However, what contributes to the CSL/CFL students’ better 

achievement with regard to the Putonghua-only MOI still remains unclear. The 

third research question sought to find out specific factors such as the measures 

and strategies employed by the teachers and students to facilitate the students’ 

learning achievement, with regard to a particular MOI, Putonghua-only, or 
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translanguaging. LF2 indicates that students of the Putonghua-only class did 

encounter difficulties in understanding the teacher’s instructions at the 

beginning of the experiment, despite the fact that in the latter period of the 

experiment, they showed more focused learning attitude, produced more target 

language with good pronunciation, intonation, and fluency, and achieved better 

outcomes than the students of the translanguaging class (LF3, LF5, and LF10). 

LF6 indicates that, to promote children’s cognitive engagement and to support 

the target language acquisition and instructional outcomes of the lessons, the 

teacher of the Putonghua-only class used more instructional strategies than the 

teacher of the translanguaging class. These qualitative findings reflect a 

scaffolding process in which the CSL/CFL students improved their Chinese 

language proficiency with the teacher’s support. In the following, I will discuss 

the specific factors that helped to facilitate the CSL/CFL students’ language 

acquisition from both macro and micro angles.  

      At the macro level, the consistent, predictable, well-structured, and 

language-rich classroom environment the teacher of the Putonghua-only class 

constructed was the key to his students’ success in acquiring the Chinese 

language. LF7 indicates that the teacher of the experimental group arranged 

more specific learning activities in a well-structured way for his students by 

considering the levels of difficulties from listening and speaking to reading and 

writing. The theoretical framework addresses how L2 learners acquire a second 

or a foreign language in a scaffolding process. In the process of acquiring the 

target language, the L2 learners are exposed to adequate comprehensible input 

that is slightly beyond their current level of competence, test their speaking and 

writing production, internalise the use of the target language based on the 
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reflection they make on the target language, and the feedback received from the 

teacher. Eventually, they are pushed to produce the target language correctly. 

To a great extent, the success of the CSL/CFL students of the Putonghua-only 

class in acquiring the Chinese language is attributed to the use of Putonghua-

only as the MOI, which is the driving force for the students to produce the 

Chinese language accurately. In the scaffolding process of SLA, 

comprehensible input, comprehensible output and scaffolding are the three key 

elements which are interrelated with each other, and the scaffolding is used as 

a bridging strategy to help to transfer the linguistic input the L2 learners receive 

to the output they produce through interactions with competent interlocutors in 

a constructed L2-rich environment. As defined in the literature review chapter, 

activities organised for the four types of scaffolding, including modelling, 

bridging, contextualising, and building schema, are to provide the L2 learners 

with comprehensible input, in order to develop their receptive skills, such as 

listening and reading comprehension skills. LF6 and LF7 indicate that the 

teacher of the Putonghua-only class used more specific instructional strategies 

in teaching during the experiment, such as providing accurate speaking 

examples (modelling), arranging tasks appropriate to students’ language level 

(bridging), embedding the language in sensory contexts (contextualising), and 

organising a variety of activities in a clear and coherent sequence (building 

schema). The teaching strategy was affected by the use of Putonghua-only as 

the MOI in the CSL/CFL classroom. This is because these scaffolding strategies 

are only effective in an L2 immersive environment. The collected data shows 

an example of the use of the building schema strategy by the teacher of the 

Putonghua-only class. In the lesson dated 13 March 2019, he arranged five 
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coherent learning activities covering the listening, speaking, reading, and 

writing practices in sequence. Specifically, the activities were arranged as 

follows: 

1. Whole class activities for reading out Pinyin, topic-related Pinyin words 

and recognising country words;  

2. Group activity for oral sentence making; and 

3. Individual writing activity for forming sentences using given words. 

      The activities were arranged according to the level of difficulty, the 

development of the students’ receptive and productive skills, and the balance of 

the whole-class activities, group interactions, and individual support. In terms 

of child L2 acquisition, Nicholas and Lightbown (2008) point out that 

“sufficient input in the new language will allow the children to discover the 

regularities of the linguistic features… and teachers need to find the balance 

between being sufficiently supportive in accepting the children’s intentions and 

sufficiently challenging in consistently pushing them into more complex 

material that requires both more complex and more precise uses of the new 

language” (p. 44). In contrast, the teacher of the translanguaging class used less 

instructional strategies and arranged less learning activities within lessons (LF6 

and LF7). The reason for using less instructional strategies was simply due to 

the fact that there was no need for the teacher to use more strategies to assist her 

explanation, as she could switch to English for instruction when needed. Also, 

the reason for arranging less activities was due to the fact that the teacher had 

to spend some time during the lessons to deal with students’ misbehaviour (LF3), 

which was partly caused by the MOI the teacher used. Translanguaging failed 

to provide sufficient challenges for the students to promote their cognitive 
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engagement, so they became restless and showed off-task behaviour in lessons. 

Extract 8 showed an example that in a lesson the teacher of the translanguaging 

class lost her teaching focus because of handling her class’s discipline issue. 

Clearly, in a CSL/CFL classroom where Putonghua-only is adopted as the MOI, 

the teacher is likely to provide the students with sufficient input that is 

reasonably challenging in pushing them to improve their listening and reading 

skills. With regard to the use of Putonghua-only as the MOI in CSL/CFL classes, 

we would like to explore further to find out what contributes to the CSL/CFL 

students’ success in producing the target language, Putonghua speaking and 

writing skills. The theoretical framework shows that activities arranged for the 

other two types of scaffolding, re-presenting text and developing metacognition, 

are to provide the L2 learners with opportunities to test what they know about 

the target language, and to push them to reflect on the use of the target language, 

allowing them to internalise the language rules, in order to enhance their fluency 

in speaking and writing. LF5 and LF10 indicate that students of the Putonghua-

only class used 72.5% Putonghua when answering the teacher’s questions, and 

most of them achieved all learning targets ranging from listening, speaking to 

reading and writing with good outcomes in all observed lessons. We found that 

all these achievements resulted from adopting the scaffolding strategies, 

including engaging learners in activities that require the transformation of 

linguistic constructions (re-presenting text) and providing feedback to the 

students, helping them in applying the learned language features in use 

(developing metacognition). And the use of the scaffolding strategies were 

directly linked to the use of Putonghua-only MOI in the CSL/CFL classroom. 

This is because the Putonghua-only MOI assures adequate Putonghua learning 
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practice activities for the young learners who are likely to draw on whatever 

resources are available to them while attempting to accommodate to their 

perceptions of the norms of their interlocutors (Nicholas & Lightbown, 2008). 

Extract 10 offered an example that the teacher used appropriate questioning 

skills and feedback to correct a student’s misconceptions in decoding the 

meaning of a new sentence he wrote based on the given sentence pattern. In 

return, the student responded to the teacher’s questioning and feedback by 

modifying his output in order to produce the correct answer. In contrast, the 

students of the translanguaging class mainly used English when answering the 

teacher’s questions, except for reading the target texts, and were only able to do 

direct word translations from Chinese to English. Clearly, in a CSL/CFL 

classroom, the use of Putonghua-only as the MOI is more likely to nurture a 

well-structured and target language rich environment, in which the teacher 

encourages students’ comprehension and production, ensuring that they are able 

to produce the target language and understand their interlocutors.  

      At the micro level, specific teaching methods pertaining to the Putonghua-

only MOI are the factors that contributed to the success of the CSL/CFL 

students of the Putonghua-only class in acquiring the Chinese language. 

Specifically, instructional strategies including differentiation and grouping, 

task-based interaction and cooperative learning, questioning and providing 

feedback, organising structured and predictable learning activities, and using a 

variety of resources, were found in the Putonghua-only class. In the following, 

I will elaborate on the effect of these micro level teaching strategies on the 

CSL/CFL students’ learning achievement in terms of the use of Putonghua-only 

as the MOI.  
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      One of the most frequently-used instructional strategies is differentiation 

and grouping. Observed data (Extracts 9 and 10) illustrate that group activities 

were often adopted by the teacher of the Putonghua-only class to find out 

individual students’ learning needs for accommodation and intervention, and to 

provide them with more opportunities to practise the target language in class. 

With the heterogeneous grouping, the teacher constructed a supportive 

environment for the faster learners to help others to learn in the group, also for 

himself to effectively communicate with the students. Interactionist theorists 

believe that in an immersive language environment, the L2 learners are able to 

authentically experience the target language in use (Long, 1996). However, in 

real practice, especially when teaching a large group of L2 students, 

constructing an immersive target language-only environment for SLA is not 

sufficient, using differentiation and grouping as an instructional strategy in 

concert with the target language-only MOI ensures that the individual students 

have access to input and interactions with the teacher or more competent 

interlocutors.  

      Related to differentiation and grouping, content-based activities and 

cooperative learning were also adopted by the teacher of the Putonghua-only 

class as an instructional strategy to further facilitate the students’ understanding 

of the teacher’s Putonghua-only instruction. LF4 indicates that the teacher of 

the Putonghua-only class maintained a content-focused interaction with the 

students. Observed data (Extracts 7 and 8) illustrates that the interactions 

between the teacher of the Putonghua-only class and the students were highly 

content-based and practical. He always used simple and clear-cut instructional 

language in Putonghua, while the interactions between the teacher of the 
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translanguaging class and the students were mainly in English, less content 

focused and had a lot of non-content related talking, which was often related to 

discipline issues. In the process of second language development, task-based 

interaction provides the motivation and opportunities for L2 learners to 

communicate with each other, both explicitly and implicitly, which in turn, 

draws the learners’ attention to problematic forms of their interlanguage, and 

pushes them to produce modified output (Long, 1996). Clearly, in the 

Putonghua-only class, when the teacher’s instructions were more precise and 

content-focused, the students were more motivated in acquiring the Chinese 

language, and made better achievement in task-based interactions with the 

CSL/CFL students. Cooperative learning as a form of task-based interaction 

was also often found in the Putonghua-only class during the experiment. Extract 

9 describes in detail a picture that four students were taking turns to act as the 

interviewer and interviewees with the word cards to practise two sentence 

patterns about nationalities, 你是不是______人？Ni shi bu shi _____ren? (Are 

you … or not?)  我是/不是_____人。Wo shi / bushi ____ren ( I am / am not....). 

The students spoke complete Putonghua for the practice and were highly 

engaged in the activity.  

      Questioning and providing feedback as the instructional strategies were 

found to be adopted by the teacher of the Putonghua-only class very often in all 

observed lessons, both in whole-class activities and group activities. Extract 10 

depicted that the teacher of the Putonghua-only class used appropriate 

questioning techniques and feedback to help a student decode the meaning of a 

sentence he just formed by referring to a given sentence pattern. In relation to 

the noticing functions of output that Swain (1995) claims, we may explain how 
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the teacher helped the student form a sentence with understanding. In Step 1, 

when the student was doing sentence forming exercises based on the given 

sentence structure (he was required to add a subject word to a gap of a sentence 

to form new sentences. E.g., ____上幾年級？___shang ji nian ji? And write it 

in the workbook provided by the teacher), the teacher asked him to tell the 

meaning of a sentence, 你上幾年級 Ni shang ji nianji, he had just made. At this 

point, the teacher successfully aroused the student’s attention and awareness of 

the meaning of the sentence by using a direct questioning technique. In Step 2, 

when the teacher noticed the student gave a wrong answer, he turned to ask a 

more competent student in his group to tell the meaning of the sentence, and 

this was an indirect way to give feedback to the student. In Step 3, the teacher 

asked the student to tell the meaning of another sentence he formed and the 

student produced the correct answer. From the process of the teacher-student 

interaction, we may find that the noticing function enabled the student to 

identify the linguistic difficulty he encountered. When he compared his answer 

with another student’s answer, he further noticed what went wrong in his answer, 

which pushed him to create a modified output, and it was confirmed by the 

teacher to be the correct answer. Izumi (2002) claims that the noticing function 

stresses the interconnection of input and output processes in SLA, and the input-

output activities contribute to the greater comprehension and learning gains. In 

this study, the students of the Putonghua-only class were more likely to be 

pushed to pay increased focused attention to the input sentence patterns and the 

teacher’s feedback in Putonghua when they were taught to form sentences using 

the sentence patterns and tell the meaning of the sentences. It is noticeable that 

by discussing the process of the teacher-student interactions, we also found that 
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the use of Putonghua-only as the MOI in a CSL/CFL class did not affect the 

student’s translanguaging practices. In this study, there was no restriction for 

the CSL/CFL students to use their full linguistic repertoire, both English and 

Chinese, in acquiring the Chinese language.  

      The instructional strategies used by the teacher of the Putonghua-only class 

are linked with one another. With the use of the Putonghua-only as the MOI in 

a CSL/CFL class, one of the concerns is the L2 student’s understanding of the 

teacher’s instructions. In this study, to avoid ambiguity, and to minimise the 

students’ off-task behaviour caused by unclear and lengthy instructions when 

Putonghua-only was used as the MOI, the teacher of the Putonghua-only class 

delivered his lessons in a consistent, predictable, and structured form, and 

adjusted his explanations to be clearer and simpler, to allow the students to 

access the language input and interact with the teacher more easily. Such 

instructional strategies contribute to one aspect of cognitive processes involved 

in language acquisition, e.g., i + 1 structure, defined by Krashen (1994) as a 

linguistic concept of receiving messages learners can understand. Not only do 

linguistic simplification and organisational learning activities help to make 

language input comprehensible, but the use of visual cues and other resources 

also helps to develop students’ cognitive understanding of the input. LF8 

indicates that the teacher of the Putonghua-only class used a variety of resources, 

including flash cards, PPT slides, picture cards, word cards, music, interactive 

whiteboard, workbook, Chinese readers, MacBook’s, iPads, mini white boards, 

handwriting sheets, etc., in a logical way to enhance teaching and learning. 

         On the contrary, the teacher of the control group used less resources. She 

mainly used PowerPoint slides, the interactive whiteboard, and mini white 
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boards for teaching and learning. Table 1 shows there was no grouping in her 

class, nor collaborative work arranged for the children when doing the writing 

practice.  

      Apart from the above measures, the students also needed to apply cognitive 

strategies and language-specific strategies in acquiring the target language. LF9 

indicates that the students of Putonghua-only class used some cognitive 

strategies, such as activation of prior knowledge, meaning making, 

translanguaging practices, etc., in order to complete the tasks that the teacher 

arranged (for the strategies, see Table 1). In terms of the metalinguistic function 

claimed by Swain (1995) in her output hypothesis, SLA requires the L2 learners 

to acquire the ability to consciously reflect on the oral and written language they 

learn, in order to know how it is used. In this study, in the classroom where 

Putonghua-only was adopted as the MOI, the CSL/CFL students were pushed 

to make greater efforts in learning the Chinese language.  

      In summary, the above factors reveal why the use of Putonghua-only as the 

MOI was found to be more effective than the use of translanguaging in affecting 

primary school CSL/CFL students’ academic results, learning attitudes, and 

performances. Generally, the positive impact of the Putonghua-only MOI on the 

CSL/CFL students’ learning starts with a teacher-constructed target language 

rich classroom environment, and further emerges through the reinforcement of 

instructional strategies to enhance the negotiation for meaning during teacher-

student and student-student interactions, and the students’ production of the 

target language. At the macro level, the use of Putonghua-only as the MOI in a 

CSL/CFL class nurtures a consistent, predictable, well-structured, and 

language-rich classroom environment, which provides sufficient language input 
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for the students, increases the opportunities for teacher-student interactions, and 

motivates the students to produce the target language. At the micro level, the 

use of specific interrelated instructional strategies such as differentiation and 

grouping, task-based interaction and cooperative learning, questioning and 

providing feedback, organising structured and predictable learning activities, 

and using a variety of resources, in concert with the use of Putonghua-only as 

the MOI, ensures that the CSL/CFL students have more access to the target 

language input and interactions with the teacher, motivating them to learn the 

Chinese language, pushing them to pay increased attention to the language input 

and develop their cognitive understanding of the input. It is noticeable that in a 

CSL/CFL class, the use of Putonghua-only as the MOI will not affect 

translanguaging practices used by the students in acquiring the Chinese 

language. Instead, the use of Putonghua-only as the MOI in a CSL/CFL class 

will help to push the students to make greater efforts in applying the cognitive 

strategies in learning the Chinese language.  

 

6.5 Conclusion  

      From the above discussion, we may conclude that using Putonghua-only as 

the MOI in a CSL/CFL classroom was more effective than translanguaging-

MOI to enhance students’ academic performance and results. The immersive 

environment, the teacher-student interactions and the scaffolding strategies used 

by the teacher in the immersive environment were the main sources contributing 

to the success of Putonghua-only students’ Chinese language acquisition. In this 

study, three different yet interrelated perspectives were adopted to explain how 

CSL/CFL students’ learning achievement is affected by MOIs. Firstly, 
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according to the language input perspective, sufficient target language input 

directly improves the CSL/CFL students’ receptive skills, listening and reading 

skills. Secondly, in terms of interactive input perspective, the provision of 

sufficient target language input constructs a meaningful language environment, 

which facilitates the teacher-student interaction in Chinese. Thirdly, based on 

output perspective, the immersive target language environment helps to 

improve CSL/CFL students’ productive skills, speaking, and writing skills, as 

they are pushed to produce more accurate target language in an L2 immersive 

environment. A variety of factors at the macro and micro levels reveal why the 

use of Putonghua-only as the MOI is more effective than the use of 

translanguaging in affecting primary school CSL/CFL students’ academic 

results, learning attitudes and performances.  Of all the factors, the macro factor, 

the consistent, predictable, well-structured, and language-rich classroom 

environment, which highlights the importance of constructing a target language 

rich environment, plays a decisive role contributing to the CSL/CFL students’ 

success in acquiring the Chinese language. That is because, the positive impact 

of the Putonghua-only MOI on the CSL/CFL students’ learning starts with a 

teacher-constructed target language rich classroom environment, and further 

emerges through the reinforcement of instructional strategies to enhance the 

negotiation for meaning during teacher-student and student-student interaction, 

and the students’ production of the target language. 
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Chapter 7 Conclusion and Recommendations 

 

7.1 Introduction 

      This study drew on sociocultural language learning research to investigate 

the effectiveness of a particular MOI, Putonghua-only or translanguaging, in 

affecting primary school CSL/CFL students’ academic performance and results. 

This chapter presents a summary of the study. Then, it summarises the main 

contributions of this study with regard to the field of TCSL/TCFL research. 

Finally, the chapter discusses implications and recommendations for future 

research as well as the limitations of the study. 

 

7.2 Summary of the Study  

      I have provided a detailed description of the research background of my 

study - the context of MOI policies in CSL/CFL education, and the development 

of CSL/CFL education worldwide - in Chapter 1. I have reviewed the literature 

of SLA theories - the research on SLA pedagogies, including the controversial 

CSL/CFL pedagogies - the literature of MOI policies associated with CSL/CFL 

education - in Chapter 2. Drawing on the theories of SLA, I have developed a 

theoretical framework for my study in Chapter 3. In this study, I chose mixed 

methods as my research design. The type of mixed methods research design I 

have been engaged in was the embedded design with multiple forms of analyses 

(Creswell, 2014). I have provided a detailed description of the design of my 

study - investigating CSL/CFL students’ achievement in Chinese language 

proficiency directly related to a particular MOI - exploring how a particular 

MOI affects students’ language achievement - identifying factors contributing 
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to students’ language achievement - in Chapter 4. Both quantitative and 

qualitative data - the YCT and OCT pre- and posttest scores, and the transcripts 

of the classroom observations - were analysed and the findings reported in 

Chapter 5. Based on the findings, I identified the correlation between the MOI 

and students’ achievement - the effectiveness of a particular MOI on their 

learning achievement - some important macro and micro factors that might 

contribute to their success in acquiring the target language - in Chapter 6.  

  

7.3 Major Contributions of the Study  

      As mentioned in the previous chapters, there has been limited research 

conducted in the field of TCSL/TCFL, especially in the relationship between 

the MOI and students’ academic performance. None of the studies have 

addressed the impact of the use of a particular MOI, Putonghua-only or 

translanguaging, on primary school CSL/CFL students’ academic achievement. 

This study has filled several important research gaps; the findings of this study 

help to enhance the understanding of CSL/CFL education, particularly with 

regard to certain MOIs, Putonghua-only and translanguaging. The major 

contribution includes the following aspects.  

    Firstly, this study constructed a theoretical framework comprising Krashen's 

(1985) comprehensible input, Swain’s (1985) comprehensible output, Walqui’s 

(2006) six types of scaffolding, and Long’s (1996) interaction hypothesis. With 

the theoretical framework which can be used as a comprehensible CSL/CFL 

instructional model, the study has achieved valuable findings about CSL/CFL 

education. The findings reveal that it is significant to distinguish the three 

interrelated parts of the CSL/CFL instructional model for effective CSL/CFL 
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teaching and learning, including the provision of sufficient and level-

appropriate target language input, the use of scaffolding strategies as a support 

structure and an interactive process, and the production of the spoken and 

written language through three stages; noticing a learning gap, trial and error, 

and internalising new linguistic knowledge.   

      In addition, three different yet interrelated perspectives derived from the 

theoretical framework constructing multi-angles to reveal how an L2 is best 

acquired: (1) according to the language input perspective, sufficient target 

language input directly improves the L2 students’ receptive skills, listening and 

reading skills; (2) in terms of interactive input perspective, the provision of 

sufficient target language input constructs a meaningful language environment, 

which facilitates the teacher-student interaction in L2; (3) based on output 

perspective, the immersive target language environment helps to improve L2 

students’ productive skills, speaking and writing skills, as they are pushed to 

produce more accurate target language in an L2 immersive environment. Thus, 

the integrated use of the three perspectives in the field of TCSL/TCFL will 

certainly enrich the ways of evaluating the effectiveness of CSL/CFL pedagogy.  

      Secondly, the study confirms learner differences in L2 acquisition. Young 

L2 learners are equipped with relatively lower affective filters than adult L2 

learners, and have a neurological advantage to adapt to the language input 

(Birdsong, 1999; Hartshorne et al., 2018; Krashen, 1985; Long, 1990; Singleton, 

1999). Therefore, learner differences, such as age levels, should be involved in 

the research on the CSL/CFL education for better understanding of the impact 

of certain MOIs on CLS/CFL students’ learning achievement.     
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      In addition, the study defines a clear boundary of using translanguaging 

between the students and teacher in primary CSL/CFL classrooms with regard 

to students’ learning achievement. The study indicates that the use of 

Putonghua-only MOI did not hinder the students’ translanguaging language 

practices in class. In the study, the students of the Putonghua-only class used 

72.5% Putonghua when answering the teacher’s questions, used 96% English 

in student-student interactions, and used 50% English and 50% Putonghua in 

teacher-student interactions. As identified in Chapter 6, during the process of 

interactions, in which students are given options to use Putonghua or English 

for communication while the teacher is strictly sticking to the use of Putonghua 

as the MOI, students’ learning attitude, learning performance, and achievement 

are positively presented. Thus, to maximise CSL/CFL students’ learning 

achievement, the teacher should stick to using Putonghua-only as the MOI as 

much as possible, while the students should be given choices to use multiple 

languages for better communication.        

      Thirdly, this study not only presents a comprehensible instructional model 

which addresses three dimensions of CSL/CFL teaching and learning, it also 

elaborates on the factors related to Putonghua-only MOI for  the CSL/CFL 

students’ success in learning the Chinese language. In Chapter 6, I identified a 

range of macro and micro factors contributing to CSL/CFL students’ learning 

achievement. The macro factor is: (1) the consistent, predictable, well-

structured, and language-rich classroom environment. The micro factors are: (2) 

differentiation and grouping; (3) content-based and cooperative learning; (4) 

questioning and providing feedback; (5) structured and predictable learning 

activities; (6) clear and simple explanation and; (7) using a variety of resources.  
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Among the above factors, all of the micro factors (2-7) are influenced by the 

macro factor (1), which highlights the importance of constructing a target 

language rich environment. Indeed, the macro factor and the micro factors 

reflect a cause-and-effect relationship, contributing to the success of CSL/CFL 

students’ learning. The examination and discussion of the two-level factors 

contributing to the success of CSL/CFL teaching and learning provide a whole 

picture to understand how CSL/CFL is taught and learned successfully with the 

regard to Putonghua-only MOI and why it should be taught in this way. Thus, 

the factors related to the use of Putonghua-only as the MOI should be given due 

attention in the research of CSL/CFL education. 

      Finally, few studies have involved the use of quasi-experimental and 

classroom observation to study primary school CSL/CFL students’ learning 

achievement with regard to certain MOIs. The present study was a mixed 

methods study comprising a quasi-experimental research and classroom 

observations. As such, its findings have a wide range of exploratory and 

explanatory applications. The study design has aimed to develop an in-depth 

understanding of the quantitative and qualitative data collected from the 

experiment. Hence, it is important to confine its applications accordingly. In the 

case of the present study, it means that the results aim at offering insights about 

the impact of MOI on CSL/CFL learners’ learning achievement within the 

complex language situation in the field of TCSL/TCFL. Importantly, the 

insights gained will enable teachers, policy makers, and researchers to initiate 

good teaching practices, formulate targeted language policies, and structure 

future research. Specifically, this study presents a clear and effective research 

model for future research in CSL/CFL education, especially in the areas of MOI, 
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pedagogies, learning achievements, and learner differences. In addition, this 

study has made an adequate attempt to address some research questions which 

have long been neglected, such as whether or not, to what extent, is a particular 

MOI more effective than the other in affecting CSL/CFL learners’ learning 

achievement? Where is the threshold when CSL/CFL learners are able to 

receive classroom instruction only in Chinese (Wang, 2019)? Han (2017) 

argued that existing CSL/CFL research is “mostly disparate and narrow, driven 

more by the researchers’ idiosyncratic interests than by a desire to engage big 

questions in the field” (p. 21). Lü (2020) also argued that future studies on 

CSL/CFL education need to pay more attention to different types of learners, 

and adopt a sociocultural approach to examine Chinese immersion programmes 

as social activities. To some degree, this study has defined that, at least at the 

elementary school level, the use of Putonghua-only is more effective than the 

use of translanguaging in affecting the CSL/CFL students’ academic results.   

 

7.4 Implications and recommendations of the study  

    The relationship between the MOI and CSL/CFL learners’ academic 

performance and results is rather complex and dynamic. This study offers the 

following implications and recommendations for further research in three 

aspects.  

 

Research results and design  

      Research results from this study will be useful for further studies to explore 

CSL/CFL learners’ learning achievements with regard to different MOIs in 

different contexts and age groups. This study indicates that at the primary school 
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level, CSL/CFL students of a classroom where Putonghua-only is adopted as 

the MOI learn well and achieve better results than the students of a classroom 

where translanguaging is the MOI. Will the same results be generated if the 

research is conducted at the secondary or tertiary levels? It is worth conducting 

the research amongst CSL/CFL learners of different age groups, as this study 

reveals that there are learner differences in SLA, in which younger learners are 

equipped with lower affective filters, so they respond positively to the 

Putonghua-only MOI. The results of this study contradict with the findings of 

some previous studies. For instance, Wang’s (2014, 2019) research on the 

CSL/CFL learners’ and their teachers’ views of L1 being used in tertiary 

classroom contexts shows the students favour a multilingual form of instruction, 

while the teachers present ambivalent attitudes towards classroom language 

choice. Wang’s (2014, 2019) studies were mainly conducted in higher education 

contexts, and the research methods she adopted mainly include questionnaire 

survey, semi-structured interviews, classroom observations, all of which are 

difficult to precisely measure the CSL/CFL students’ learning achievement with 

regard to their teachers’ classroom language choice. Therefore, there is a need 

for researchers to consider using a mixed methods research design comprising 

a quasi-experimental study and classroom observation(s), to examine and 

investigate CSL/CFL learners’ language practices and achievements in multiple 

contexts, such as at the secondary and tertiary levels, in monolingual or 

multilingual classroom environments. 
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CSL/CFL Curriculum Development  

      This study has presented a CSL/CFL instructional model, illustrating a 

comprehensible process of CSL/CFL teaching and learning. This model 

provides a good reference for primary schools’  CSL/CFL curriculum design by 

taking account of the three key elements of SLA, namely language input, 

language interaction, and language output, which are closely related to three 

aspects of a curriculum design; written curriculum, taught curriculum, and 

assessed curriculum. According to the Primary Years Programme (PYP) 

definition of curriculum, a curriculum comprises three interrelated components, 

written curriculum, taught curriculum, and assessed curriculum, each of which 

compels teachers to think deeply about their own practice with regard to 

students’ learning (International Baccalaureate Organization, 2009). The 

written curriculum takes into account each student’s needs, interests, and 

competencies to address what they should learn for their development in the 

long term. The forms of the written curriculum can include syllabus, planners, 

instruction documents, text, and other teaching materials. The taught curriculum 

refers to pedagogical approaches, which connect between the written 

curriculum and good classroom practice to ensure quality learning experiences 

of students. The assessed curriculum focuses both on the quality of the learning 

activities and on the outcomes of the learning by providing data collected from 

formative and summative assessments using a variety of assessment tools and 

strategies. This study implies that when developing a CSL/CFL written 

curriculum, such as designing a syllabus and preparing teaching and learning 

materials, it is important to ensure that the students are exposed to an immersive 

environment with rich forms of language input, i.e., different types of texts, 
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visual and audio messages, which are slightly beyond the current level of the 

students’ Chinese language proficiency. It also suggests that the taught 

curriculum is constructed to allow rich teacher-student interactions using the 

target language and through a scaffolding process. In addition, this study 

suggests that the assessed curriculum should be designed to push the students 

to output speaking and written language using different strategies and tools.  

      In relation to the instructional model, this study suggests a series of 

CSL/CFL teaching and learning guidelines in the primary school context, which 

I state below: 

1) CSL/CFL teaching and learning should emphasise on constructing an 

immersive language environment, providing level-appropriate teaching 

and learning materials, using clear and simple target language as the 

MOI and arranging appropriate speaking and writing tasks as formative 

or summative assessment.  

2) CSL/CFL teaching and learning starts with the teacher’s accurate 

modelling of the use of the target language for the students to imitate, 

followed by making the learning activities fall into a sensory context to 

allow them to learn the language through different sensory motors.  

3) CSL/CFL teaching and learning goes further by organising a variety of 

activities in sequence for the students to interact with the teacher to 

process the language information.  

4) CSL/CFL teaching and learning makes reflection on its progress by 

evaluating the students’ learning through oral or written assessments. 

5) CSL/CFL teaching and learning succeeds at enabling the students to 

apply the learnt language in use.  
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MOI Policies  

      This study suggests that MOI policies regarding CSL/CFL education should 

adopt a phased approach instead of a one-size-fits-all principle. This study does 

not deny the importance of CSL/CFL learners’ L1 being used to facilitate their 

understanding of the taught contents and communication with the teacher 

(Wang, 2016). However, this study reveals that although the use of CSL/CFL 

learners’ L1 such as use of translanguaging as the MOI in CSL/CFL classrooms 

works well in tertiary CSL/CFL education, it is not the best choice for primary 

CSL/CFL education. This study suggests that the establishment of CSL/CFL 

MOI should be differentiated in terms of learner differences such as the age 

differences in SLA.  

 

7.5 Limitations of the Study  

      Although the study presents valuable findings and enriches the knowledge 

and understanding of the impact of certain MOIs on CSL/CFL students’ 

learning achievement, it has certain methodological limitations, including the 

inconsistent collection of the quantitative data, incomplete methods used for 

qualitative data collection, small sample size, the instructor bias and different 

in-class activities due to school teaching timetable setting.  

      As the experiment lasted for 3 months and I and the teacher of the control 

group taught at the same time during the period, it was impossible for me to 

monitor the administration of the pre- and posttests of the control group. This 

somewhat constrained the consistency of the quantitative data collection. It was 

found that the students of the control group took 20 more minutes than the 

students of the Putonghua-only class to complete the YCT Level 1 Reading 
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posttest due to the mistake of the teacher of the control group who accidentally 

gave more time to her class to take the test. According to Creswell (2014), a 

uniform procedure for data collection set for both groups will ensure high 

quality of quantitative data.  

      The second limitation is that only the audio recordings were used with 

observation form to collect qualitative data from the classroom teaching and 

learning practices of both groups. Considering the concerns about the 

confidentiality of the participants and the observer, I did not use video recording 

to collect data in this study. Therefore, the eye-tracking data, such as the details 

of teacher-student and student-student interactions in lessons, cannot be 

completely collected when using audio recordings only.  

      The third limitation is the small sample size in this research. As mentioned 

in Chapter 5, there were 29 and 26 participants from the experimental group and 

the control group involved in the experiment respectively.  Although I have 

defined in Chapter 5 that the sample size for the research was deemed to be 

suitable in an educational research, with approximately 15 participants are 

needed in each group in an experiment (Creswell, 2014), Cohen, Manion & 

Morrison (2011) pointed out that for quantitative research, the larger the sample 

the better, and a sample size of 30 is considered to be the minimum number of 

a research involving statistical analysis on the data.   

      Last but not least, due to the fixed school setting, the instructor bias and 

different in-class activities initiated by two instructors that may cause different 

research findings also existed in the research. As mentioned in Chapter 4, the 

Chinese lesson timetable at the research site was fixed for all year levels. It 

means that all participants had Chinese lessons at the same time. So two 
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instructors were involved in the experiment to teach the experimental group and 

the control group respectively. Although the two instructors have similar 

learning and teaching experiences, and lesson observations and co-planning 

were conducted between the two classes to assure the reliability of the study, 

instructor bias such as the two groups were treated differently by the two 

instructors due to the two instructors’ personal teaching styles and behaviours, 

did exist in the research. In addition, although this study claims that the use of 

Putonghua-only as the MOI at some point triggers the teacher to use more 

specific instructional strategies, which enhance the CSL/CFL students’ learning 

achievement, the findings might vary if the research only involved one 

instructor teaching both groups. This is exploratory-explanatory study, and it 

needs to be further evaluated in terms of the operations and arrangements of the 

study 
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Appendix I 

 

Summary of Classroom Observations 

 

Experimental group: 

Lesson 1 

Date & Time  13 March 2019 

Topic of the lesson  Nationalities  

- To practise Pinyin alphabet sounds, Pinyin vowels 

and consonants sounds;  

-  To recognise different country words with the 

assistance of Pinyin and pictures;  

- To be able to use the sentence pattern, ni shi na guo 

ren? (where are you from?) wo shi ___guo ren. (I am 

from…) to ask and answer questions.  

- To know the meaning and how to use the question 

word, na (which) to ask questions.  

Method of recording  Audio recording  

Brief summary  The teacher of the experimental group used simple 

words closely related to the taught contents when 

explaining lesson contents or giving instructions to 

the students. He also used appropriate body language 

and relevant resources such as word cards, pictures, 

interactive whiteboard and Pinyin to assist his 



 

171 
 

explanation. The students showed complete 

understanding of the teacher’s explanation. 

The students in the experimental group responded 

very actively to the teacher who used Putonghua only 

as the medium of instruction. Their responses were 

subject to the teacher’s question types. They have got 

used to speaking Putonghua when answering the 

teacher’s questions, except the question type was to 

require them to speak English.  

 

 

Lesson 2 

Date & Time  03 May 2019 

Topic of the lesson  Revision of learnt contents  

- To be able to understand the differences between 

the sentence patterns, xihuan 喜歡  (like) and 

buxihuan不喜歡 (dislike);  

- To be able to understand some taught sentence 

patterns, such as jidianle几點了 ( What time is it?), 

jiyuejiri (What is the date?), xiqiji 星期幾 (What 

day is it?), and acquire these sentence patterns to 

answer teacher’s questions;  

- To be able to read and recognise introduced fruit 
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words;  

- Write Chinese characters in correct form.  

Method of recording  Audio recording  

Brief summary  The students understood MOI in Putonghua very well. 

The students responded to the teacher’s questions in 

either Chinese or English. The interactions between 

the teacher and the students in Putonghua were very 

active and meaningful. The lesson was well-

organised. The teacher used a variety of instructional 

strategies to engage students in the learning. Learning 

activities are arranged appropriate to students’ 

academic level and interests. The lesson started with 

singing, followed by work stations, the students were 

grouped into five different groups, and each group was 

assigned to do a different task from one another. The 

lessons ended with a writing practice. The teacher led 

the students to practise writing characters in their 

handwriting books. Relevant resources and 

technology including MacBooks, iPads, word cards, 

mini whiteboards, storybooks, handwriting 

worksheets, were used to promote students’ cognitive 

engagement.  
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Lesson 3 

Date & Time  30 May 2019 

Topic of the lesson  - Pinyin and Characters 

- Practise sentence structure: xihuan 喜欢 like vs 

buxihuan 不喜欢 dislike  

Method of recording  Audio recording  

Brief summary  The MOI was Putonghua only, and the students 

understood the teacher’s instructions very well. The 

students responded to the teacher’s questions in either 

English or Putonghua, depending on the types of 

questions the teacher asked, e.g., for the meaning 

checking questions such as 什 么 是 ......? (what 

does ...mean?), students answered in English. The 

teacher chose outstanding students as team leaders to 

help other students during teamwork.  

The teacher used a variety of questioning techniques 

in this lesson, including keeping all students on task 

during the questioning-and-answer part of the lesson; 

phrasing questions clearly; providing wait time; 

providing positive feedback to student answers; and 

probing student answers to improve them.  
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Lesson 4 

Date & Time  21 June 2019 

Topic of the lesson  Review vocabulary and sentences of the learnt topics, 

What is your nationality? And I go to Dahua 

Elementary School.  

Method of recording  Audio recording  

Brief summary  The teacher interacted with the students very 

positively, and was always willingly gave time to 

interact with individual students. He used simple and 

clear-cut instructional language, and intentionally 

repeated important concepts in Putonghua. The 

students kept highly motivated and engaged very well 

in all classroom activities.  

 

Control group:  

Lesson 1 

Date & Time  22 March 2019  

Topic of the lesson  Word recognition  

Method of recording  Audio recording  

Brief summary  Students understood teachers’ instructions and 

explanations very well. The students also responded 
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actively to the teacher’s instruction, but purely in 

English. Some children were being restless and making 

noises during lessons, the teacher had to stop often to 

deal with the discipline issues.  

The interactions between the teacher and the students 

in the control group were also very lively and active, 

and was almost 100% in English, except for reading 

the target texts. However, while some students were 

very interested in participating in lessons, a number of 

students were being restless and showing off-task 

behaviour. It was because the taught contents were 

repeated several times and could not provoke their 

high-level thinking.  

 

 

 

Lesson 2 

Date & Time  4 June 2019  

Topic of the lesson  I go to Dahua Elementary School  

Method of recording  Audio recording  

Brief summary  The teacher of the control group used less resources. 

She mainly used PowerPoint slides and the interactive 
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whiteboard for teaching and learning. There were no 

groupings found in the control group. Students did 

their writing tasks independently, and there was no 

collaborative work arranged by the teacher.  
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