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Abstract

The need for ESOL provision for Polish migrants in the UK is large as Polish

migrants constitute the second largest group of migrants in the UK. UK education

and children’s education are among the top two subjects considered important and

useful for migrants. Despite those two facts, not much has been researched on

nursery education and ESOL materials for parents of nursery children. This paper

explores the language needs of Polish parents of nursery children who arrived in the

UK and their suggestions on the content of the ESOL course. This paper aims to

inform the creation of ESOL materials based on a task-based approach for Polish

parents of nursery children and employs a framework for ESOL based on TBLT on

an elementary level, which was created for the purpose of this research. The study

adopts a descriptive approach and is qualitative in nature. It examines Polish

parents’ language needs before and when their children attended nursery and

parents’ views on the content of the ESOL course using a semi-structured interview.

Five participants who were or are parents of nursery children and whose English is

not their first language participated in the research. Findings show that English was

not needed for all tasks parents had to perform before or at nursery and that the

ways tasks were performed differed depending on participants’ preferences and

nursery procedures. Moreover, it was found that the ESOL course content for

parents of nursery children should include spoken interaction, authentic tasks, an

explanation of the British education system, and tasks enabling the recognition of

different accents of English.
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1. Introduction

1.1 Background

The history of ESOL (English for Speakers of Other Languages) can be

traced back to the end of the nineteenth century (Hann, 2022) when the

Russo-Jewish committee organised free English classes for Russian migrants to the

UK. In 1915, a Yiddish-English self-study book was published. In the same year,

Belgian refugees arriving in the UK were offered places at London City Council’s art

and trade schools, and their children were taught by bilingual teachers. In the current

understanding of ESOL, the first ESOL learners were migrants from the

Commonwealth and their families who arrived in the UK to work and contribute to

Britain’s economic growth in the post-war era in the 1950s and 1960s (Sunderland,

2009). It was then when the work-based learning started to develop as a response to

the increasing need for ESOL. In the 1970s, the first refugees from many countries

around the world, such as Chile, Iran, Vietnam, Poland, and Somalia, started to

arrive in the UK and benefit from ESOL provision (Sunderland, 2009). After many

countries joined the European Union in May 2004, an increased number of migrants

from the EU started to arrive in the UK to work in diverse industries, including

building, agriculture, and tourism. These global changes had an impact on the need

to provide ESOL across the country, as well as the fact that English has become an

international language and the UK has become an attractive destination for

economic migrants. In response to those changes, the government published the

Adult ESOL Core Curriculum in 2001, and Skills for Life learners materials were

published two years later. Nowadays, migrants constitute 13% of the English and

Welsh population (NATECLA, 2016). ESOL courses are provided to them in
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colleges, schools, workplaces, religious and community centres, and others. ESOL is

provided by colleges, voluntary organisations, adult education services, workplaces,

religious and community organisations, and more (Sunderland, 2009). Classes

offered are mixed classes or may depend on the language level, gender, nationality,

age, or can be work-related. ESOL learners are diverse in terms of age, nationality,

language level and language needs, and style of life. This paper narrows down the

ESOL context to Polish migrants who are parents of nursery-aged children. The

latest data from 2011 showed that Polish migrants are the second largest group of

migrants, after Indians, in the UK (NATECLA, 2016).

Teaching ESOL is not an easy task, as there are not many published

materials or coursebooks, as is in the case of EFL (English as a Foreign Language).

ESOL materials usually concern a specific group of people and are developed for the

purpose of this group, therefore such materials are generated by teachers based on

authentic materials (Hann, 2022). Although some research has been done on certain

areas of ESOL, such as pregnancy or primary school, not much has been

discovered about ESOL for parents having children in nurseries. The first one to

mention the provision of ESOL to parents was Zadeh (1993), who created the ESOL

programme in the Rural Warren County School.

The research for this dissertation aims to inform the creation of ESOL

materials based on a task-based approach. TBLT (task-based language teaching) is

one among many teaching methods applied in the ESOL context. TBLT was

recommended by many researchers as suitable for ESOL learners and tasks were

also proven to be effective teaching tools for migrants and refugees (Ong’anga and

Odongo, 2013). Task-based teaching emerged in the 1980s and saw ‘language as a

tool for communication rather than as a system of rules to be memorized’ (Nunan,
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2007). TBLT focuses on meaning, and the students’ attention is shifted to specific

forms incidentally only when a breakout in communication occurs for students

(Oxford, 2007).

1.2. Aims and objectives

The research for this dissertation aims to inform the creation of elementary

ESOL materials based on a task-based approach for Polish parents of nursery-aged

children who have arrived in the United Kingdom. The objectives supporting the main

aim are to identify the language needs of Polish migrants who are parents of nursery

children, to define the language skills of learners on the elementary level, to suggest

the content of ESOL course for parents of nursery children, to explain a task-based

approach for ESOL, and to create a sample of ESOL materials based on the

framework for designing TBLT materials for ESOL parents of nursery children. To

achieve the aims and objectives of the study, five participants engaged in the

research and were interviewed in Polish language using the semi-structured

interview (appendix 4). The interviews were later transcribed and translated into

English.

1.3. The structure of the dissertation

The dissertation is divided into six chapters. Chapter one is the Introduction

which includes the background to the topic, outlines the topic in general, presents

the current situation in the domain, as well as introduces themes important for the

dissertation.

Chapter two is the Literature Review which focuses on ESOL learners and

designing materials for ESOL adults. It explains the TBLT approach and provides

definition, characteristics, and division of tasks as well framework for TBLT materials
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created specifically for the purpose of this research. It describes the requirements for

elementary-level learners and presents what has been already researched about

ESOL for nursery education. It concludes why ESOL for nursery parents is needed.

Chapter three is the Methods chapter. It includes the research questions of

the study, explains the methodological approach, describes the participants of the

study in detail, presents the research instrument chosen to elicit data from

participants, describes the data collected, and describes the pilot study and ethics

procedures.

Chapter four present the results of the study. It describes the answers to

interview questions from all five participants. The chapter is divided into three parts

corresponding to the three parts of the interview. The answers are presented in

Polish and English language.

Chapter five is the Discussion that presents the findings of the main research

questions supported by the reviewed literature and mentions recommendations for

teaching.

Chapter six is the Conclusion which summarises what has been carried out in

the project and offers further research recommendations.
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2. Literature Review

2.1. Introduction

The literature review is divided into four main parts. The first part focuses on

ESOL learners, ESOL materials, and designing materials for ESOL adults in general.

The next part focuses on the TBLT approach and why it is suitable for ESOL

learners. A definition, characteristics, and division of tasks are provided as well

framework for TBLT materials is described. The third part explains the requirements

for elementary-level learners. The final part focuses on what has been researched so

far about ESOL materials for nursery education and a few conclusions are made

about why ESOL for nursery might be needed.

2.2. ESOL learners and ESOL materials

ESOL stands for English for Speakers of Other Languages and ‘is the

teaching of English as a second or other language to adults coming to settle in an

English-speaking country’ (Hann, 2022: 334). Thus, ESOL learners are immigrants in

an English-speaking country, who need to speak English for their continuous stay in

a foreign country. National Association for Teaching English and Community

Languages to Adults (NATECLA) published a report in 2016 presenting the key

figures on migration. According to the report, 13% of the English and Welsh

population constituted migrants. That number grew from 3.7 million in 2001 to 7.5

million in 2011 and it can be assumed to have grown even more during the following

ten years. In 2011, Polish migrants were placed in second place in the top three

non-UK countries of birth with a number of 579,000 Polish natives living in England

and Wales, having been excelled only by Indians (694,000 people). This numerical
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data is vital for this research, as it shows a great number of Polish migrants living in

the United Kingdom who might be in need of learning English to cooperate more

effectively in society. It can be assumed that some percentage of Polish migrants are

parents and are parents of nursery children, however, there is no data found on this

matter.

ESOL is a wide area of learning English language and needs to be reduced to

a specific context in which ESOL learners encounter English. This study reduces

ESOL to the context of Polish parents of nursery children and attempts to discover

their particular encounters with English, which later will be useful to create sample

ESOL materials in this context and encourage further research in this domain.

Creating materials for ESOL learners is a challenging task, as this group of learners

is diverse, with different needs, purposes, levels of language command, ages, and

styles of life. It is important to know the target group of learners before designing any

course or materials for them. In order to do that, a needs analysis is recommended

to execute. It ‘refers to a family of procedures for gathering information about

learners and about communication tasks for use in syllabus design’ (Nunan, 1988:

75). It should include information about learners, such as name, age, nationality,

education, occupation, language level, learning goals, preferred learning activities,

preferred subjects, motivation or availability. In his research on content on ESOL,

Nickson (2014) states that teaching and learning will be more effective if course

content is relevant to the learners’ needs. He invited 117 learners in 12 classes

across ten ESOL providers in an English city to participate in his study. The

participants were between 15 and 60 years old, with the majority of learners being

between 30 and 40 years old. They were asked to evaluate the usefulness and

importance of a variety of topics they may encounter in their ESOL classes. Nickson
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based his idea that the content is relevant to learners on learner needs theory and it

should be integral to course design. The first question referred to the usefulness of

topics and the topics are enumerated in order of ‘very useful’ to ‘useless’ according

to the learners: employability, UK education, health, socialising, eating, dealing with

officials, English customs, hobbies, numeracy, finance, and current affairs. The

second question referred to the importance of subjects in order to settle in a foreign

country and the topics are enumerated in order of ‘very important to ‘not important at

all’ according to the participants: children’s education, NHS (National Health

Service), rights and responsibilities, benefits, women’s right to work, cultural life, UK

history, UK religion, sport, regional accents, and more. Nickson claims that

classroom-based research on the needs of learners is the most effective approach to

selecting ESOL course content. It can be concluded from his research that UK

education and children’s education are in the top two subjects in both categories

considered useful and important for migrants. Thus, it can be concluded that this

research on parents of nursery children may be vital for the future of ESOL courses,

as it covers one of the most important subjects for migrants and applies to the

second largest group of migrants in the UK.

There are very few publications about developing materials for ESOL and

many publishers attempt to adjust existing EFL coursebooks for ESOL purposes - an

attempt criticised by Hann, Timmis, and Masuhara (2010). While exploring content in

existing EFL coursebooks and comparing it to the results of Nickson’s research

(2014), it is vital to note that the migrants’ views on the course content are different

from those of EFL learners. Thus, the approach to adjusting EFL materials for ESOL

purposes would be ineffective. Generally, ESOL materials come from three sources:

they are produced by a government institution (‘Skills for Life’ learner materials) or
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non-profit organisation, they are generated by teachers who base materials on

authentic texts, or they are learner-generated when higher-level learners design

learning activities for their texts (Hann, 2022).

Hann (2022) states that three areas need to be considered when developing

ESOL materials for adults. They are the awareness of how adults learn languages,

the context of language use and learning, and approaches to teaching in ESOL

classrooms. The context of language use important for this study has been already

mentioned above and will be described in detail in later chapters, and the teaching

approach selected for this research will be presented later in this chapter. Analysing

ways of how adults learn languages most effectively, Hann (2022) continues that

they learn best when exposed to the language and when they can produce

meaningful input. Stephen Krashen (1976) as part of his SLA (Second Language

Acquisition) proposed input as a necessary condition for language learning. Hann,

Timmis, and Masuhara (2010) developed learner-related principles for the

development of ESOL materials. The following principles can be distinguished:

‘ESOL materials should cater for learners’ real and immediate needs’, ‘ESOL

materials should provide cognitive and affective engagement’, ‘ESOL materials

should optimise learner development i.e. improve skills for learning’ (Hann, Timmis,

and Masuhara, 2010). Hann (2022) adds that materials should be accessible,

authentic, and flexible, they should provide opportunities for success, extend

language practice outside the classroom and use learners as a resource. Hann

(2022) also mentions motivation as an important factor for adults when learning a

foreign language. The motivational factors for ESOL adult learners have been

studied by Paton and Wilkins (2009) and included the importance of English for

communication in many aspects of their lives, increasing confidence when visiting a
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doctor or shopping, applying for jobs, dealing with their children’s school authorities,

helping children with homework or even applying for UK citizenship.

2.3. Task-Based Language Teaching

It is unlikely to find an approach that would fit all ESOL learners and all ESOL

contexts as ESOL itself is very diverse. However, ESOL materials tend to employ

learning through tasks. The task-based approach employs tasks in teaching and

learning, and tasks provide opportunities for exposure, input, and meaningful

interaction. Willis (1996) places TBLT within SLA as it satisfies four key conditions of

language learning, and these are: exposure to rich and comprehensible input of real

language, opportunities for real use of language, motivation, and focus on language

form. All of those above conditions were also mentioned previously as factors

important in teaching adults.

In 2013 Charlotte Anyango Ong’anga and Ajowi Jack Odongo conducted

experimental research on Somali refugees in the UK. The objective of the research

was to study the attitudes of the adult Somali ESOL learners towards the task-based

approach used to teach them English. Half of the class was exposed to the old

teaching methods used in the ESOL Learning Centre in London, and the other half

was being taught using tasks. The experiment showed that ‘the new methods

introduced were superior to the usual methods at the Centre’ (Ong’anga and

Odongo, 2013). Adult learners engaged more actively in the tasks that were

introduced to them and had a positive attitude towards them. Adult learners reported

that the tasks gave them the opportunity to learn English both individually and in

groups and that they were satisfied with the fact that they had to use English
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constantly in class, even with their friends. The experiment proved TBLT to be an

effective teaching method for adult ESOL learners.

Task-based language teaching was developed as an alternative to other

traditional methods, such as grammar translation, Audiolingual Method, or PPP

(presentation, practice, production). TBLT is an approach that uses tasks in planning

and instructing in language teaching (Richards and Rodgers, 2001). Richards and

Rodgers (2001) continued that TBLT gives meaning the central role in language use.

Hence, speaking and attempts to communicate are the focus of task-based

instruction, thus the majority of the tasks involve spoken interaction.

Ellis and Shintani (2001) provided the characteristics of a task:

- the primary focus is on meaning;

- there should be a gap, such as to convey information, or to express an

opinion);

- learners should rely on their own resources;

- there is an outcome other than the use of language;

- a task is authentic.

The authenticity of tasks is also emphasised by other TBLT researchers, such as

Richards and Rodgers (2001) who provided examples of authentic uses of tasks

from newspapers, televion, and the internet. They also added to those

characteristics the following:

- a task provides both the input and output;

- a task improves motivation and hence promotes learning;

- a task can facilitate a particular use of language aspect.

Task types can be divided differently depending on the criteria. Ellis and

Shintani (2001) distinguished three types of tasks: information-gap, opinion-gap, and
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reasoning-gap. Information-gap can be when one student has all the information to

be communicated, or when all the students have different information to

communicate with each other (jigsaw activity). Opinion-gap requires students to

exchange opinions on a particular topic. A reasoning gap is when students need to

infer information. Another division of tasks is one of the unfocused and focused

tasks. In the first group of tasks, students can use a language in general. When

performing a focused task, students use some specific linguistic feature. For

elementary learners, the use of focused tasks during a lesson is advised. Nunan

(2004) distinguished between real-world or target tasks and pedagogical tasks. A

target task refers to the use of language beyond the classroom environment. A

pedagogical task occurs in the classroom and ‘involves learners in comprehending,

manipulating, producing or interacting in the target language while their attention is

focused on mobilizing their grammatical knowledge in order to express meaning, and

in which the intention is to convey meaning rather than to manipulate form’ (Nunan,

2004:4). At this point, it is important to explain the difference between a task and an

exercise. When performing a task, learners are free to use a range of language

structures to convey meaning and achieve a non-linguistic outcome, whereas the

forms are specified in the exercise.

Willis (1996) based her analysis on the tasks commonly used in coursebooks.

She distinguished listing, ordering and sorting, comparing, problem-solving, sharing

personal experiences, and creative tasks. Willis (1996) created a task framework to

ensure a natural transition from classroom to real-life interaction. She began with the

pre-task phase, where students are introduced to the topic and task and are exposed

to recall relevant words and phrases and recognize new ones. The task cycle phase

includes the task, planning the task, and reporting the task to other students. The
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task cycle can include also post-task listening where students are introduced to

native speakers doing the same task as they just did. Finally, the focus on form

phase includes an analysis of the language used by students and practice.

Nunan (2004) provided steps for developing a unit of work applying TBLT

procedures, which convey the framework developed by Willis (1996). He started with

schema building, which means developing exercises to introduce the topic and key

vocabulary or phrases that students might need to perform the task. The second

step is a controlled practice, where students can practise using target language

vocabulary and structures. The next step is an authentic listening practice. Step five

includes the focus on linguistic elements, but what distinguishes TBLT from

traditional methods is that students have been already exposed to the target

language within a communicative context. The last two steps are to provide freer

practice and finally, to introduce pedagogical tasks.

2.4. Elementary-level learners

The target learners in this research are adults on the elementary level of

English who are parents of nursery-aged children. It is important to mention what

skills are required for elementary learners and which of those skills apply to the

nursery context. The elementary-level requirements for the purpose of this research

were based on the CEFR (Common European Framework of Reference for

Languages) scale. The full description of the requirements for elementary-level

learners can be found in appendix 1. In the context of parents of nursery children,

according to the CEFR scale, they should be able to ‘understand enough to be able

to meet the needs of a concrete type provided speech is clearly and slowly

articulated’, ‘understand basic types of standard routine letters and faxes (enquiries,
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orders, letters of confirmation, etc.) on familiar topics’, ‘identify specific information in

simpler written material he/she encounters such as letters, brochures and short

newspaper articles describing events’, ‘interact with reasonable ease in structured

situations and short conversations, provided the other person helps if necessary’,

‘ask and answer questions about habits and routines’, ‘ask and answer questions

about pastimes and past activities’ or ‘write short, simple formulaic notes relating to

matters in areas of immediate need’.

Considering ESOL principles and TBLT procedures, a framework for ESOL

materials based on TBLT has been created (appendix 2). Nunan (2004) developed

activities for the four macroskills: listening, reading, speaking, and writing. The

activities are graded into seven levels of difficulty. Levels two and three correspond

to the CEFR scale’s requirements for the elementary level. Nunan’s activities for

levels two and three can be found in appendix 3. The researcher’s hope is that the

framework, elementary-level requirements, and Nunan’s proposed activities will

serve to create ESOL elementary materials for parents of nursery-aged children in

later chapters.

2.5. ESOL for nursery education

ESOL research constitutes a wide range of English Language research.

Among many ESOL materials and courses widely available, one can find also less

known areas for ESOL, such as ESOL for pregnancy (Deignan and Bird, 2015),

motivation for ESOL students (Sidaway, 2022), and ESOL for parents at primary

school (Isaac, 2017). Although primary school children's parents are a focus for

ESOL materials designers and researchers, not much has been discovered about

materials for parents of nursery-aged children.
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Zadeh (1993) described an ESOL programme created in 1987 in the Rural

Warren County School to meet the needs of Japanese and Hispanic students after

the area was confronted with the influx of limited or non-English speaking students

from Japanese and Hispanic industries. Initially, the programme started with nine

students and one teacher administrator to develop and reach fifty students, a

full-time ESOL teacher, and a Spanish-English bilingual assistant in 1990. The ESOL

programme reflected a ‘total approach’ involving students, parents, teachers and

community members who interacted with ESOL staff to meet students' and family

needs. For the purposes of this research, the focus will be shifted only to one of the

aspects of the ‘total approach’ which is the parents. As Zadeh stated, ‘parent

involvement is a key proponent of the total approach’ (Zadeh, 1993:4). The

acculturation classes were organised as a part of the ESOL programme where

parents could hear about holidays or special activities but also taste typical local

foods. Parents also attended communication classes and parents meetings usually

held at the end of each month, where translation services were provided. As not

every parent could attend those meetings, a new initiative was created called HIP -

Home Intervention Program. At least once a week an ESOL teacher and a bilingual

assistant used to visit the homes of some ESOL students for communication

purposes. This was described as having a positive impact, resulting in less confusion

and less negative feelings, better communication, and the possibility to avert many

possible problems. It can be argued whether all of the above aspects of the ‘total

approach’ concerning parents might be useful in the nursery context. Communication

classes with translation services could be advantageous for migrant parents with a

low level of English language, as it would help them progress with the foreign

language and increase confidence in communicating in English if those meetings
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were organised in smaller groups. Home visits by nursery workers could be

advantageous as well if those visits would be held in a confidential and

non-judgemental environment for parents to dare use English and to have attention

focused solely on them.

MacDonald (2013) wrote a thesis on the provision of ESOL for immigrants in

early 21st century Britain, interviewing several women with bilingual or monolingual

children about their process of learning English. The thesis includes testimonials of

those women, including also mothers of nursery-aged children, about their fears,

their experiences, and their thoughts about what they needed English for. Even one

Polish mother participated in the research. Women narrated a range of everyday

situations in which they could find themselves in the need of using English. ‘These

included making friends, negotiating with nursery and school services, applying for

jobs and entering the workplace, joining a church; in other words a normal range for

this demographic sample’ (Macdonald, 2013:94). The nursery mothers enumerated

the need to understand the England and Wales education system, to find an

appropriate place for a child to attend, and to negotiate a child’s entry and progress

as key concerns as ESOL learners. They stated that they did not feel confident in

effectively managing their children’s education. They witnessed bullying and abuse

of their children at the nursery, causing emotional damage to both children and

mothers who could not help their children as they did not know English themselves.

They stated that the will to support their children at nursery and school was a primary

learning goal for them.

Draper and Duffy (2009) devoted one whole chapter of their book to working

with parents. They draw on their experience of working at Thomas Coram Children’s

Centre in London and explore the challenges and benefits of nursery practitioners
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working in close partnership with parents. Draper and Duffy (2009) enumerated ‘a

lack of shared language’ as one of the challenges nursery practitioners encounter

while working with parents. They also mentioned the fact that ‘parents who were not

themselves educated in the UK may be unfamiliar with the British education system

and possibly are not confident it will serve their children well’ (Draper and Duffy,

2009: 276). Similar findings were described above from MacDonald’s thesis (2013),

that the nursery mothers expressed their willingness to understand the English

education system. What is important in Draper and Duffy’s (2009) work which relates

to the ESOL context is to understand how such an exemplary relationship between a

nursery practitioner and a parent works. Therefore, some conclusions about what

language foreign parents may need when contacting a nursery worker can be made.

The Thomas Coram Children’s Centre offers drop-in meetings where parents and

children attend together and later, parents may attend groups or classes while their

children stay in the nursery. Families are also invited to an induction programme

which consists of visits to the centre, home visits by the key worker, and a settling-in

period, a part of which is a parent conference and interviews with parents about their

child. Arrival and collection times, scheduled meetings between parents and key

workers, and the use of newsletters and information sheets about the current work of

the centre and workshop are also other forms of maintaining contact between

parents and practitioners. Parents are interested in what their child is doing and

learning during the hours they are apart from them. Some of them would like to gain

a broader perspective on the child’s upbringing from more experienced practitioners.

On the other hand, nursery workers are interested in the children’s behaviour and

development at home, as parents’ most concern usually is whether their child would
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be understood in the nursery the same way they are understood at home. The centre

also offers classes for parents in ESOL.

Summarising the experiences of parents and the activity of nursery places

described in the above articles, several conclusions about why parents need the

English language can be made:

1) first, to visit the nursery centres before applying and to find an appropriate

place for a child to attend;

2) to be able to attend the meetings with nursery practitioners and other parents

and to be able to understand subjects discussed, such as their child’s

development, learning progress, and activities done outside the house;

3) to attend workshops or conferences organised by nurseries;

4) to understand newsletters and information sheets from nurseries;

5) to host home visits where they can narrate their child’s behaviour and

development at home;

6) to negotiate with nursery services;

7) and to understand the English education system.

2.5. Conclusion

The literature chapter provides an overview of what ESOL and TBLT are. It

explains the requirements for elementary-level learners. It also shows what has been

already researched about ESOL for nursery education and what questions still need

to be answered. An idea about what type of ESOL materials for nursery education

might be needed has been concluded.
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3. Methods

3.1. Introduction

The methods chapter includes three research questions that the author will

attempt to answer throughout the dissertation. It explains the methodological

approach used and the reasons for choosing this approach. The chapter describes

the participants of the study in detail, their age, gender, background, language level,

and learning context, and explains the criteria why they were asked to participate in

the research. The chapter presents what research instrument was chosen to elicit

data from participants and how and why the research instrument was constructed.

The methods chapter informs what data was collected from participants using the

instrument outlined and how the data was handled. The chapter also contains a

short section on the pilot study conducted prior to the main study and a section on

ethics procedures is at the end of the chapter.

3.2. Research questions

Since the study aimed to inform the creation of elementary ESOL materials

based on a task-based approach for Polish parents of nursery-aged children who

have arrived in the United Kingdom, the following research questions were stated

when designing the research:

Research question 1: what are the language needs of Polish migrants who are

parents of nursery children?

Research question 2: what are the beliefs of Polish parents of nursery children about

the content of English language courses?
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Research question 3: what is the framework for designing TBLT materials for ESOL

parents of nursery children at an elementary level?

In the process of data analysis and the analysis of relevant literature, the answers to

the above questions were received. The research questions helped to better explore

and devise a sample of ESOL course materials based on a task-based approach.

3.3. Methodological approach

The research is descriptive in that it attempts to describe the language needs

of a particular group of people, who in this case are Polish parents of nursery

children. It also explains the characteristics of a task-based approach and why this

approach is the most suitable for ESOL learners. The research is qualitative in

nature, which means that it ‘deals with qualities and phenomena that cannot be

numerically quantified’ (Cribb, 2021:25). There will be an attempt to create a sample

of ESOL materials for parents of nursery children based on the framework for

designing TBLT materials for ESOL learners created for the purpose of this

dissertation.

3.4. Participants

Five participants were asked to contribute to the research. They were all

known to the author of the research and were chosen because they met both criteria.

The first criterion was that they are Polish and English is not their first language. The

second criterion was that they currently have or recently had children in a British

nursery. They were all women and men and all were between 30 and 35 years old.

At the time of conducting the research, they all lived in small towns in the area of

Coventry and Oxfordshire: Bicester, Banbury, and Bloxham. The description of each

individual participant is found below.
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Participant one is a 32-year-old man whose son is now 8 years old. The boy

started nursery at the age of 5 and was attending there for a year. The participant

had lived in England for seven years already when his son started nursery. At that

time, he described his language level as very communicative, as previously he had

attended an English language course in a private school in Oxford.

Participant 2 is a Polish woman in her mid-thirties, whose daughter is

currently 6 years old. The girl started nursery at the age of 3 and was attending there

for two years. The participant had lived in England for four years when her daughter

started nursery. At that time she described her language level as communicative,

although she had only learned English at school in her home country and had not

received any education in the United Kingdom.

Participant 3 is a 33-year-old woman whose daughter is currently 8 years old.

The girl started nursery at the age of 3 and was attending there for two years. The

participant had lived in England for five years when her daughter started nursery.

She described her language level as fluent, although she had only learned English at

school in Poland and then developed fluency and confidence throughout her stay in

England.

Participants 4 and 5 are a young married couple (a man and a woman

accordingly) who are both 30 years old. They have a 2-year-old son who is currently

attending nursery. They have been in England for three years and previously spent 2

years in the United States. They described their English level between

communicative and fluent. They learned English at school in Poland and during their

stay in the United States. The woman added she still experiences language barriers

and currently attends private English tutoring.
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As some of those children have already finished nursery, the parents claim

they may not remember all details, such as the child’s age when starting nursery or

the exact procedures. Hence, there might be discrepancies in answers and in facts.

3.5. Instruments

The instrument used for this research was an interview. It was a

semi-structured interview created by the researcher both in Polish and English

language and then conducted by the researcher in Polish language. The questions

were prepared in advance, however, the researcher-interviewer could add follow-up

questions to elicit more thoughts during the time of the interview. The focus of the

interview was to understand the language needs at different times of nursery stages,

as well as to hear parents’ suggestions of what was or would have been helpful to

them during that time. Hence, the interview was created in such a way that it was

divided into two sections referring to different nursery stages, and a separate section

on parents’ language commands and suggestions. The interview protocol consisted

of thirteen questions altogether. The first section contained four questions and

concerned the parents’ language needs before the child started the nursery and

procedures that needed to be followed in order to apply for the nursery. The

questions concerned parents’ knowledge about the British nursery system and their

criteria for choosing a nursery, what steps they had to do in order to apply for a

nursery and what documents were needed, what a nursery application included, and

whether there were other purposes they needed English for at that stage. The

exemplary purposes were enumerated and parents would confirm whether they

applied to their experience or not, and additional comments could be added. The

second part included four questions and was related to the language necessary to
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communicate in the nursery. The questions concerned the most frequent subjects of

conversations between parents and nursery workers, what tasks they needed to

perform in English at that time, and whether they received any language help.

Similar to the previous section, the exemplary purposes for using English at that time

were enumerated and parents were asked to confirm whether they applied to their

experience. Additional comments could be added. The last section consisted of five

questions and concerned the parents’ language level when their children were in the

nursery, as well as parents’ learning journey, including whether they attended English

lessons in their home country or after migration, and whether those courses were

helpful when performing tasks in the nursery. Parents could also make suggestions

about what could such a language course include to prepare parents better for

activities performed in the nursery. There was also a section for additional comments

and questions. The interview protocol can be found in appendix 4. The interviews

were conducted in the researcher’s place of residence and each interview lasted

approximately 30 minutes. They all took place in mid-July 2022. Five participants

were interviewed and a pilot interview was conducted prior to the main interviews. All

interviews were audio recorded using a recorder from the researcher’s private mobile

phone. The participants were given the interview questionnaire and were informed

about being recorded prior to the interview taking place.

3.6. Data collection and analysis

The data elicited from participants using an interview was related to

participants’ experiences with tasks they had to perform in English language as

migrant parents of nursery children in the United Kingdom. The interviews were

recorded and then the data was saved on the researcher’s university account

29



protected by a password. After the interviews took place, the answers were

transcribed and organised in the form of a table in order to analyse them more easily.

The table consists of interview questions written vertically and participants’ answers

written horizontally. The table was divided into three parts corresponding to three

sections of the interview. The table in Polish language can be found in appendix 5.

As the interviews were conducted in the participants' and researcher’s native

language to avoid misunderstanding and to elicit more thoughts from participants,

the answers had to be translated from Polish to English for the purpose of the

dissertation. A translation was realized by the researcher and is presented in the

Results section. The data was analysed by each section and not by participants.

3.7. Pilot study

A pilot interview was conducted on the 14th of July 2022, prior to the main

interviews. An interviewee was also a Polish person known to the researcher. It took

place in the researcher’s place of residence and was also audio recorded on the

researcher’s personal mobile. The pilot interview was conducted to check the quality

of the recording, to estimate the duration of the interview, and to check whether all

questions are vital for the study, whether the order of questions is appropriate and

whether any questions need to be added. Only one change was implemented to the

interview protocol as a result of the pilot study. The last question of the interview was

added where parents were asked for suggestions on the content of the course

intended for parents of nursery children.

3.8. Ethics

The research was conducted to the highest levels of integrity compatible with

Coventry University’s Research Committee Standards of Conduct and Governance
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of Research. These contained standards of best practice, integrity, and honesty. The

research was granted ethical approval by Coventry University’s Research Ethics

Committee and was assigned a project reference number P137509. The project was

considered a medium risk level since it involved human participants and several

ethical issues needed to be taken into consideration. Before data collection, the

participants were given a participant information sheet in English (appendix 6) and a

translated version in Polish. They were informed about the nature of the project and

its potential risk and benefits. The participant information sheet included information

that the data will be audio recorded, that their participation is voluntary, and that they

can withdraw at any time. It explained what data will be collected, how it will be

stored, and what will happen to it. When participants agreed to take part in the

research, they were asked to sign a consent form (appendix 7), both in English and

Polish language. They confirmed that they understood the participant information

sheet. They agreed on the interviews being audio recorded and generally on taking

part in the study. Interviews took place only after the consent had been received.
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4. Results

4.1. Introduction

The results chapter describes the answers to interview questions from all five

participants. The chapter is divided into three parts. The first part of the results

corresponds to the first part of the interview, which relates to parents’ language

needs before the child started nursery and the procedures necessary to apply for a

nursery. The next part of the results chapter corresponds to the second part of the

interview, where parents answered questions about their language needs during the

time when their children were in the nursery. The last part of the results chapter

corresponds to the third part of the interview related to the parents’ language level

and language journey, as well as parents’ suggestions about learning a foreign

language and ESOL course content. The transcribed data in Polish language

organised in the form of a table can be found in appendix 5. As mentioned in the

previous chapter, there might discrepancies in answers and in facts as some parents

could not remember the details.

4.2. Before nursery

The first section refers to parents’ language needs before the child started

nursery and the steps to sign up for a nursery. Parents were asked four main

questions and a few additional ones. The first question parents needed to answer

was ‘how did you find out about the nursery system in the UK?’ and the follow-up

question was ‘what do you know about it, eg. children’s age, frequency of attending,

fees?’. Participant one found out about the British nursery system from the

government website (gov.uk), which could also be translated into many languages,
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including Polish. He mentioned a tab where one could find information about

children’s age, how many hours a child is allowed to attend nursery without paying

fees, and what documents are necessary in order to apply for a nursery. He recalled

his son was five years old when he began nursery and could attend twenty hours a

week free of charge. Participant two found out about the nursery system in England

from her close friends and from the nursery’s official website. She recalled her

daughter commenced nursery at the age of three and was attending there five days

a week, six hours a day. The girl was allowed fifteen hours free of charge, and the

remaining fifteen hours required additional fees. When she finished four years old, a

full week of thirty hours was free of charge. Participant three found out about the

nursery system from her Polish friends who had already had children in nurseries

and had some knowledge about the system. They advised her how and where to

apply. She recalled her daughter was three years old when applying for nursery and

claimed that she was allowed thirty hours a week of nursery education free of

charge. However, she was granted only fifteen hours weekly for free, and for the

remaining fifteen hours she had to pay fees. She remembered a system error she

could not understand and did not receive any help in this matter from nursery

educators. Participants four and five found out about nursery procedures from their

friends, from a government website (gov.uk) and they also asked nursery workers for

advice. Currently, they pay for fifteen hours a week for his 2-year-old son stay in the

nursery. The earliest he could begin was at the age of two, but they mentioned there

were some other nurseries where a child could start at a younger age. They said a

3-year-old child is allowed fifteen hours a week of nursery education free of charge

when only one parent works, and thirty hours a week free of charge when both

parents work. A child can attend nursery up to forty hours a week, but the remaining
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hours require additional fees. They mentioned that nursery education is free of

charge when there is a difficult financial situation at home or a child is raised by a

single parent.

The second question referred to the criteria parents followed when choosing a

nursery for their children. Participant one chose a nursery that was the closest to his

house. Participant two chose a nursery in the same village as the primary school of

her older daughter in order to commute easier both girls to nursery and primary

school. She was also suggested by the pleasant atmosphere and the small size of

the nursery which consisted of fifteen children only. Participant three chose a nursery

because it was recommended by other parents and it was near her house and

workplace. She also visited the nursery before the application process and was

convinced after the tour she had with the nursery’s head teacher. Participants four

and five were suggested by the fact that their friends’ children were also attending

the chosen nursery and were also friends with their son.

Question three referred to documents needed when applying to the nursery.

Three follow-up questions were asked: what information was requested in the

application form? Was the application online or on paper? Do you know the nursery

criteria for choosing candidates? Participant one said that the application was on

paper and could take a copy from the nursery office. His and his partner's passports

were requested, as well as the child’s birth certificate. In the application form, he had

to provide information about the child’s age, illnesses, and personal data. He did not

know how the nursery chose the candidates. Participant two said the application was

on paper and it had to be collected in person at the nursery. The application form

included questions about parents’ jobs, national insurance numbers, registered

health centre, and a child’s certificate of vaccination. There was also a questionnaire
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about the child’s most and least favourite food and games. She reckoned the nursery

criterion for choosing candidates was the distance from home to the nursery and

whether a child already had other siblings nearby. Participant three said the

application was not online and it was necessary to collect an application form from

the nursery office. She had to provide her and the child’s name and surname, date of

birth, and details about her child, such as favourite food, allergies, disorders, and

whether the child can speak English. She did not know how the nursery chose the

candidates. Participants four and five said they had to collect a printed copy of the

application form in the nursery office and it was about forty pages long. It required

information about the child’s favourite plays and games, allergies, illnesses, favourite

words, clothes, toys, and if there was anything nursery workers had to pay close

attention to. One section included additional contact to other people, who the nursery

could call in case none of the parents would answer the phone and people who were

allowed to bring or collect a child from a nursery. They said there was no information

regarding the criteria for accepting candidates, but they reckoned the first ones

applying got the place.

The last question in this section referred to the tasks parents needed to

perform in English while applying to the nursery. The answers are presented in table

1.

Participant 1 Participant 2 Participant 3 Participant4&5

to read
information
booklets

no no no yes

to phone and
make
appointments
with the nursery

yes yes yes yes
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to visit the
nursery

yes yes yes yes

to exchange
e-mails with the
nursery

yes yes yes no

to fill in necessary
documents

yes yes yes yes

to ask for
opinions and help
in your
community

no yes no yes

Table 1. What did you need English for before your child started nursery?

Participant one added that there were booklets but they were also translated into

many languages, including Polish. The information included in the booklets referred

to the history of the nursery, the description of nursery groups, children’s age and

hours of attending. He said he visited the nursery office in order to express interest in

his child attending there and to receive more information regarding the application

process. He was also offered a tour of the nursery rooms and outside play area. He

also visited the nursery for the second time when handing in the application. He did

not send any email, but he received one confirming his child's place at the nursery,

the boy’s group, and the start date. He did not need English in his community as it

consisted of only Polish speakers. Participant two added that she visited the nursery

in order to find out how the nursery functioned and about the application process.

Participant three said she called the nursery to ask for more details. She also hosted

a home visit initiated by nursery workers. The purpose of the visit was to meet both

the child and the parents. She said she only received one email confirming her

child’s place at the nursery. Her community consisted of Polish speakers, hence she

did not need English for communication. Participants four and five recalled using a

phone call only once when they needed help in filling in the application form. They
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said that the main form of communicating with the nursery was a messenger. They

visited the nursery three times: first, when they wanted to find out about the

application process; second, when handing in the application and visiting nursery

facilities; and third time when a series of introduction meetings between parents,

children, and nursery staff were organised. All parents claimed the only document to

fill in at that time was an application form.

4.3. At nursery

The second section of the interview refers to the language needed to

communicate in the nursery. Parents were asked four main questions. The first

question referred to the tasks parents needed to perform at the beginning of the

child’s attendance at the nursery and the answers are presented in table 2.

Participant 1 Participant 2 Participant 3 Participant 4&5

meet the nursery
staff

yes yes yes yes

introduce your
child

yes yes yes yes

explain about
your child’s
typical routines
and behaviours

yes yes yes yes

Table 2. When your child started nursery, what did you need to do in English?

Participants four and five added that all those actions were already performed before

the child started nursery and the information was provided in the application form.

The second question referred to the most frequent subjects of conversations

between parents and nursery workers. Participant one spoke with a nursery

practitioner about his son’s behaviour, progress in development, difficulties his son
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encountered in the nursery and his achievements, and how the boy spent a day. He

mentioned also listening to the teacher’s feedback about his son’s inappropriate

behaviour. Participant two usually spoke with nursery staff about her daughter’s

behaviour and progress, and whether she communicated with them in English or

needed help in communication as her native language was Polish. Participant three

usually spoke about her daughter’s progress and the process of adapting to the

group as it was her first encounter with a larger group of children. She was also

interested to know whether her daughter attempted to communicate in English as

she could only speak Polish at that time. Participants four and five spoke about their

son’s behaviour at the nursery, who he played with and what he played. The mum

who usually dropped her son to the nursery spoke about his mood at the beginning

of the day and whether he had already eaten, asking nursery staff to pay attention to

his eating habits.

The third question referred to the tasks parents needed to perform when their

child attended nursery. The summary of answers is presented in table 3.

Participant 1 Participant 2 Participant 3 Participants 4&5

read letters at
home and notices

yes yes yes yes

talk to the office
staff about fees,
hours, holidays,
sickness, etc.

yes yes yes yes

talk to the caring
staff about their
child

yes yes yes yes

talk to other
parents

no yes no yes

fill in documents no no no no

38



write requests or
complaints or
other forms of
written
communication

yes yes no no

learn English
stories, rhymes,
etc. with their child
as a part of the
preparation for
their child’s
performances

yes no no no

Table 3. What did you need to do when you had a child in the nursery?

Participant one reckoned he received emails and text messages, as well as read

notices on the nursery information board. The information concerned any changes in

schedule, trips, or art performances. During the Covid-19 pandemic, there was a

notice that the nursery was closed. Participant two remembered she received text

messages or notices at the end of the day about what to bring to nursery the next

day, such as wellingtons as the children were going on a trip, or special art materials.

Participant three reckoned to receive bills for nursery in a form of a letter. She also

received notices in the form of a letter handed to a child in an envelope at the end of

the day. They referred to the next day's events or activities, such as costume days.

Participants four and five were handed in letters in the nursery at the end of the day

about what would be happening in the nursery, whether a child needed to bring

something the next day, or whether any child was sick (such as pox or covid). They

said they were given letters with more important information, but the nursery workers

communicated with them also through messenger or phone calls. Participant one

spoke with nursery workers in person or attended parent-teacher meetings. In case

of a child’s absence, he informed the nursery through a phone call and he recalled

one situation when they called him to collect a child as he was feeling unwell. He
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recalled writing an official complaint about another child’s inappropriate behaviour

towards his son. Participant two used all forms of communication, such as phone

calls, text messages, and e-mails to inform nursery staff about important issues or

her daughter’s absences. Participant three only used phone calls to inform nursery

staff about important issues. Participants four and five used messenger as a form of

communication with the nursery staff or informed them personally. Only participant

one needed English to help his son prepare for performances at the nursery.

Participant three remembered nursery performances but it was not required of her to

help her daughter as she had rehearsals in the nursery.

The last question referred to whether parents received any language help. All

of them claimed they did not need any help. Participant one did not know whether

such help could be received. Participants two and three said all nursery staff was

English-speaking. Participants four and five said there was no translator but the

nursery educators knew Polish to some extent, although were native English

speakers.

4.4. Parents

The last section regarded parents’ English level at the time of applying to the

nursery and their language learning journey. They were asked five main questions

and one additional follow-up question. The first question was ‘how would you

describe your English level when you were applying to the nursery?’. There were

three levels distinguished for the purposes of the interview:

- very poor, meaning a parent was not able to communicate neither verbally nor

orally, did not understand written text, and could not understand people’s

conversations;
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- communicative, meaning a parent could receive and provide information

without any issues;

- fluent.

The results are presented in table 4.

English language level

Participant 1 between communicative and fluent

Participant 2 communicative

Participant 3 fluent

Participant 4 fluent

Participant 5 communicative

Table 4: How would you describe your English language level when you were applying to the
nursery?

Participant five admitted that she was shy and had language barriers, but the

application process and letters required very simple, informal language, and the

most important information was always stressed.

The next two questions were related to the language courses parents

attended before or after arriving in the United Kingdom and whether they prepared

parents for actions they encountered in the nursery. Participant one learned English

in the primary and vocational school in Poland and attended a private language

school in Oxford after his arrival. He said he could not learn English in his home

country, but the course in Oxford helped him to function in England. He reckoned

there was speaking practice, writing e-mails, filling in the exemplary official

documents, and reading English stories and literature. Participant two was learning

English for seven or eight years at school in Poland and did not attend any language

course before her daughter started nursery. She said the English learned at school
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helped her to some extent and she was able to speak, read and write using basic

English. She remembered basic grammar rules, but could not apply them in real life.

Participant three had been learning English for three years in high school in Poland

before arriving in England. Throughout her ten-year stay in a foreign country, she did

not attend any college, and the only reason she became fluent in English was that

she was constantly speaking at work and using it in real life. She said English

classes at school in Poland helped her to some extent, but she was shocked on her

arrival by the different accents and informal language used by English people. She

admitted that the English taught at school and the real English she encountered here

were very different. Participants four and five said they both had English at school in

Poland, but the quality of teaching is dependent largely on a teacher. They both lived

in the United States prior to their arrival in the United Kingdom. Participant four

added he also learned English while watching movies, listening to music, and

reading books or comic books. He admitted he learned mostly through conversations

with other people. Participant four had private English tutoring on her arrival in

England. They both admitted that the English courses in their home country were not

helpful and what helped them the most was private tutoring and using English daily.

Lastly, participants were asked for any additional comments about English for

parents of nursery children, as well as for suggestions about what could an ESOL

course include in terms of nursery parents. Participant one stressed the importance

of learning and knowing English language when being a migrant to this country. He

advised listening and familiarising with different accents as the point of focus on the

course, as he still had problems with understanding what other people were saying.

Participant two mentioned that writing e-mails and letters, as well as learning

authentic grammar instead of filling in grammar exercises would be more helpful.
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Participant three also stressed the importance of learning and knowing English to

able to talk about your child. She suggested speaking practice and familiarising with

different accents of English as useful for gaining confidence and fluency in English.

She also mentioned that such an ESOL course could include vocabulary related to

education and an explanation of the British education system. Participants four and

five discouraged other parents from applying to Polish nurseries as ‘it is a good

moment to start a journey with English and to overcome language barrier’ (Polish

translation: ‘to jest dobry moment by rozpocząć przygodę z angielskim i pokonać

barierę językową’). She mentioned it could have consequences later when the child

would go to primary school and would have to communicate in English mostly. They

encouraged parents to try taking steps and use English regardless of their level and

to learn from their own mistakes. They both recommended speaking practice on the

ESOL course, stressing the importance of oral communication.

At the end of the interview, participants two and three expressed hopes that

they contributed well to the research and apologized they could not remember all

details.
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5. Discussion

5.1. Introduction

The chapter discusses the findings of the main research questions supported

by the reviewed literature. The first question relates to the language needs of Polish

migrants who are parents of nursery children and the answer is divided into two

sections: the needs before a child started nursery and the needs when the child was

attending nursery. The second question relates to the beliefs of Polish parents of

nursery children about the content of English language courses. The last question

relates to the framework for designing TBLT materials for ESOL parents of nursery

children at an elementary level. Finally, recommendations for teaching based on the

discussion are suggested at the end of the chapter.

5.2. The language needs of Polish parents of nursery children

When asking for language needs, what the research is really trying to

discover is what Polish parents of nursery children need English for when

encountering different situations in nurseries. The section will be divided into two

parts. The first part will discuss parents’ language needs before children started

nursery, and the second part will discuss parents’ language needs when children

were attending nursery.

5.2.1. The language needs before a child started nursery

The first question in this study sought to determine the language needs of

Polish parents before their children started nursery. It was found that they needed

English to be able to search for information about nurseries on government websites

or in information booklets and to be able to read an email confirming their child’s
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place in the nursery. What is more, they needed English to fill in the application

documents. In terms of listening and speaking skills, they needed English to be able

to ask for and listen to other people’s opinions about potential nurseries, make

phone calls with nursery staff about the application process, visit the nursery and

discover how it functions, to attend open days with children and to be able to host

home visits by nursery workers. What is interesting to note is that in general all four

macroskills: reading, writing, listening, and speaking were needed equally at this

stage. One interesting finding is that English was not necessary to use by all parents

to perform some of the above tasks. For example, not all of the parents needed

English to seek opinions or information about nurseries whereas others did. It

depended mainly on the community they lived in and whether the community

consisted of only Polish people or mixed nationality members. Participant three

admitted: ‘I found out from Polish-speaking friends, as they are the majority of my

friends, who already had children and knew something about the education system’

(Polish translation: ‘dowiadywałam się od znajomyc polskojęzycznych, bo najwięcej

mam takich znajomych, którzy już mieli dzieci i posiadali jakąś wiedzę o systemie

edukacji.’). Furthermore, one out of two nurseries that were distributing information

booklets, had them translated into Polish, therefore English language was not

required to gather information about nurseries in this case. Only one nursery offered

open days for parents and children where they could play with a child in the nursery

room and meet others. Another nursery offered home visits prior to the first day at

nursery in order to meet the family and a child’s needs better. All of the nurseries

were helpful in the application process. However, the parents’ answers about the

content of the application form and the general information, such as children’s age

when starting nursery or the amount of allocated weekly hours and charges, differed
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largely. The parents admitted they were not able to remember all the details.

Participant three said ‘It was hard to recall everything, but I was trying to help as

much as I could’ (Polish translation: ‘Ciężko było sobie wszystko przypomnieć, ale

starałam się pomóc na tyle na ile mogłam). The reason for discrepancies in answers

might be due to the fact that some time has passed since their children started

nursery. Some of the children are currently in primary school and the details about

the nursery application process and language needed have faded. The second

reason for discrepancies might be that there are different procedures depending on

nursery location or on the context, such as workplace shemes or child benefits.

Nevertheless, all parents contributed to the research to a large extent.

5.2.2. The language needs when a child attended nursery

Another objective of the first research question was to identify the language

needs of Polish parents of nursery children when their children attended nursery.

The results indicate that in terms of speaking and listening skills, English was

necessary to discuss the child’s progress and behaviour in the nursery, attend

parent-teacher meetings, inform about the child’s absences or sicknesses, help a

child prepare for his performances at nursery, or talk with other parents about their

private lives. Parents needed to be able to read in English to read bills, letters,

notices, text messages, or internet chat messages regarding trips, events, changes

in nursery functioning, and other general information. Furthermore, English writing

skills were necessary to write emails about a child’s absences or to write complaints

about other children’s inappropriate behaviour. What is surprising is that different

situations were handled differently, orally or in writing, depending on the parents and

nursery, eg. some parents informed about a child’s absences through emails and

some of them called the nursery, only one parent helped a child learn a poem for
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performance whereas it was not required of another parent, one nursery informed

about events in person, whereas the other wrote letters, etc. It is difficult to explain

these results but they might be related to a particular parent’s preference or the

nursery procedures. Differences between the fact that some nurseries used more

text messages or chats to communicate with parents, while others sent letters may

have been influenced by the fact that internet communication is now more common

and more frequent, and parents who communicate with the nursery using this form of

communication still have their son at nursery, whereas the children of parents who

communicated using letters have already finished nursery some time ago.

Surprisingly, English language was not necessary to use in informal discussions with

other parents as parents did not really speak with each other much. Participant one

said ‘Parents didn’t speak with other much, we used to come to nursery, collect a

child and scatter’ (Polish translation: ‘Rodzice ze sobą bardzo mało rozmawiali,

przychodziliśmy, odbieraliśmy dzieci i rozchodziliśmy się’). It is difficult to explain why

this is the case, but it might be attributed to parents’ lack of time for social life or

certain features of characters such as timidity. One unanticipated finding was that

writing tasks were the least encountered at this stage. A possible explanation for that

might be that the easiest way to inform nursey staff about certain situations or

problems is to do it in person when dropping a child off or collecting him from the

nursery. Another finding is that only one out of four nurseries had Polish-speaking

staff, whereas the others did not have any Polish-speaking practitioners or

translators. However, none of the participants expressed the need for language

before or at the nursery. The most likely reason is that all parents considered

themselves to know English on a communicative level or higher, hence they did not

require language help as their English was good enough.
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5.2.3. Connection with the literature

The results of this research on home visits match the ones observed in earlier

studies. A couple of reports mentioned in the literature review have shown the

importance of home visits where nursery staff, parents and children could meet and

discuss each other’s needs better. This idea was introduced by Zadeh (1993) as part

of her ESOL programme for Japanese and Hispanic migrants and was later

supported by Draper and Duffy (2009) as a part of an induction programme for

parents of nursery children.

The results on the language needed before a child started nursery seem to be

consistent with Draper and Duffy (2013) who enumerated drop-in meetings for

parents and children, visits to the centre and information sheets about the current

work of the centre as some examples of a relationship between nursery practitioners

and parents.

The findings on what language parents needed to communicate in the nursery

are consistent with that of MacDonald (2013) where the need to negotiate a child’s

progress was reported by one nursery mother. It also accords with Draper and

Duffy’s (2013) observations at Thoma Coram Children’s Centre of parents being

interested in what their child is doing and learning during the time apart from them.

However, this study has been unable to demonstrate that English language might be

needed for workshops or conferences organised by nurseries, as none of the

participants witnessed them being organised by their local nurseries. In contrast to

earlier findings of Zadeh (1993) and Draper and Duffy (2013), however, no evidence

of ESOL classes for parents or communications classes organised by nurseries was

detected.
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5.3. The beliefs of Polish parents of nursery children about the content of the

English language course

With respect to the second research question on the content of the ESOL

course, it was found that the majority of Polish parents recommended conversation

and speaking practice as the most effective and helpful way of learning English. A

possible explanation is that all participants are migrants in the UK and real

conversations with other people helped them most to accommodate in a foreign

country. Moreover, being able to communicate and be understood would gain their

confidence and motivate them more to learn English. Participant three witnessed

‘When I arrived here I could speak English but it wasn’t so fluent and confident, but I

could communicate. I was afraid to speak and at work, there was one person who

spoke with me and thanks to her I became more confident in speaking and I stopped

being scared and my English level was much better’ (Polish translation: ‘Kiedy tu

przyjechałam, to rozmawiałam po angielsku, ale nie był on taki płynny i pewny, ale

dogadałm się. Bałam się rozmawiać i w pracy była taka osoba które ze mną

rozmawiała i dzięki niej stałam się pewniejsza w rozmowie, przestałam bać się

mówić a mój poziom z angielskiego podskoczył do góry’). Other suggestions on the

content of the ESOL course were writing emails and letters, filling in exemplary

official documents, reading English literature or comics, watching films, and listening

to music. It was also found that ESOL learners would like to practise more grammar

in use rather than practising it in the form of exercises. This result might be explained

by the fact that migrants who come to live in a foreign country are under pressure to

learn English fast to be able to communicate and function on an everyday basis.

They must work, they have children and other responsibilities and may not have time

for tonnes of exercises or activities normally applied in the EFL context. They need

49



the ESOL course activities to be as much practical as possible, therefore they may

prefer to learn the real use of English. An important finding was that participants

expressed a willingness to learn about the British education system if this was

included in the ESOL course. This may be due to the fact that they are not familiar

with the education system at all as their education path in their home country was

different from that in the UK. Furthermore, they want to understand what their child

will approach in the future and they want to be able to help him or her, and they may

not always be able to search for information on their own. Participant three

witnessed ‘I didn’t have any knowledge about the education system and I had

problems with hours for my child while applying, some code was not accepted on

website and even the head teacher didn’t know what to do’ (Polish translation: ‘Ja

nie miałam takiej wiedzy o systemie edukacji i miałam problemy z godzinami dla

dziecka przy aplikacji, kod nie wchodził na stronie i nawet pani dyrektor nie wiedziała

co zrobić’). The most surprising finding was that participants would be interested in

learning to distinguish between and familiarise themselves with different accents of

English. It is possible that the result is due to the fact that the UK is a

mixed-nationalities country and migrants are not able to understand all dialects of

English and usually on ESOL courses they learn only standard British English.

Participant one admitted ‘Even today I have problems understanding what a person

is saying to me because obviously everyone has a different accent’ (Polish

translation: ‘Nawet dzisiaj mam problem ze zrozumieniem tego co się do mnie mówi,

a wiadomo każdy ma inny akcent’).

5.3.1. Connection with the literature

Several reports have shown that conversation and speaking practice are

effective and motivating ways of learning English. Krashen (1976) proposed input as
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a necessary condition for language learning and later, Hann (2022) stated that adults

learn best when they can produce meaningful input. Paton and Wilkins (2009)

confirmed that being able to use English for everyday matters increased motivation

and confidence among adult migrants.

Employing authentic materials in ESOL course, such as letters, documents,

books, and movies match the result obtained in previous studies by Hann (2022),

where she states that ESOL materials should be accessible, authentic, and flexible

and that usually they are created by teachers who use authentic texts as a base for

their materials.

The willingness to understand the English system has been noted in prior

studies by MacDonald (2013), where participants stressed the importance of

understanding the English system and supporting children in nursery and primary

school. Also, Nickson’s research on ESOL content (2014) proved UK education and

children’s education to be in the top two subjects considered useful and important for

migrants.

However, the findings on the interest in learning different accents of English

by parents have not been previously described.

5.4. The framework for designing TBLT materials for ESOL parents of nursery

children at an elementary level

The third research question was related to the framework for designing TBLT

materials for ESOL parents of nursery children at an elementary level. The

task-based approach was proved to be effective for ESOL learners (Ong’anga and

Odongo, 2013) and Willis (1996) placed TBLT in the SLA theory. As mentioned in the

literature review, the main characteristics of the task-based approach are providing
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opportunities for exposure, input, and meaningful interaction, focusing on meaning,

increasing motivation, authenticity, a gap to convey, and outcome other than the use

of language. Those characteristics are also common principles when designing

ESOL materials. Considering ESOL principles and task-based approach

characteristics, a framework for ESOL materials based on TBLT has been created

for the purpose of this research (appendix 2). The points in the framework are

adapted from several sources, including Hann’s (2022) research on factors

encouraging the learning process among adults and Hann’s, Timmis’, and

Masuhara’s (2010) principles for development of ESOL materials. Furthermore, the

points are the result of other researchers’ accounts of TBLT, such as Richard and

Rodgers (2001), Ellis and Shintani (2001). A framework is divided into three

sections. The first section relates to exposure to the language. The questions seek to

answer whether a task exposes learners to a foreign language, whether learners are

encouraged to produce meaningful input and to use their own resources, and

whether learners have opportunities for meaningful interaction. The second section

concerns whether a given task satisfies a task’s criteria and these are whether a task

is based on authentic materials, whether it focused primarily on meaning, and

whether there is a gap and outcome other than the use of language. Finally, the last

section of the framework relates to learners’ needs and motivation. The questions

relate to whether the learners’ needs are considered when creating this task,

whether the task keeps learners motivated and interested, whether the task provides

opportunities for success and whether the task encourages learners to use the

language outside the classroom.

When developing materials for ESOL learners in the nursery context, it is

advisable to consider also elementary-level requirements. These are described in
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appendix 1 and further developed in the literature review chapter. Nunan’s activities

for the four macroskills for the elementary level are presented in appendix 3. The

framework, elementary-level requirements, and Nunan’s proposed activities will

hopefully help teachers and material designers to create ESOL elementary materials

for parents of nursery-aged children.

5.5. Recommendations for teaching

For a successful ESOL course for parents of nursery-aged children, it would

be vital to consider parents’ suggestions in terms of the content of the ESOL course.

Along with parents’ needs and TBLT theory, such a course should focus on spoken

interaction and on meaning. Tasks employed in the ESOL course could imitate

phone calls with the nursery, initial interviews with nursery staff, or other real-world

tasks mentioned previously in the results chapter. It is recommended to use

authentic materials, such as nursery notices, letters, information booklets, or even

copies of the application form. It would be advisable to devote some lessons to

explaining the British education system and application processes. Finally, the

course should include authentic materials enabling learners to familiarise themselves

with different accents of English. These materials could be authentic recordings of

various English-speaking people or even conversation meetings could be organised

by the ESOL centre.

Considering the results found, a framework for ESOL materials based on

TBLT, elementary-level requirements, and Nunan’s activities, a sample of ESOL

materials for migrant Polish parents of nursery-aged children has been created

(appendix 8).
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6. Conclusion

6.1. Aims, objectives, and research questions

The project was undertaken to investigate the language needs of Polish

migrants who are parents of nursery children as well as their views on the content of

the ESOL course. The aim of the present research was to inform the creation of

elementary ESOL materials based on a task-based approach for Polish parents of

nursery children who have arrived in the United Kingdom. The following research

questions were raised:

Research question 1: what are the language needs of Polish migrants who are

parents of nursery children?

Research question 2: what are the beliefs of Polish parents of nursery children about

the content of English language courses?

Research question 3: what is the framework for designing TBLT materials for ESOL

parents of nursery children at an elementary level?

6.2. Summary of the findings

The data was collected from five participants using a semi-structured

interview conducted in Polish. All participants were Polish migrants who had children

in nurseries. The data was transcribed, analysed, and translated into English. The

below section presents findings related to the research questions.

Findings on the research questions 1.

The analysis of results from the first part of the interview on parents’ language

needs before children started nursery showed that English was necessary for all four

areas: speaking, listening, reading, and writing. However, not all participants had to
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use English for certain tasks and that depended on the community they lived in. The

types of tasks also differed depending on nursery application procedures. The

results showed discrepancies in parents’ answers due to the fact that some time has

passed since their children were attending nurseries.

Regarding the results on the parents’ language needs when children attended

nurseries, it was found that writing skills were the least required, possibly because it

was easier to handle problems and inform orally. The way that parents had to

perform tasks in English, whether orally or in writing, differed and it depended on

personal preferences or nursery procedures. There has been a growing tendency to

use text messages or online chat messages as a form of communication between

parents and nurseries. The results also show that English language was not

necessary to use in informal discussions among parents as parents did not speak

with each other often. It was also found that the majority of nurseries do not offer any

language help to foreigners, however, none of the participants needed that help.

Findings on the research questions 2.

The results from the second research question indicate that Polish parents

recommended speaking and oral practice as necessary practices to include in the

ESOL course. Participants also suggested the use of authentic materials. Another

finding was that participants expressed willingness to learn about the British

education system and children’s education. They also would be interested in learning

to distinguish between and familiarise themselves with different accents of English.

Finding on the research question 3.

During the analysis of the literature concerning task-based approach and

ESOL, it was found that common ESOL principles for designing materials are also

characteristics of tasks, and these include providing opportunities for exposure,
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input, and meaningful interaction, focusing on meaning, increasing motivation,

authenticity, a gap to convey, and outcome other than the use of language. As the

results of this analysis as well as the analysis of elementary-level requirements, a

framework for ESOL materials based on TBLT (appendix 2) and a sample of ESOL

materials for parents of nursery children have been created (appendix 8).

6.3. The significance of the study, its limitations, and further research

recommendations

The findings from this study make several contributions to the current

literature. First, it applies to Polish migrants who constitute the second largest group

of migrants in the UK, after Indians (NATECLA, 2016). Secondly, it covers one of the

top two subjects, which is UK education and children’s education, considered useful

and important for migrants (Nickson, 2014). The third contribution is that it provides

information to inform the development of materials for the parents of nursery

children. This is needed because little is known in the literature on the language

needs of parents of nursery children and the tasks they have to encounter.

Furthermore, no publically available ESOL materials on nursery education have

been found while carrying out the research.

The major limitation of the study is the discrepancy in parents’ answers due to

the fact that some of the children finished nursery prior to the research taking place.

However, it remains unknown whether the discrepancies are only the results of

parents’ lack of memory, or there is variation across contexts, such as workplace

schemes, child benefits, etc. This fact does not allow to receive a clear and current

response on nursery procedures and on nursery tasks. Being limited only to a

particular area of England, this study lacks data on parents’ language needs and the
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functioning of nurseries from other areas of the United Kingdom. Thirdly, the study

did not evaluate the use of a sample of materials as the materials have not been

tested on any group of learners.

Regardless of the limitations, the subject of ESOL for nurseries could be a

fruitful area for further work. It would be recommended to conduct the research again

with participants from different contexts who are currently parents of nursery children

to avoid discrepancies in answers and obtain more current results. In terms of the

scope of the research, perhaps it would be advisable to use a different instrument to

collect data in order to base the study on a larger sample size. This could generate

more accurate results and broaden the findings. It is hoped that ESOL material

developers will address these limitations and adopt recommendations for the content

of ESOL courses in the creation of ESOL materials based on TBLT for parents of

nursery children.
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Appendix 1. CEFR indicators for A2 level

1. Global Scale:

Can understand sentences and frequently used expressions related to areas of most

immediate relevance (e.g. very basic personal and family information, shopping,

local geography, employment).

Can communicate in simple and routine tasks requiring a simple and direct

exchange of information on familiar and routine matters.

Can describe in simple terms aspects of his/her background, immediate

environment, and matters in areas of immediate need.

2. Reception: listening:

I can understand phrases and the highest frequency vocabulary related to areas of

most immediate personal relevance (e.g. very basic personal and family information,

shopping, local geography, employment).

I can catch the main point in short, clear, simple messages and announcements.

2.1. Overall listening comprehension:

Can understand enough to be able to meet the needs of a concrete type provided

speech is clearly and slowly articulated.

Can understand phrases and expressions related to areas of most immediate priority

(e.g. very basic personal and family information, shopping, local geography,

employment) provided speech is clearly and slowly articulated.

2.2 Understanding interaction between native speakers:
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Can generally identify the topic of discussion around her that is conducted slowly

and clearly.

2.3. Listening to announcements and instructions:

Can catch the main point in short, clear, simple messages and announcements.

Can understand simple directions relating to how to get from X to Y, by foot or public

transport.

2.4. Listening to the radio and audio recordings:

Can understand and extract the essential information from short recorded passages

dealing with predictable everyday matters that are delivered slowly and clearly.

2.5. Watching TV and film:

Can identify the main point of TV news items reporting events, accidents, etc. where

the visual supports the commentary.

Can follow changes of topic of factual TV news items, and form an idea of the main

content.

3. Reception: reading:

I can read very short, simple texts.

I can find specific, predictable information in simple everyday material such as

advertisements, prospectuses, menus, and timetables and I can understand short

simple personal letters

3.1. Overall reading comprehension:
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Can understand short, simple texts on familiar matters of a concrete type which

consist of high-frequency everyday or job-related language.

Can understand short, simple texts containing the highest frequency vocabulary,

including a proportion of shared international vocabulary items.

3.2. Reading correspondence:

Can understand basic types of standard routine letters and faxes (enquiries, orders,

letters of confirmation, etc.) on familiar topics.

Can understand short simple personal letters.

3.3 Reading for orientation:

Can find specific, predictable information in simple everyday material such as

advertisements, prospectuses, menus, reference lists, and timetables.

Can locate specific information in lists and isolate the information required (e.g. use

the "Yellow Pages" to find a service or tradesman).

Can understand everyday signs and notices: in public places, such as streets,

restaurants, and railway stations; in workplaces, such as directions, instructions, and

hazard warnings.

3.4. Reading for information and argument:

Can identify specific information in simpler written material he/she encounters such

as letters, brochures, and short newspaper articles describing events.

3.5. Reading instructions:
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Can understand regulations, for example, safety, when expressed in simple

language.

Can understand simple instructions on equipment encountered in everyday life -

such as a public telephone.

3.6. Processing text:

Can pick out and reproduce keywords and phrases or short sentences from a short

text within the learner’s limited competence and experience.

Can copy out short texts in printed or clearly hand-written format.

4. Interaction: spoken interaction:

I can communicate in simple and routine tasks requiring a simple and direct

exchange of information on familiar topics and activities.

I can handle very short social exchanges, even though I can't usually understand

enough to keep the conversation going myself.

4.1. Overall spoken interaction:

Can interact with reasonable ease in structured situations and short conversations,

provided the other person helps if necessary.

Can manage simple, routine exchanges without undue effort; can ask and answer

questions and exchange ideas and information on familiar topics in predictable

everyday situations.

Can communicate in simple and routine tasks requiring a simple and direct

exchange of information on familiar and routine matters to do with work and free

time.
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Can handle very short social exchanges but is rarely able to understand enough to

keep the conversation going on his/her own accord.

4.2. Understanding a native speaker interlocutor:

Can understand enough to manage simple, routine exchanges without undue effort.

Can generally understand clear, standard speech on familiar matters directed at

him/her, provided he/she can ask for repetition or reformulation from time to time.

Can understand what is said clearly, slowly, and directly to him/her in simple

everyday conversation; can be made to understand, if the speaker can take the

trouble.

4.5. Conversation:

Can establish social contact: greetings and farewells; introductions; giving thanks.

Can generally understand clear, standard speech on familiar matters directed at

him/her, provided he/she can ask for repetition or reformulation from time to time.

Can participate in short conversations in routine contexts on topics of interest.

Can express how he/she feels in simple terms, and express thanks.

Can handle very short social exchanges but is rarely able to understand enough to

keep the conversation going of his/her own accord, though he/she can be made to

understand if the speaker will take the trouble.

Can use simple everyday polite forms of greeting and address.

Can make and respond to invitations, invitations, and apologies.

Can say what he/she likes and dislikes.

4.6. Informal discussion:
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Can generally identify the topic of discussion around her which is conducted slowly

and clearly.

Can discuss what to do in the evening, at the weekend.

Can make and respond to suggestions.

Can agree and disagree with others.

Can discuss everyday practical issues in a simple way when addressed clearly,

slowly, and directly.

Can discuss what to do, where to go, and make arrangements to meet.

4.7. Formal discussion:

Can generally follow changes of topic in formal discussion related to his/her field

which is conducted slowly and clearly.

Can exchange relevant information and give his/her opinion on practical problems

when asked directly, provided he/she receives some help with formulation and can

ask for repetition of key points if necessary.

Can say what he/she thinks about things when addressed directly in a formal

meeting, provided he/she can ask for repetition of key points if necessary.

4.8. Goal-oriented co-operation (eg. repairing a car, discussing a document, etc.)

Can understand enough to manage simple, routine tasks without undue effort,

asking very simply for repetition when he/she does not understand.

Can discuss what to do next, make and respond to suggestions, and ask for and

give directions.

Can indicate when he/she is following and can be made to understand what is

necessary if the speaker takes the trouble.
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Can communicate in simple and routine tasks using simple phrases to ask for and

provide things, to get simple information, and discuss what to do next.

4.9. Transactions to obtain goods and services:

Can deal with common aspects of everyday living such as travel, lodgings, eating,

and shopping.

Can get all the information needed from a tourist office, as long as it is of a

straightforward, non-specialised nature.

Can ask for and provide everyday goods and services.

Can get simple information about travel, use public transport: buses, trains, and

taxis, ask and give directions, and buy tickets.

Can ask about things and make simple transactions in shops, post offices, or banks.

Can give and receive information about quantities, numbers, prices, etc.

Can make simple purchases by stating what is wanted and asking the price.

Can order a meal.

4.10. Information exchange:

Can understand enough to manage simple, routine exchanges without undue effort.

Can deal with practical everyday demands: finding out and passing on

straightforward factual information.

Can ask and answer questions about habits and routines.

Can ask and answer questions about pastimes and past activities.

Can give and follow simple directions and instructions e.g. explain how to get

somewhere.
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Can communicate in simple and routine tasks requiring a simple and direct

exchange of information.

Can exchange limited information on familiar and routine operational matters.

Can ask and answer questions about what they do at work and in free time.

Can ask for and give directions referring to a map or plan.

Can ask for and provide personal information.

4.11. Interviewing and being interviewed:

Can make him/herself understood in an interview and communicate ideas and

information on familiar topics, provided he/she can ask for clarification occasionally,

and is given some help to express what he/she wants to.

Can answer simple questions and respond to simple statements in an interview.

5. Interaction: written interaction:

I can write short, simple notes and messages relating to matters in areas of

immediate need.

I can write a very simple personal letter, for example thanking someone for

something.

5.1. Overall written interaction:

Can write short, simple formulaic notes relating to matters in areas of immediate

need.

5.2. Correspondence:

Can write very simple personal letters expressing thanks and apology.
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5.2. Notes, messages, and forms:

Can take a short, simple message provided he/she can ask for repetition and

reformulation.

Can write short, simple notes and messages relating to matters in areas of

immediate need.

6. Production: spoken interaction:

I can use a series of phrases and sentences to describe in simple terms my family

and other people, living conditions, my educational background, and my present or

most recent job.

6.1. Overall spoken production:

Can give a simple description or presentation of people, living or working conditions,

and daily routines. likes/dislikes etc. as a short series of simple phrases and

sentences linked into a list.

6.2. Sustained monologue: describing experience:

Can tell a story or describe something in a simple list of points.

Can describe everyday aspects of his environment e.g. people, places, a job, or

study experience.

Can give short, basic descriptions of events and activities.

Can describe plans and arrangements, habits and routines, past activities, and

personal experiences.

Can use simple descriptive language to make brief statements about and compare

objects and possessions.
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Can explain what he/she likes or dislikes about something.

Can describe his/her family, living conditions, educational background, present or

most recent job.

Can describe people, places, and possessions in simple terms.

6.3. Public announcements:

Can deliver very short, rehearsed announcements of predictable, learned content

which are intelligible to listeners who are prepared to concentrate.

6.4. Addressing audiences:

Can give a short, rehearsed presentation on a topic pertinent to his everyday life,

briefly give reasons and explanations for opinions, plans, and actions.

Can cope with a limited number of straightforward follow-up questions.

Can give a short, rehearsed, basic presentation on a familiar subject.

Can answer straightforward follow-up questions if he/she can as for repetition and if

some help with the formulation of his reply is possible.

7. Production: written interaction:

I can write a series of simple phrases and sentences linked with simple connectors

like „and", „but“ and „because“.

7.1. Overall written production:

Can write a series of simple phrases and sentences linked with simple connectors

like “and", “but” and “because”.
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7.2. Creative writing:

Can write about everyday aspects of his environment e.g. people, places, a job, or

study experience in linked sentences.

Can write very short, basic descriptions of events, past activities, and personal

experiences.

Can write a series of simple phrases and sentences about their family, living

conditions, educational background, present or most recent job.

Can write short, simple imaginary biographies and simple poems about people.

8. Qualitative aspects of spoken language use:

8.1. Range:

Uses basic sentence patterns with memorised phrases, groups of a few words, and

formulae in order to communicate limited information in simple everyday situations.

8.1.2. General linguistic range:

Has a repertoire of basic language, which enables him/her to deal with everyday

situations with predictable content, though he/she will generally have to compromise

the message and search for words.

Can produce brief everyday expressions in order to satisfy simple needs of a

concrete type: personal details, daily routines, wants and needs, and requests for

information.

Can use basic sentence patterns and communicate with memorised phrases, groups

of a few words, and formulate about themselves and other people, what they do,

places, possessions, etc.
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Has a limited repertoire of short memorised phrases covering predictable survival

situations; frequent breakdowns and misunderstandings occur in non-routine

situations.

8.1.3. Vocabulary range:

Has sufficient vocabulary to conduct routine, everyday transactions involving familiar

situations and topics.

Has a sufficient vocabulary for the expression of basic communicative needs.

Has a sufficient vocabulary for coping with simple survival needs.

8.1.4. Propostional precision:

Can communicate what he/she wants to say in a simple and direct exchange of

limited information on familiar and routine matters, but in other situations, he/she

generally has to compromise the message.

8.1.5. Thematic development:

Can tell a story or describe something in a simple list of points.

8.1.6. Flexibility:

Can adapt well-rehearsed memorised simple phrases to particular circumstances

through limited lexical substitution.

Can expand learned phrases through simple recombinations of their elements.

8.2. Accuracy:

Uses some simple structures correctly, but still systematically makes basic mistakes.
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8.2.1. Grammatical accuracy:

Uses some simple structures correctly, but still systematically makes basic mistakes

- for example, tends to mix up tenses and forget to mark agreement; nevertheless, it

is usually clear what he/she is trying to say.

8.2.2. Vocabulary control:

Can control a narrow repertoire dealing with concrete everyday needs.

8.2.3. Phonological control:

Pronunciation is generally clear enough to be understood despite a noticeable

foreign accent, but conversational partners will need to ask for repetition from time to

time.

8.2.4. Orthographic control:

Can copy short sentences on everyday subjects - e.g. directions on how to get

somewhere.

Can write with reasonable phonetic accuracy (but not necessarily fully standard

spelling) short words that are in his/her oral vocabulary.

8.3. Fluency:

Can make him/herself understood in very short utterances, even though pauses,

false starts, and reformulation are very evident.

Can construct phrases on familiar topics with sufficient ease to handle short

exchanges, despite very noticeable hesitation and false starts.
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8.4. Interaction:

Can answer questions and respond to simple statements.

Can indicate when he/she is following but is rarely able to understand enough to

keep the conversation going of his/her own accord.

8.4.1. Turn-taking

Can use simple techniques to start, maintain, or end a short conversation.

Can initiate, maintain and close simple, face-to-face conversations.

Can ask for attention.

8.4.2. Sociolinguistic appropriateness

Can perform and respond to basic language functions, such as information

exchange and requests, and express opinions and attitudes in a simple way.

Can socialise simply but effectively using the simplest common expressions and

following basic routines.

Can handle very short social exchanges, using everyday polite forms of greeting and

address.

Can make and respond to invitations, invitations, apologies, etc.

8.4.3. Cooperating:

Can indicate when he/she is following.

8.4.4. Asking for clarification:

Can ask very simply for repetition when he/she does not understand.
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Can ask for clarification about keywords or phrases not understood using stock

phrases.

Can say he/she didn't follow.

8.4.5. Planning:

Can recall and rehearse an appropriate set of phrases from his repertoire.

8.4.6. Compensating:

Can use an inadequate word from his repertoire and use gesture to clarify what

he/she wants to say.

Can identify what he/she means by pointing to it (e.g. "I'd like this, please).

8.5. Coherence:

Can link groups of words with simple connectors like "and, "but" and "because".

Can use the most frequently occurring connectors to link simple sentences in order

to tell a story or describe something as a simple list of points.
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Appendix 2. A framework for ESOL materials based on TBLT

Exposure to language

Are learners exposed to a foreign language in this task?

Does the task encourage producing a meaningful input?

Does the task provide opportunities for meaningful interaction?

Are learners encouraged to use their own resources?

Task characteristics

Is the task based on authentic materials?

Is the task primarily focused on meaning?

Is there an outcome other than the use of language?

Is there a gap in the task?

Learners' needs and motivation

Does the task cater for one or more learners’ immediate needs?

Does the task keep learners interested?

Does the task provide opportunities for success?

Does the task encourage extending language practice outside the classroom?

Does the task increase motivation in learners?
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Appendix 3. Nunan’s graded activities for levels two and three

Listening:

Speaking and oral interaction:
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Reading:

Writing:
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Appendix 4. Interview protocol

Interview Protocol

Thank you for taking part in this interview. The interview will last around 30-60
minutes and will consist of three parts.

Name of participant: ____________________________________
Date and time of meeting: ________________________________

PART ONE: Before your child started nursery
In the first part of the interview, you will be asked a few questions about your
language needs before your child started nursery and the steps you needed to follow
to sign up for the nursery.

1. How did you find out about the nursery system in the UK (eg. children’s age,
fees, frequency of attending, nursery workers, etc.)?

2. How did you choose a nursery?
3. What documents did you need when applying to the nursery?
4. What did you need English for?

eg. to read information booklets;
to phone and make an appointment with the nursery;
to visit the nursery to find out about it;
to exchange e-mails with the nursery;
to fill in necessary documents;
to ask for opinions and help in your community, etc.

PART B: At the nursery
In the second part of the interview, you will be asked a few questions about the
language needed to communicate in the nursery.

5. When your child started nursery, what did you need to do in English?
eg. meet the nursery staff;
introduce your child;
explain about your child, such as typical routines and behaviors, etc.

6. What are the most frequent subjects of conversations between you and
nursery workers?

7. What do you need to do when you have a child in the nursery?
eg. read letters at home and notices;
talk to the office staff about fees, hours, holidays, sickness, etc.;
talk to the caring staff about your child;
talk to other parents;

80



fill in documents;
write requests or complaints or other forms of written communication;
learn English stories, rhymes, etc. with your child as a part of the preparation
for your child’s performances, etc.

8. Did you receive any help with language in the nursery?

PART THREE: You
In the third part of the interview, you will be asked a few questions about your level of
English and your learning journey.

9. How would you describe your English language level when you were applying
to the nursery?

10.Did you learn English before or after arriving in England?
11. Did the language courses you attended, if any, prepare you for actions you

could encounter in the nursery?
12. Is there anything else you would like to add about English language for

nursery parents?
13.Do you have any suggestions about what should such a language course for

parents of nursery children include?

Any questions and thanks
Do you have any questions you wish to ask me?

Thank you for taking part in this interview. I will be analyzing data over the coming
weeks. If you would like to receive feedback on your interview, please contact me on
rozmiarekm@uni.coventry.ac.uk.
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Appendix 5. The table of transcribed data
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Appendix 6. Participant information sheet

Participant Information Sheet for Research Project

‘Elementary ESOL materials for Polish parents of nursery children.’

You are being invited to take part in research to inform the creation of elementary ESOL (English for

Speaker of Other Languages) materials for Polish parents of nursery children who have arrived in the

United Kingdom. Monika Rozmiarek, a student at Coventry University is leading this research. Before

you decide to take part it is important you understand why the research is being conducted and what

it will involve. Please take the time to read the following information carefully.

What is the purpose of this research?

The purpose of the research is to create elementary ESOL materials based on a task-based approach

for Polish parents of nursery children who have arrived in the United Kingdom.

Who is organising the research?

The research is being organised by Coventry University. The research was granted ethical approval by

Coventry University’s Research Ethics Committee (P137509).

Do you have to take part?

No – it is entirely up to you. If you do decide to take part, please keep this Information Sheet and

complete the Consent Form to show that you understand your rights in relation to the research and

that you are happy to participate. Please note down your participant number and provide this to the

lead researcher if you wish to withdraw from the research at a later date. You are free to withdraw

your information from the research at any time until the data is fully anonymised in our records,

which is normally a week or ten days after your interview. You do not need to provide a reason for

withdrawing. A decision to withdraw, or not to take part, will not affect you in any way.

What will happen if I decide to take part?

You will be asked to answer a few questions regarding your knowledge about the nursery provision in

the United Kingdom, and the language you need or needed in the nursery as a parent. The interview

will take place at 43 Hudson Street, OX262ET, in Bicester, convenient for you. It should take around

30-60 minutes and we would like to audio record your responses.

Why have you been invited to take part?

You have been invited to participate in this research because you are a Polish parent of a child who

was or has been attending a nursery in the United Kingdom and you arrived in the United Kingdom

as a migrant.

What are the benefits and potential risks and benefits in taking part?

By taking part, you will be helping Monika Rozmiarek and Coventry University to better understand

foreign parents’ language needs which are crucial if they have children in the nursery in the United

Kingdom. There are no significant risks associated with participation.

What information is being collected in the research?
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Your experience of the tasks in English that parents of nursery-aged children might need to perform

in the UK.

What will happen to the results of the research?

The results of this research may be summarised in published articles, reports, and presentations.

Quotes or key findings will always be made anonymous in any formal outputs.

Who will have access to the information?

Your data will only be accessed by the researcher and research team.

Where will the information be stored and how long will it be kept for?

Your data will be processed in accordance with the UK General Data Protection Regulation 2016 (UK

GDPR) and the Data Protection Act 2018 (DPA). All information collected about you will be kept

strictly confidential. They will be fully anonymised in our records. If you consent to being audio

recorded, all recordings will be destroyed once they have been transcribed.

All electronic data will be stored on the researcher’s university account protected by passwords. All

paper records will be stored in a locked filing cabinet. . Your consent information will be kept

separately from your responses. The researcher will take responsibility for data destruction and all

collected data will be destroyed on or before 12th August 2022.

What will happen next?

If you would like to take part, please contact the lead researcher. You will be asked to complete a

consent form before taking part.

Researcher contact details:

Monika Rozmiarek, rozmiarekm@uni.coventry.ac.uk

Supervisor contact details:

Sheena Gardner, ab1248@coventry.ac.uk

Who do I contact if I have any questions or concerns about this research?

If you have any questions, or concerns about this research, please contact the researcher or their

supervisor. If you still have concerns and wish to make a complaint, please contact the University’s

Research Ethics and Integrity Manager by e-mailing ethics.uni@coventry.ac.uk. Please provide

information about the research project, specify the researcher's name, and detail the nature of your

complaint.

Thank you for taking time to read this information sheet and for considering participating in this

research.
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Appendix 7. Consent form

CONSENT FORM
‘Elementary ESOL materials for Polish parents of nursery children.’

You are invited to take part in the above research project for the purpose of collecting data that will lead to
creating elementary ESOL (English for Speakers of Other Languages) materials based on a task-based approach
for Polish parents of nursery children who have arrived in the United Kingdom.

Before you decide to take part, you must read the accompanying Participant Information Sheet and Privacy
Notice

Researcher(s): Monika Rozmiarek
Department: Faculty of Art and Humanities
Contact details: rozmiarekm@uni.coventry.ac.uk

Supervisor name: Sheena Gardner
Supervisor contact details: ab1248@coventry.ac.uk

This form is to confirm that you understand what the purposes of the research project are, what will be
involved and that you agree to take part. If you are happy to participate, please initial each box to indicate your
agreement, sign and date the form, and return to the researcher.

Please do not hesitate to ask questions if anything is unclear or if you would like more information about any
aspect of this research. It is important that you feel able to take the necessary time to decide whether or not
you wish to take part.

1 I confirm that I have read and understood the Participant Information Sheet for the
above research project and have had the opportunity to ask questions.

2 I understand that all the information I provide will be held securely and treated
confidentially. I understand who will have access to any personal data provided and
what will happen to the data at the end of the research project.

3 I understand my participation is voluntary and that I am free to withdraw my
participation and data, without giving a reason, by contacting the lead at any time until
the date specified in the Participant Information Sheet.

4 I understand the results of this research will be used in academic papers and other
formal research outputs.

5 I am happy for the interview to be audio recorded.

6 I agree to take part in the above research project.

___________________________________ ________________________________ ______________________

Name of Participant Signature Date

___________________________________ ________________________________ ______________________

Name of Researcher Signature Date
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Appendix 8. A sample of ESOL materials for Polish parents of

nursery children

Task 1. Read the email from the nursery staff and write your response in the email.

Your response should include:

- thanks to the nursery for confirming your child’s place;

- your availability for the home visit.
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