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Nobody can build the bridge for 

you to walk across the river of life, 

no one but you yourself alone. 

There are, to be sure, countless 

paths and bridges and demi-gods 

which would carry you across this 

river; but only at the cost of 

yourself; you would pawn yourself 

and lose. There is in the world only 

one way, on which nobody can go, 

except you: where does it lead? 

Do not ask, go along with it. 

 

- Friedrich Nietzsche 
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RESUMO  

Este relatório procura analisar o modo como os exercícios dos exames Cambridge Young 

Learners English YLE e as respetivas práticas de preparação contribuem para o 

desenvolvimento das competências verbais dos alunos, preparando-os para as exigências 

comunicativas do século XXI. O estudo decorreu numa instituição particular do norte do país, 

com alunos do 3.º ano do 1.º CEB. O estudo combinou a análise da prática em contexto de 

estágio, num enquadramento de investigação-ação, com entrevistas semiestruturadas a 

examinadores YLE, permitindo a triangulação de dados sobre o impacto das tarefas (ex., 

Listening, Speaking). Os resultados indicam que a preparação para os YLE favorece as 

competências verbais e a confiança comunicativa e reforça competências transversais como 

pensamento crítico, comunicação, colaboração e criatividade. Este enquadramento confirma 

a relevância pedagógica dos YLE no ensino primário do inglês e clarifica mecanismos e 

condições que sustentam ganhos efetivos nas competências verbais. 

 

 

Palavras-chave: Exames Cambridge YLE, Competência Verbal, TBLT, Investigação-Ação, 

Competências do Século XXI 

 

 

 

 

 

 

 



 

 

ABSTRACT 

This report examines how tasks from the Cambridge Young Learners English (YLE) 

examinations, together with the associated preparation practices, contribute to the 

development of pupils’ verbal competences, equipping them for the communicative demands 

of the 21st century. The study was conducted in a private school in the north of the country 

with Year 3 pupils (1st cycle of basic education). It combines practicum-based classroom 

analysis within an action-research framework with semi-structured interviews with YLE 

examiners, enabling triangulation of evidence on the impact of task families (e.g., listening, 

speaking). The findings indicate that YLE preparation supports oracy and communicative 

confidence and strengthens transversal competences such as critical thinking, 

communication, collaboration, and creativity. This evidence base confirms the pedagogical 

relevance of YLE in primary English and clarifies the mechanisms and conditions that underpin 

effective gains in verbal competences.  

 

Keywords: Cambridge YLE examinations; verbal competence; TBLT; action research; 21st-

century competences. 

 

 

  



 

 

LIST OF ABBREVIATIONS 

4Cs – Critical Thinking, Communication, Collaboration, Creativity 

A1, A2 – Common European Framework of Reference (CEFR) proficiency levels 

CEFR – Common European Framework of Reference for Languages 

CLT – Communicative Language Teaching 

EFL – English as a Foreign Language 

ET – Extended Turns/Fluency (analytical code) 

IM – Interactional Management (analytical code) 

INTEL – Intelligibility/Pronunciation (analytical code) 

L1, L2, L3, L4 – Lesson 1, Lesson 2, Lesson 3, Lesson 4 (case study references) 

LD – Listening Discrimination (analytical code) 

Pre-A1 – Pre-A1 CEFR proficiency level (beginner) 

SEN – Special Educational Needs 

SLA – Second Language Acquisition 

STT – Student-Talk Time 

TBLT – Task-Based Language Teaching 

TPR – Total Physical Response 



 

 

TTT – Teacher-Talk Time 

YLE – Young Learners English (Cambridge examination suite) 

ZPD – Zone of Proximal Development 

 

 

 

 

 

 



 

 

INDEX 

 

Introduction ................................................................................................................................ 1 

PART I: THEORETICAL AND CONCEPTUAL FRAMEWORK ........................................................... 5 

CHAPTER 1: VERBAL COMPETENCE: DEFINING THE CONSTRUCT FOR 21ST-CENTURY 

ENGLISH EDUCATION. ............................................................................................................. 5 

1.1. INTRODUCTION TO THE CONCEPTUAL FRAMEWORK ..................................................... 5 

1.2. DEFINING VERBAL COMPETENCE: IMPORTANCE AND CONCEPTUAL ORIGINS .............. 6 

1.3. ESTABLISHING THE DISTINCTION: FROM ORAL SKILLS TO COMMUNICATIVE VERBAL 

COMPETENCE. ........................................................................................................................ 7 

1.4. CONCEPTUALIZING STRATEGY: THE ROLE OF PRACTICAL APPROACHES IN VERBAL 

DEVELOPMENT. ...................................................................................................................... 9 

1.5. SYNTHESIS OF THEORETICAL FRAMEWORKS ................................................................ 10 

CHAPTER 2: CONTEXTUALIZING PRACTICE: ALIGNING YLE ASSESSMENT WITH TBLT AND 

THE CEFR ............................................................................................................................... 13 

2.1. THE YLE EXAMS: OBJECTIVES AND DIFFERENTIATION FROM TRADITIONAL PRACTICES

 .............................................................................................................................................. 13 

2.2. THE TASK-BASED LANGUAGE TEACHING (TBLT) FRAMEWORK AND VERBAL 

COMPETENCE ENHANCEMENT............................................................................................. 20 

2.3. THE TASK-BASED LANGUAGE TEACHING (TBLT) FRAMEWORK AND VERBAL 

COMPETENCE ENHANCEMENT) ........................................................................................... 25 

PART II: METHODOLOGY AND EMPIRICAL FRAMEWORK ........................................................ 26 

CHAPTER 3: OVERALL RESEARCH DESIGN: CONTEXT, STRATEGY, AND PARTICIPANTS. ...... 26 

3.1. THE RESEARCH DESIGN: A QUALITATIVE APPROACH WITHIN AN ACTION RESEARCH 

FRAMEWORK ........................................................................................................................ 26 

3.2. CONTEXT OF THE EMPIRICAL COMPONENT .................................................................. 27 

3.3. OVERVIEW OF DATA COLLECTION INSTRUMENTS: INTERVIEWS, OBSERVATION, AND 

DOCUMENTATION ................................................................................................................ 29 

PART III: ANALYSIS, DISCUSSION, AND CONCLUSION .............................................................. 33 



 

 

CHAPTER 4: FINDINGS FROM THE EXPERT INTERVIEWS: THE YLE EXAMINER PERSPECTIVE

 .............................................................................................................................................. 33 

4.1. THE IMPACT THAT YLE PREPARATION HAS ON LEARNERS’ VERBAL COMPETENCES 

(LISTENING AND SPEAKING). ................................................................................................ 33 

4.2. DIFFERENCIATING YLE PREPARATION FROM TEXTBOOK-BASED SPEAKING AND 

LISTENING. ............................................................................................................................ 34 

4.3. CLASSROOMS STRUCTURES FOR YLE-ALIGNED SPEAKING AND LISTENING ................. 35 

4.4. YLE TASKS FOSTERING 21ST-CENTURY COMPETENCES (CRITICAL THINKING, 

COLLABORATION, CREATIVITY) ............................................................................................ 36 

4.5. YLE TASKS AND THEIR ALIGNMENT WITH CEFR (PRE-A1/A1/A2) FOR YOUNG 

LEARNERS. ............................................................................................................................ 36 

4.6. THE CONSTRAINTS WHEN DEVELOPING VERBAL COMPETENCES VIA YLE PREPARATION

 .............................................................................................................................................. 37 

4.7.  LONGER-TERM BENEFITS FROM YLE TASKS IMPLEMENATION. ................................... 37 

4.8. EXTENDED EVIDENCE MATRIX (INTERVIEW EXCERPTS WITH TIMESTAMPS) ............... 39 

CHAPTER 5: INTEGRATED DISCUSSION: TRIANGULATION OF DATA AND PEDAGOGICAL 

IMPLICATIONS....................................................................................................................... 40 

5.1. SYNTHESIS OF FINDINGS: LINKING EXPERT VIEWS AND PRACTICAL OUTCOMES TO 

THEORY ................................................................................................................................. 40 

5.2. CONSTRAINTS AND LIMITATIONS OF THE RESEARCH ................................................... 41 

5.3. IMPLICATIONS FOR PRACTICE: RECOMMENDATIONS FOR CLASSROOM CONTEXTS ... 44 

CHAPTER 6:  ANALYSIS OF CLASSROOM PRACTICE: THE CASE STUDY FINDINGS ................ 45 

6.1. CASE STUDY DESIGN AND ANALYTICAL APPROACH FOR LESSON OBSERVATION ........ 45 

6.2. LESSON 1 ANALYSIS: DEVELOPING VERBAL COMPETENCE THROUGH LISTENING TASKS 

IN YLE FORMAT. .................................................................................................................... 46 

6.3. LESSON 2 ANALYSIS: DEVELOPING VERBAL COMPETENCE THROUGH SPEAKING TASKS 

(A1) ....................................................................................................................................... 48 

6.4. LESSON 3 ANALYSIS: THE IMPACT OF SPEAKING AND COLLABORATIVE TASKS (A2) .... 50 

6.5. LESSON 4 ANALYSIS: THE PROGESSION OF LISTENING PRACTICE SET 2 (A1) ............... 51 

6.6. CROSS-LESSON SYNTHESIS OF OBSERVED PRACTICES AND CONTRAINSTS AND 

LIMITATION FOUND. ............................................................................................................. 53 

6.7. IMPLICATIONS FOR PRACTICE AND PROGRAMME DESIGN .......................................... 55 



 

 

CHAPTER 7: CONCLUSION AND FUTURE RESEARCH DIRECTIONS........................................ 58 

7.1. SUMMARY OF MAIN FINDINGS AND CONTRIBUTION TO THE FIELD ............................ 58 

7.2. FINAL REFLECTIONS AND SUGGESTIONS FOR FUTURE RESEARCH ............................... 60 

 

 

  



 

 

FIGURES AND TABLES 

Figure 1 ....................................................................................................................................... 6 

Figure 2 ..................................................................................................................................... 21 
 

Table 1 ...................................................................................................................................... 24 

Table 2 ...................................................................................................................................... 32 

Table 3 ...................................................................................................................................... 39 

Table 4 ...................................................................................................................................... 57 



1 

 

 INTRODUCTION 

The increased status of English as the lingua franca of the world justifies its immediate 

introduction into formal school curricula around the world. English is now considered not only 

as an academic subject but also as a necessary skill for intercultural communication, 

professional development, and civic engagement. This need places heavy responsibilities on 

educational institutions to offer extensive English language education, particularly in the 

primary level of education, during which basic linguistic skills are shaped. The Cambridge 

Young Learners English (YLE) exams have, therefore, become one of the vital tools to promote 

linguistic skills matching the academic and practical demands in this context. 

Verbal competence, encompassing the ability to articulate ideas fluently and engage 

effectively in spoken interactions, is a cornerstone of successful communication. It underpins 

not only linguistic proficiency but also broader cognitive and social capabilities. Despite its 

critical importance, verbal competence often receives inadequate attention in traditional 

English language curricula. The prevailing emphasis on reading and writing, driven by the ease 

of assessment and the structured nature of these skills, tends to overshadow the development 

of speaking and listening. This discrepancy creates a significant gap, leaving students 

underprepared for real-world communicative demands. 

Cambridge YLE exams address this gap by prioritizing speaking as a core component of 

language assessment. Unlike conventional tests, these exams integrate task-based activities 

designed to reflect authentic communication scenarios. Situations that almost mimic Role-

plays, interactive dialogues, and descriptive tasks are not merely exercises but simulations of 

real-life interactions, encouraging students to apply language meaningfully and contextually. 

This approach not only improves linguistic accuracy but also builds confidence and 

spontaneity, traits essential for effective augmenting verbal competences. 

The integration of verbal proficiency within the framework of YLE assessments 

corresponds effectively with the requirements of the 21st century. Contemporary education 

goes beyond conventional literacy and numeracy; it includes transversal competencies that 

prepare students for a fast-changing global environment. Skills such as problem-solving, 
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adaptability, collaboration, and cultural awareness have emerged as must-haves, therefore 

requiring an educational model that nurtures these qualities from an early stage. YLE 

preparation exemplifies this paradigm by integrating communication-focused activities that 

cultivate both linguistic and interpersonal skills. 

Furthermore, the adaptability of YLE tasks to diverse educational contexts makes them 

a versatile tool for teachers worldwide. In classrooms with varying resources and learner 

profiles, these exams provide a structured yet flexible framework to address individual and 

group learning needs. By focusing on verbal interaction, teachers can create dynamic learning 

environments that encourage participation, collaboration, and critical thinking. These 

environments not only prepare students for the specific demands of YLE exams but also equip 

them with the confidence to navigate diverse linguistic and cultural settings. 

The overarching goal of this research is to analyse the intersection of Cambridge YLE 

exam preparation and the development of verbal competences and 21st century skills in young 

learners. The study is guided by the following objectives: 

1. Investigate the theoretical underpinnings of verbal competences within the 

framework of YLE exams and their alignment with 21st-century educational goals. 

2. Analyse how task-based activities and pedagogical strategies tailored to YLE 

preparation enhance verbal competences in primary learners. 

3. Evaluate the practical implications of integrating YLE preparation into classroom 

instruction, focusing on transferable skills such as critical thinking, collaboration, 

creativity, and communication. 

4. Provide actionable recommendations for teachers and programme leaders on 

leveraging YLE preparation as a holistic approach to language teaching that meets 

academic and real-world communication needs. 

5. Document and reflect on the challenges and successes encountered during the 

implementation of YLE-aligned practices, informing future research and 

refinement. 
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To comprehensively explore the objectives this report is organized into three parts: 

Part I - Foundations of verbal competence and 21st-century learning, this foundational 

section contextualizes verbal competence as a critical facet of language education. It explores 

theoretical constructs underpinning effective communication, linking them to the 

competencies highlighted by 21st-century education paradigms. By synthesizing established 

literature, it underscores the transformative potential of verbal competence in fostering 

adaptability, cultural sensitivity, and collaborative skills. 

Part II - Enhancing learning through YLE pedagogy, this chapter bridging theoretical 

insights about what defines the YLE and their speaking and listening components, this section 

examines how Cambridge YLE tasks, such as interactive dialogues and role-playing, serve as a 

catalyst for immersive language acquisition. It highlights the pedagogical strategies that 

optimize student engagement and verbal fluency, offering educators a blueprint for creating 

dynamic, task-based learning environments. 

Part III - Practical implementation and reflective analysis, the final chapter focuses on 

the research methodology and findings from classroom applications of YLE preparation. It 

explores successes, challenges, and practical insights derived from integrating YLE preparation 

into teaching practices. The chapter concludes with a reflective analysis of the translation of 

theory into practice, while as well delving into the results of conducted interviews about the 

importance of YLE exams and the verbal competence and my personal internship at private 

institute located in the North of Portugal. Encompassing a constructivist and experiential 

paradigm, this part seeks to answer the following questions: 

1. In what ways do task-based activities and pedagogical strategies used during YLE 

preparation contribute to the development of learners’ verbal competences 

(listening discrimination, extended turns/fluency, interactional management, 

intelligibility)? 

2. How does the integration of YLE preparation in classroom practice foster 21st-

century competencies in primary learners (critical thinking, collaboration, 

creativity, communication)? 
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3. Which design principles and organizational conditions enable effective, scalable 

use of YLE-aligned preparation, and how can these be translated into actionable 

recommendations for teachers and program leads? 

4. What challenges and enabling conditions emerge during the implementation of 

YLE-aligned practices, and how do teachers adapt in response (reflexive accounts 

and reported adjustments) 

This tripartite structure ensures analysis of the topic, providing educators, researchers, 

and policymakers with valuable information into the intersection of theory and practice in 

language education, the overarching goal of this research is to explore the intersection of 

Cambridge YLE exam preparation and the development of verbal competences in young 

learners.  
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PART I: THEORETICAL AND CONCEPTUAL FRAMEWORK 

CHAPTER 1: VERBAL COMPETENCE: DEFINING THE 

CONSTRUCT FOR 21ST-CENTURY ENGLISH EDUCATION. 

1.1. INTRODUCTION TO THE CONCEPTUAL FRAMEWORK 

Verbal competence is at the core of effective communication and is indispensable in 

conducting meaningful exchanges between individuals. In the context of English language 

teaching, particularly at the primary level, the development of verbal competencies extends 

beyond the acquisition of linguistic abilities: it fosters self-confidence, cultural adjustment, 

and the enhancement of critical thinking. But what exactly is meant by "verbal competence"? 

How does it align with the new educational landscapes of the 21st century? What frameworks 

support its development, and how do they inform practices in instruction? 

This chapter explores these questions by examining the conceptual underpinnings of 

verbal competence. It explains its definition, discusses its relevance within the broader 

framework of language teaching, and situates it in regard to the demands of 21st-century 

education. Additionally, the discussion reflects on how verbal competence is acquired through 

task-based instruction, communicative approaches, and assessments such as the Cambridge 

YLE tests. 

Through an examination of these fundamental themes, this chapter establishes a 

foundation for comprehending the critical significance of verbal proficiency in the context of 

English language instruction and its effects on fostering inclusive, preparedness-oriented 

educational environments. 
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1.2. DEFINING VERBAL COMPETENCE: IMPORTANCE AND 

CONCEPTUAL ORIGINS 

Verbal competence refers to the comprehensive bundle of abilities needed to talk in 

an effective manner, this embraces fluency, accuracy, pronunciation, and the appropriate 

meaning conveyed during the transmission in context. Thus, a very crucial distinction is 

required between verbal competence and oral skills. Whereas the oral skills only refer to 

aspects related strictly to the mechanical and functional characteristics of speaking, which 

embrace fluency, clarity, and correctness in pronunciation, verbal competence comprises an 

all-encompassing set of abilities. According to Dai and Li (2014), verbal competence extends 

beyond linguistic structures to include the mental and psychological processes involved in 

transforming ideas into coherent verbal expressions. These processes integrate the speaker’s 

personal experiences, cultural awareness, and intentional notions, culminating in effective 

and meaningful communication. 

In their framework, Dai and Li (2014) present a conceptual model (see figure 1) that 

highlights three core dimensions of verbal competence: intentional notion, meaning image, 

and verbal expression, all situated within a contextual boundary. This model provides a 

dynamic view of how verbal competence operates:  

Figure 1 – Reconstructed and adapted from model of the Conceptual framework of the core dimensions 

of verbal competence (Dai & Li 2014). 

 

 

 

 

Note.  Adapted from “On verbal competence””by Z. Dai and H. Li, 2014, Journal of Arts and Humanities, 3(3), 17–22. 

Copyright 2014 by the authors (Z. Dai & H. Li). Licensed under CC BY 3.0 Adapted with permission. 
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The starting point of verbal communication, the intentional notion where the speaker’s 

intentions, thoughts, or experiences originate, as well as what was previously understood 

(listened as well) and decoded. This represents the cognitive process of forming a 

communicative goal, deeply influenced by personal context and cultural background. The 

intermediary step, meaning image, involves the mental representation of the intended 

message. It transforms abstract notions into structured concepts that can be expressed 

verbally. These meaning images are dynamic and flexible, adapting to the specific 

communicative context. The final stage, verbal expression where the structured meaning is 

externalized as spoken language. This stage requires fluency, accuracy, and the ability to adapt 

linguistic choices to the situational context. 

The entire process is framed by context, which plays a crucial role in shaping the 

intentional notions, meaning images, and verbal expressions. Contextual factors include the 

social, cultural, and linguistic environment in which communication occurs, highlighting the 

adaptability required in effective verbal competence. 

 

1.3. ESTABLISHING THE DISTINCTION: FROM ORAL SKILLS TO 

COMMUNICATIVE VERBAL COMPETENCE.  

Orally, skills refer to the competencies involved in expressing ideas through spoken 

language, namely pronunciation (intelligibility), fluency, and overall clarity of speech 

(Cambridge University Press & Assessment, 2024a, 2024b). Most of these competencies 

pertain to the mechanical aspects of language production and deal with how well a speaker 

articulates words, phrases, and sentences. Conversely, verbal competence goes beyond the 

mechanical dimensions in that it includes cognitive, strategic, and contextual elements that 

enable meaningful communication. While oral skills are typically associated with speaking 

ability, verbal competence includes listening comprehension, cultural adjustment, and the 

ability to express and interpret meaning appropriately in different contexts. This distinction 

also finds support from Canale and Swain's (1980) communicative competence model through 
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which grammatical, sociolinguistic, discourse, and strategic competences interplay to result in 

confident and efficient communication. 

The communicative competence model, put forward by Canale and Swain in 1980, 

offers a great insight into this differentiation. Verbal competence corresponds to the four 

components of the model: grammatical competence the knowledge of linguistic structures; 

sociolinguistic competence, the appropriateness of the use of language in given social 

situations; discourse competence, the logical ordering of ideas; strategic competence, the 

ability to manage failures in communication. Such an inclusive approach permits students to 

engage with both verbal and written communication confidently, flexibly, and purposively. 

Equally important is the ability to listen, which is closely linked with verbal abilities and 

allows learners to process, interpret, and respond to spoken language effectively. These 

competencies jointly form a base for meaningful interactions and active participation in 

communication. This is of even greater importance for listening competence at the primary 

stage of education, given young learners are augmenting their capacities to decode 

information heard and bring meaning in a real-time situation. This will help in developing 

verbal skills by exposing students to the use of natural language, varied accents, and authentic 

intonation patterns. Listening serves as a model for spoken production and reinforces 

vocabulary acquisition, syntax, and pronunciation. 

Historically, verbal and listening competences have been undervalued in language 

education due to challenges in assessment and a focus on written skills.  

Nineteenth-century textbook compilers were mainly determined to codify the 

foreign language into frozen rules of morphology and syntax to be explained 

and eventually memorized. Oral work was reduced to an absolute minimum, 

while a handful of written exercises, constructed at random, came as a sort of 

appendix to the rules. (Richards & Rodgers, 2001, p.3) 

This historical marginalisation of speaking and listening underscores the need for assessment 

constructs and classroom methods that capture interactive performance rather than only 

written accuracy. 
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1.4. CONCEPTUALIZING STRATEGY: THE ROLE OF PRACTICAL 

APPROACHES IN VERBAL DEVELOPMENT. 

The contemporary shift from a narrow focus on oral skills to a broader construct of 

verbal competence is grounded in two complementary frameworks. First, Canale and Swain’s 

(1980) model redefined language ability as the coordinated deployment of grammatical, 

sociolinguistic, discourse, and strategic competences. This move foregrounded appropriacy, 

cohesion/coherence, and breakdown-repair as core to communicative success, thus 

legitimising listening–speaking coupling, interactional management, and reasoning as learning 

targets rather than peripheral “extras.” Second, the Common European Framework of 

References (CEFR), operationalised this orientation through an action-oriented approach that 

specifies what learners can do at each band across reception, production, interaction, and 

mediation (Council of Europe, 2001, Council of Europe, 2020). At A1/A2, for example, 

descriptors emphasise short, intelligible turns with support, basic information-exchange, and 

comprehension of simple spoken texts precisely the profile cultivated in YLE task families. 

Within this report, these frameworks function as design and calibration tools. They 

justify treating verbal competence as an integrated construct that includes listening 

comprehension, purposeful speech, and strategy use; they also provide level-appropriate 

guardrails that prevent both over-pitching (which induces breakdown) and under-pitching 

(which reduces output to single words). Consequently, classroom tasks and assessment 

moments are aligned with CEFR A1/A2 “can-do” statements and interpreted through the lens 

of communicative competence, ensuring that pupils’ progress reflects not only accurate 

production but also context-sensitive, meaning-bearing communication in authentic, age-

appropriate activities. However, frameworks like the CEFR (2001, 2010) and the 

communicative competence model Canale, M., & Swain, M. (1980) emphasize their 

significance by addressing the broader scope of language use in authentic and practical 

contexts. By fostering verbal competence, educators not only prepare learners for academic 

success but also equip them with the tools to navigate real-world communication challenges 

confidently, for this reason we cannot overlook the theoretical models and pedagogical 

frameworks of language education that helped shift 
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1.5. SYNTHESIS OF THEORETICAL FRAMEWORKS 

The Communicative Competence Model, proposed by Canale and Swain in 1980, is a 

fundamental framework in the field of language teaching and learning, viewing 

communication as a complex and multifaceted process. This model expresses language 

proficiency through four interrelated dimensions: grammatical, sociolinguistic, discourse, and 

strategic competences. Taken together, these components provide a comprehensive view of 

what constitutes effective communication in a second language and stress the importance of 

not just linguistic correctness but also the ability to navigate various social and contextual 

interactions with ease. 

Grammatical competence is knowledge of syntax, morphology, vocabulary, and 

phonology that is necessary to produce grammatically correct sentences. Sociolinguistic 

competence refers to the ability to use language appropriately according to the social and 

cultural norms so that communication matches situational expectations. Discourse 

competence refers to the ability to produce coherent and cohesive language, to structure 

sentences effectively into meaningful units of discourse. Ultimately, strategic competence 

highlights the importance of using strategies for dealing with communication breakdowns or 

to clarify messages, such as rewording or seeking clarification. 

Munby (1978)  claims that the view that communicative competence includes 

grammatical competence is to be preferred to the view that it does not since the 

former view logically excludes two possible and misleading conclusions: first, that 

grammatical competence and communicative competence should be taught 

separately, or the former should be taught before the latter; and second, that 

grammatical competence is not an essential component of communicative 

competence. We find his first reason unconvincing since even if one adopts the 

position that communicative competence includes grammatical competence, it is still 

possible to maintain that the teaching of grammatical competence could be separate 

from or precede the teaching of sociolinguistic competence. Munby's second reason, 

however, is to us both convincing and important. Just as Hymes (1972) was able to say 

that there are rules of grammar that would be useless without rules of language use, 
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so we feel that there are rules of language use that would be useless without rules of 

grammar. For example, one may have an adequate level of sociolinguistic competence 

in Canadian French just from having developed such a competence in Canadian English; 

but without some minimal level of grammatical competence in French, it is unlikely 

that one could communicate effectively with a mono lingual speaker of Canadian 

French. (Canale & Swain, 1980, p.5) 

  The Communicative Competence Model becomes very important and is well exhibited 

in the structure of Cambridge Young Learners English, YLE examinations. These tests have 

been designed with the aim of testing the complex features of communication as identified in 

this model. Tasks in the Speaking section of YLE tests, for instance, will often require 

candidates to engage in conversation, description of pictures, or respond to open-ended 

questions. Each of these test items simultaneously evaluate grammatical accuracy, contextual 

appropriateness, and the ability to construct reasonable responses. 

In the speaking part of the exams, there are moments where students are asked 

personal questions such as, “What’s your favorite hobby?” or “Can you tell me about your 

family?” This task exemplifies grammatical competence through accurate sentence formation 

and sociolinguistic competence by requiring polite and contextually appropriate answers. 

Similarly, one finds a mix of activities involving an interactive information-gap exercise where 

the examiner and the student exchange information related to two similar pictures. This 

activity develops discourse competence through coherent linking of responses and strategic 

competence in handling clarifications or ambiguities. 

Although some YLE speaking tasks do not strictly adhere to a typical role-play frame, they 

nevertheless incorporate the core characteristics of role-play, such as the purposeful 

exchange of information and conversational dynamics. The pre-arranged exchange between 

the interlocutor and candidate is a kind of scaffolded space where young learners can get 

authentic communication experience under controlled conditions 

Apart from the above-mentioned, there are other supplementary theoretical 

frameworks that, during the research, have been underlined as fundamental in shaping 
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language pedagogy and informing the design of tasks such as those used in Cambridge Young 

Learners English exams. These frameworks have either served as foundational principles, built 

upon earlier models, or provided direct insights into language learning and assessment. 

The Socio-cultural theory, inspired by the works of Lev Vygotsky in 1978, places 

emphasis on the role of social interaction and cultural context in developing cognition. It 

centres on a concept he identifies as the Zone of Proximal Development, which he defines as 

the distance between independent performance and guided performance of tasks. 

Consequently, it would, for that matter, propose that language is best learned through 

collaborative activities which provide temporary support from the teacher, peers, or anyone 

at a higher developmental stage, thereby providing scaffolding. Even though YLE tasks are 

generally done individually, preparation bears a lot in common with many of the principals 

involved. Guided Practice-whereby teachers model responses, provide feedback, and then 

gradually release the responsibility onto students, is essentially scaffolding. The examiner-

student interaction during speaking tasks follows this procedure in the form of structured 

scaffolding whereby students approach the tasks with confidence because of the use of 

prompts and guided questions that assist them. 

Communicative Language Teaching (CLT) extends Sociocultural Theory through a focus 

on the real-life functional use of language. CLT followed on from perceived weaknesses in 

traditional language teaching methods, including some foundational ideas proposed by Dell 

Hymes in 1972, which set out the notion of communicative competence, arguing that learners 

need to know more than just the grammar; they must know its sociocultural contexts. Canale 

and Swain (1980) synthesized these ideas into the components of grammatical, sociolinguistic, 

and strategic competences. Further ideas from other contributors to current CLT thought 

include Christopher Candlin (1976) and Henry Widdowson (1978), who each argued for an 

approach that placed emphasis on communicative skills and functional language use, while 

the work of D. A. Wilkins on language functions and notions exerted an influence on the design 

of the CLT syllabus. CLT stresses, at least in its initial period of language acquisition, that 

fluency precedes accuracy, and communicative function precedes rote memorization. This is 

reflected in YLE exams by presenting candidates with tasks that simulate naturalistic 

situations. For instance, speaking tasks across all levels require the candidates to describe 
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pictures, answer questions, or narrate a story, which provides for eliciting pragmatic language. 

Emphasis on interaction and communication contextualized to situation and purpose as per 

CLT therefore provides an easy match with the aim of the YLE tests in respect to language in 

use. The emphasis on interaction and context-driven communication of CLT tallies with the 

goals of the YLE tests, thus enabling the learners to perform in real-life situations. 

More powerfully, the Interaction Hypothesis by Michael Long (1983) supports the use 

of interaction in language acquisition. The hypothesis postulates that the development of 

language occurs best in conversational exchanges where conversationalists negotiate 

meaning. In such events, learners receive modified input-that is, language which has been 

regularized to their proficiency level-and opportunities to produce output. As a matter of fact, 

these are the YLE Speaking tasks. Especially in information-exchange or question-and-answer 

formats, learners get to practice the comprehension and production of the language in a 

manner that invites internalization of the linguistic structures through structured interactions 

with examiners. 

 

CHAPTER 2: CONTEXTUALIZING PRACTICE: ALIGNING YLE 

ASSESSMENT WITH TBLT AND THE CEFR 

2.1. THE YLE EXAMS: OBJECTIVES AND DIFFERENTIATION FROM 

TRADITIONAL PRACTICES 

The Cambridge YLE tests are internationally recognized among young learners, building 

confidence by measuring the developing language skills of young candidates. Developed by 

Cambridge Assessment English, this set of tests concentrates on providing an easily accessible 

and enjoyable examination experience for young learners, ensuring confidence and 

motivation among students. YLE has three levels: Starters, Movers, and Flyers, each more 

challenging than the others, fully aligned to the CEFR. 
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YLE tests are characterized by child-friendliness in design, made up of colours, 

interactive tasks, and themes that will best suit young learners. Such assessments create a 

possibility for the development of the core skills of listening, speaking, reading, and writing. 

Emphasis is placed on practical communication, with test tasks taken from everyday life, like 

descriptions of objects or simple conversations, therefore the language learning via YLE will 

be relevant and closer to real situations. A reflection of that commitment to inclusivity and 

accessibility is found within the very structure of the YLE exams themselves. The scoring 

system, using shields instead of pass/fail grades, offers achievement versus failure, promoting 

a growth mindset. This will not only reduce test anxiety but also engender a general positive 

attitude toward language learning-a gateway to future academic and personal development. 

Cambridge Young Learners English exams are well-regarded international tests 

designed for primary young learners to assess and improve their English language skills. At 

Cambridge Assessment English, these exams have been carefully developed to ensure primary 

students have an efficient but unintimidating way into testing-a route which will take them a 

little beyond pre-teens' pre-teen attitude towards the English language. There are three 

stages in the YLE framework: Starters, Movers, and Flyers. These YLE tests have been made as 

attractive as possible for children, using bright colours, engaging activities, and themes that 

appeal to them. The four major language skills that are tested include listening, speaking, 

reading, and writing. However, much more emphasis has been directed toward practical 

communication. YLE exams ensure that language learning is useful in real life by setting its 

focus on everyday situations like describing objects or having a basic conversation. One of the 

rare structures of the YLE exams is its commitment to being all-inclusive and accessible.  The 

key focus of the YLE tests is to develop and then assess those practical language abilities of 

young learners in English that would help them to effectively communicate. Emphasizing 

listening and speaking, the tests targeted two crucial parts of verbal competence that involved 

the ability not only to understand language but also to produce it in meaningful ways. 

The Speaking test should offer the candidates ample opportunity to reveal how well 

they can use English to express themselves clearly and communicate confidently. Candidates 

describe pictures, answer questions and have brief dialogues. The activities are natural-like 

and require students to be spontaneous as well as contextual. For example, taking Starters, 
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candidates are supposed to name things in a picture, and in Flyers, a candidate is supposed to 

talk about what they like or describe something that happens in turn. 

The YLE examinations test a student's ability to understand different accents and 

contexts through various sets of listening tasks: identifying information, following instructions, 

and responding to simple dialogues. The YLE examinations allow the students a wide range of 

audio materials for them to learn the crucial strategies in listening, making a prediction about 

the content, recognizing some key phrases, contextualizing. Since the ability to listen is the 

very foundation needed to be able to communicate, it will enable learners to process input 

and respond accordingly. 

This focus on speaking and listening within the YLE framework attachment to the 

broader scope of 21st-century education-organized communication, collaboration, and 

flexibility-finds these skills increasingly crucial not just for success in academics but also in 

confronting the world in its global perspective. In integrating these elements within 

assessment, YLE examinations ensure that language learning transcends the theoretical 

frontier to the construction of competencies tailored to realistic challenges. 

The use of YLE exercises and exam preparation activities, including mock exams, provides 

a highly effective approach to developing verbal competences. Homayounfar et al. (2019), in 

their comparative analysis of Cambridge exams and IELTS, highlight that Cambridge exams are 

uniquely designed to evaluate students’ linguistic proficiency in real-life, practical contexts. 

Unlike traditional assessments, these exams focus on authentic communication scenarios, 

which significantly enhance students’ verbal abilities. This practical emphasis ensures that 

students are not only prepared for exams but also for real-world communication. 

Mock exams mirror the format and expectations of the actual YLE exams, allowing 

students to familiarize themselves with the structure while practicing spontaneous and 

meaningful communication. Taylor (2003) stresses that tasks imitating real-life interactions in 

Cambridge exams compel students to demonstrate their communicative abilities in authentic 

situations, ensuring that they develop the necessary tools for future language use. 
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Moreover, the immediate feedback provided during mock exams is crucial in identifying 

strengths and areas for improvement. As Barker et Al. (2004) found in their investigation of 

students’ attitudes towards Cambridge exams, consistent and structured practice for these 

exams builds confidence and enhances students’ communicative abilities. The iterative 

process of practice, feedback, and refinement helps learners internalize language structures 

and become more adept at using English in diverse settings. The alignment of YLE preparation 

activities with real-life communication skills underscores their value as a pedagogical tool for 

developing verbal competences and preparing students for broader academic and social 

contexts. 

YLE exercises and preparation activities distinguish themselves from traditional 

speaking and listening exercises through their focus on authentic, contextualized, and 

interactive language use. Traditional methods often rely heavily on scripted dialogues, 

isolated vocabulary drills, and teacher-led recitation, which can limit opportunities for 

meaningful communication. In contrast, YLE tasks prioritize real-life scenarios that engage 

learners dynamically.  

The integration of multimodal materials is another significant distinction. While 

traditional exercises may involve textbook-based dialogues or repetitive listening activities, 

YLE exams incorporate visuals, audio prompts, and collaborative tasks that require learners to 

actively engage with the content. Taylor (2003) explains that the Cambridge approach to 

speaking assessment ensures students demonstrate their skills in meaningful and realistic 

contexts, which promotes not only proficiency but also confidence in using the language 

actively. YLE tasks encourage active participation and learner-centred approaches. Hawkey 

and Barker (2004) note that preparation for Cambridge exams fosters institutional changes by 

integrating real and meaningful communication opportunities into the curriculum. This shift 

promotes a classroom environment where language is treated as a tool for interaction rather 

than a subject to be memorized. 

It is noteworthy that Coronha (2023) suggests that exam preparation, being rooted in 

the school curriculum, can lead to an increase in students' verbal competences. Through exam 
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preparation, subjects that require regular and intensive verbal practice are fundamental to 

the development of students' communicative competence in basic education institutions.  

There is an imperative need to provide a strong theoretical grounding for making 

informed understandings of the principles and practices underlying verbal competencies' 

development. Though there was a definition of verbal competence above and distinguished it 

from oral skills, the main focus of this chapter shall go on an in-depth investigation into 

theoretical models and pedagogical frameworks that have prefigured present-day approaches 

in language teaching. 

A strong theoretical framework is essential for the deep understanding of the 

advancement of language teaching. One can trace the development of verbal competences in 

language teaching, its development, and assessment by examining the main theoretical 

models. Models such as Canale and Swain's communicative competence framework (1980) 

and the Common European Framework of Reference for Languages (CEFR) (Council of Europe, 

2001, Council of Europe, 2020) have focused on the multifaceted nature of communication 

and have practically guided teachers in their efforts to improve verbal skills in learners. These 

frameworks contain key dimensions of language use, including grammatical accuracy, social 

appropriateness, discourse coherence, and strategic flexibility, in the preparation of learners 

to take part in different contexts of communication. 

Pedagogical frameworks act as intermediaries, transforming complex theoretical 

principles into concrete strategies applicable to the classroom. For instance, task-based 

approaches (Ellis, 2003) and sociocultural theories (Vygotsky, 1978) provide teachers with the 

tools to develop dynamic learning environments that facilitate interaction, collaboration, and 

meaningful communication. Correlating theoretical principles with practical application, these 

frameworks enhance the effectiveness of language teaching and ensure that learners achieve 

competencies that are both academically robust and practically useful. 

The historical development of language education and the importance of modern 

teaching methodologies have been explored previously. A shift from traditional grammar-

based methods, as typified by the Grammar-Translation Method (Richards and Rodgers, 
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2001), to approaches focused on communication marks an increasing recognition of the role 

of practical use in language learning. This development highlights the need for approaches 

that prioritize verbal skills, so learners can adapt to the very complex linguistic and cultural 

demands of the 21st century. The theoretical models and educational frameworks presented 

in this chapter form the basis of Cambridge YLE exams. The YLE examinations are structured 

to evaluate and enhance verbal skills, incorporating concepts derived from communicative 

competence (Canale and Swain, 1980) as well as task-based language instruction (Ellis, 2003) 

to establish a genuine assessment experience focused on the learner. By adhering to 

established frameworks such as the CEFR (Council of Europe, 2001, Council of Europe 2020), 

YLE examinations prioritize practical communication, thereby ensuring that learners are 

adequately prepared not only for academic achievement but also for successfully engaging in 

various linguistic and cultural environments. 

The communicative competence model, through its focus on grammatical, 

sociolinguistic, discourse, and strategic competences, directly informs the structure of YLE 

assessments. Each module is reflected in tasks that require learners to put their language into 

action in meaningful and contextualized ways, whether in describing a picture, answering 

questions, or taking part in short dialogues. It reflects the multidimensionality of verbal 

competence, fostering fluency, adaptability, and confidence in communication. 

In this way, CEFR underpins the design of YLE exams, emphasizing the practical use of 

language. It gives a clear indication that learners will be tested in their ability to interact, 

interpret, and produce language in a particular context, thereby not simply listing vocabulary 

or grammatical rules, hence avoiding mere memorization but truly acquiring skills that have 

the potential to manifest themselves in real communication. The correlation to CEFR levels, 

Starters, Movers, and Flyers, provides a successive development path for learners, facilitating 

motivation and growth in their verbal competences. 

This integration of theoretical frameworks into practical assessment design highlights 

the role of YLE exams as both a pedagogical tool and a measure of language proficiency. By 

bridging the gap between theory and practice, these exams exemplify how language teaching 

frameworks play a crucial role in the creation of these exercises, and how we need to 
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contextualise them to understand how the foment new century skills. The Communicative 

Competence Model, developed by Canale and Swain (1980), is a foundational framework in 

language education that conceptualizes communication as a multifaceted process. This model 

defines language proficiency through four interconnected components: grammatical, 

sociolinguistic, discourse, and strategic competences. Together, these elements provide a 

comprehensive understanding of what it means to communicate effectively in a second 

language, emphasizing not only linguistic accuracy but also the ability to navigate varied social 

and contextual interactions. 

Grammatical competence encompasses the knowledge of syntax, morphology, 

vocabulary, and phonology required to construct accurate sentences. Sociolinguistic 

competence refers to the ability to use language appropriately according to social and cultural 

norms, ensuring that communication aligns with contextual expectations. Discourse 

competence involves the capacity to produce coherent and cohesive language, organizing 

sentences into meaningful stretches of discourse. Finally, strategic competence highlights the 

importance of employing strategies to overcome communication breakdowns or enhance the 

clarity of messages, such as rephrasing or seeking clarification. 

The relevance of the Communicative Competence Model is clearly reflected in the 

design of Cambridge Young Learners English (YLE) exams. These assessments are structured 

to evaluate the multidimensional nature of communication as outlined in the model. For 

instance, speaking tasks in YLE exams often require students to engage in conversational 

exchanges, describe visual prompts, or answer open-ended questions. These activities 

simultaneously test grammatical accuracy, contextual appropriateness, and the ability to 

construct coherent responses. 

In the speaking part of the exams, there are moments where students are asked 

personal questions such as, “What’s your favourite hobby?” or “Can you tell me about your 

family?” This task exemplifies grammatical competence through accurate sentence formation 

and sociolinguistic competence by requiring polite and contextually appropriate answers. 

Similarly, we see exercises that incorporate an interactive information-gap activity, where the 

examiner and the students exchange details about two similar pictures. This task fosters 
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discourse competence by encouraging logical connections between responses and strategic 

competence when addressing clarifications or uncertainties. Although some YLE speaking 

tasks may not fully align with traditional role-play scenarios, they mimic key elements of role-

play, such as information exchange and conversational dynamics. The structured interaction 

between examiner and student serves as a scaffolded experience, allowing young learners to 

practice real-world communication within a controlled environment. However, one of the 

pillars of modern education has become the utilisation of tasks in learning contexts, in the 

next segment we will explore how they can contribute to verbal competence enhancement. 

 

2.2. THE TASK-BASED LANGUAGE TEACHING (TBLT) FRAMEWORK 

AND VERBAL COMPETENCE ENHANCEMENT 

The most influential frameworks in modern language education include the Common 

European Framework of Reference for Languages, proposed in 2001 (updated in 2020) by the 

Council of Europe, which presents an integrated approach to assessing, teaching, and learning 

languages, with quite a strong focus on real-life communication and the effective use of the 

language. The CEFR establishes six levels of competence, from A1 for the beginner to C2 for 

the competent user. This gives clear, transparent benchmark levels of language ability in 

listening, speaking, reading, and writing. 

The Common European Framework provides a common basis for the 

elaboration of language syllabuses, curriculum guidelines, examinations, 

textbooks, etc. across Europe. It describes in a comprehensive way what 

language learners must learn to do in order to use a language for 

communication and what knowledge and skills they have to develop so as to be 

able to act effectively (CEFR, 2001, p.1 
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 Figure 2 – Common Reference Levels: Global Scale 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Note. Adapted from Common European Framework of Reference for Languages: Learning, teaching, assessment (p. 24), by Council of Europe, 2001, Cambridge University 

Press. Copyright © 2001 Council of Europe
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The Cambridge Young Learners English Tests are designed upon principles of the 

Common European Framework of Reference, YLE tests correspond to A1 and pre-A1 levels in 

that pre-defined terminology and offer a coherent development in the learning process for 

young learners. Finally, by including appropriate descriptors from the CEFR, YLE will be able to 

introduce real-life communication situations into its test tasks, together with a more integral 

assessment of a candidate's competencies. 

The speaking tasks of the YLE exams test the ability to communicate effectively in 

everyday contexts. For example, in there are exercises in the speaking parts of the exams 

where students answer questions on familiar topics, such as hobbies or families, in ways that 

again confirm the emphasis of the CEFR on situational appropriateness. Similarly, the format 

of the listening tasks corresponds with the CEFR emphasis on interpreting information 

provided in speech within pragmatic contexts, following directions, or locating objects based 

on spoken descriptions. YLE exams present learners with authentic opportunities for self-

expression through language. Compatibility with the levels of the CEFR means that such 

assessment provides not just a measure of proficiency but orients the learner to actual 

effective communication. This basically illustrates the view on language competence 

represented by the CEFR: it is in principle congenial to the general conception underpinning 

the development of the YLE exams-to develop confident and competent communicators who 

are well-equipped to continue learning and using the language in everyday contexts. 

The theoretical models reviewed in this chapter the Communicative Competence, 

Task-Based Language Teaching (TBLT), and the CEFR converge on verbal competence as an 

integrated performance across listening, intelligible production, interactional management, 

and strategic communication. Cambridge YLE operationalises this integration through age-

appropriate task families (e.g., distractor-rich listening with placement/actions; picture-based 

description and dialogue; short narrative sequencing) that sample precisely these dimensions 

at Pre-A1/A1/A2 (Cambridge University Press & Assessment, 2024a, 2024b). At beginner 

levels, the CEFR Companion Volume emphasises intelligibility over native-like accuracy, short 

but coherent turns, and supportive interlocution, principles mirrored in YLE specifications and 

examiner procedures for young learners (Council of Europe, 2020). In this sense, YLE does not 
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merely “test” verbal competence; it operationalises CEFR-aligned constructs in child-friendly 

ways and thereby provides a coherent focus for instruction. 

From a pedagogical standpoint, TBLT explains why these tasks can function as engines 

of growth: meaning-focused, problem-centred activity (information gaps, picture sequencing, 

constrained role-play) compels learners to process input selectively, mobilise functional 

language, and manage turns, conditions under which form is noticed because meaning must 

be made (Mudinillah et al., 2024). When such tasks are embedded across the school year in 

communicative lesson architectures (brief pre-task focusing → task cycle → short reflection), 

the attentional routines and interactional moves sampled by YLE, gist/detail selection, 

justification of choices, clarification/repair become normal classroom habits rather than last-

minute exam drills (Cambridge University Press & Assessment, 2024a, 2024b; Council of 

Europe, 2020). 

Finally, the relationship to 21st-century competences is best understood as pedagogy-

mediated rather than test-driven. Cambridge’s framework on 21st-century skills stresses that 

skills such as critical thinking, collaboration, and creativity emerge when tasks systematically 

elicit reasoning, joint decision-making, and reflective talk; labels alone do not guarantee 

impact (Suto & Eccles, 2014). In YLE-oriented practice, these transversal outcomes appear 

when teachers deliberately stage information-gap/problem-solving cycles, structure peer 

interaction, and prompt learners to explain and reconsider choices. Accordingly, this thesis 

advances a calibrated claim: YLE contributes to the development of verbal competences and 

when orchestrated through CLT/TBLT routines aligned to CEFR for children can simultaneously 

nurture selected 21st-century competences in developmentally appropriate ways (Cambridge 

University Press & Assessment, 2024a,2024b; Council of Europe,  2001 and 2020; Mudinillah 

et al., 2024; Suto and  Eccles, 2014). 
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Table 1 – Mapping YLE Tasks to Verbal Competence and 21st-Century Learning Outcomes 

YLE task family 
Verbal-competence focus 

(CEFR Pre-A1/A1/A2) 

Typical classroom 

move 
21st-century hook 

Listening with 

placement / actions 

(Starters Part 2; 

Movers/Flyers 

variants) 

Listening discrimination; 

following multi-step 

instructions; intelligibility 

in brief responses 

Pre-teach key lexis → 

listen with distractors 

→ justify placement → 

micro-feedback on 

rationale 

Critical thinking (choice 

justification); self-

regulation (following 

constraints) 

Picture description & 

Q–A (Movers 

Speaking; Flyers 

Speaking Part 1–2) 

Functional chunks; 

extended turns; 

interactional 

management; 

pronunciation 

Model frames → pair 

Q–A → swap roles → 

quick criterion 

feedback 

Collaboration (pair 

routines); 

communication 

(audience awareness) 

Picture sequence 

storytelling (Flyers 

Speaking Part 3) 

Discourse organisation; 

cohesion; prosody; 

strategic communication 

Sequence ordering → 

guided retell → freer 

retell → peer 

questions 

Creativity (narrative 

choices); critical 

thinking (coherence 

fixes) 

 

Note. CEFR = Common European Framework of Reference for Languages; Q–A = question–answer. The arrow 

(→) indicates a recommended sequence of classroom moves. Author-created table, informed by YLE task 

specifications from Pre A1 Starters, A1 Movers and A2 Flyers: Handbook for Teachers and Pre-A1 Starters Digital 

and A1 Movers Digital: Handbook for Teachers (Cambridge University Press & Assessment, 2024a, 2024b). 
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2.3. THE TASK-BASED LANGUAGE TEACHING (TBLT) FRAMEWORK 

AND VERBAL COMPETENCE ENHANCEMENT) 

Task-Based Language Teaching (TBLT) is a learner-centred approach that emphasizes 

the use of meaningful tasks to develop language competences.  

The use of tasks in SLA has been closely linked to developments in the study of 

second language acquisition (SLA). In the early years of SLA (the) late sixties and 

seventies), researchers were primarily concerned with describing how learners 

acquired an L2, documenting the order and sequence in which the grammar of a 

language was acquired. (Ellis, 2003, p.21) 

While its roots can be traced back to early work by scholars such as Breen (1987), 

Richards, Platt, and Weber (1985), Long and Crookes (1986), Prabhu (1987), Nunan (1989), 

Skehan (1996), and Lee (2000), it was later popularized and extensively detailed by Ellis (2003). 

These earlier contributions established foundational ideas about tasks as tools for language 

learning, with definitions ranging from structured classroom activities to real-world 

communicative scenarios. Ellis built upon these foundations, emphasizing tasks as goal-

oriented activities designed to engage learners in authentic language use. “Tasks, then, hold 

a central place in current SLA research and also in language pedagogy.” (Ellis, 2003, preface).  

In TBLT, tasks are defined as activities requiring learners to use language meaningfully 

and purposefully, focusing on the completion of objectives rather than solely on linguistic 

accuracy. This approach fosters interaction, problem-solving, and critical thinking, ensuring 

that learners engage with language in ways that are both contextually relevant and goal 

oriented. Moreover, TBLT aligns with modern educational paradigms that prioritize 21st-

century skills, such as collaboration, adaptability, and effective communication, making it 

particularly suitable for young learners. 

The principles of TBLT are clearly reflected in Cambridge Young Learners English (YLE) 

exams, which integrate tasks that simulate real-world communication scenarios. These 

assessments emphasize meaningful interaction, encouraging young learners to use language 
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purposefully in both receptive and productive skills. For instance, in Listening exercises, 

children listen to spoken instructions and place objects in specified locations within a picture, 

such as “Put the ball under the table.” This task requires students to process auditory input 

and respond with appropriate actions, closely mirroring practical listening scenarios 

encountered in real life. Similarly, speaking tasks across YLE levels encourage learners to 

describe, compare, and narrate, fostering the development of practical verbal competences. 

The alignment between TBLT and YLE exams can be observed in specific examples 

across the levels. In Starters exercises, children demonstrate their ability to comprehend 

spoken instructions and act upon them, reflecting the core principles of TBLT. Other speaking 

exercises, where students ask and answer questions based on picture prompts, exemplifies 

real-world information exchange and encourages interaction while developing sociolinguistic 

and discourse competences. Similarly, Speaking Part 3 in Flyers involves storytelling based on 

a sequence of pictures, which requires learners to organize ideas coherently and communicate 

them effectively, reflecting the task-based emphasis on purposeful and meaningful language 

use. 

 

PART II: METHODOLOGY AND EMPIRICAL FRAMEWORK 

CHAPTER 3: OVERALL RESEARCH DESIGN: CONTEXT, 

STRATEGY, AND PARTICIPANTS. 

3.1. THE RESEARCH DESIGN: A QUALITATIVE APPROACH WITHIN AN 

ACTION RESEARCH FRAMEWORK 

Building on the theoretical consolidation of verbal competence in Part II, drawing on 

Communicative Competence, CEFR, and TBLT, this chapter advances to the empirical 

dimension. Its aim is to examine how YLE-aligned practices are implemented and experienced 

in primary English, to generate evidence capable of informing pedagogical decision-making, 
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and to support reflective improvement in classroom design. The theoretical groundwork has 

already been established and is not reformulated here as an empirical question; instead, the 

focus is on how practice realises, adapts, and tests those principles in authentic teaching–

learning ecologies. 

The empirical work concentrates on four interrelated lines of inquiry that structure 

data collection, analysis, and reporting. First, it investigates the effects of sustained YLE-

oriented preparation on learners’ verbal competences, specifically the development of 

listening comprehension and spoken production in third grade, to characterise the scope and 

nature of observable gains. Second, it examines the pedagogical designs and enabling 

classroom conditions that most effectively promote those competences, including 

interactional architecture, task sequencing, and scaffolding routines, while attending to the 

ways teachers adapt design and delivery in situ. Third, it analyses the alignment between YLE 

task families and CEFR A1/A2 can-do descriptors for young learners and considers the extent 

to which enacted tasks foster 21st-century competences such as critical thinking, 

communication, collaboration, and creativity. Fourth, it documents the constraints that arise 

in the development of verbal competences through YLE preparation, logistical, affective, and 

assessment-related and the reflective responses that mitigate these challenges over time. 

Taken together, these foci ensure a coherent line of sight from theoretical constructs to 

practice, from practice to evidence, and from evidence to implications for pedagogical action. 

 

3.2. CONTEXT OF THE EMPIRICAL COMPONENT 

The empirical component is divided into two complementary parts. Part A presents a 

qualitative, semi-structured interview study with experienced teachers and examiners of 

Cambridge YLE (Starters, Movers, Flyers). This strand aims to elicit practitioners’ perceptions 

of how YLE preparation influences listening and speaking development, how tasks are adapted 

in situ, and how these practices intersect with CEFR descriptors and 21st-century 

competences. Interviews were audio-recorded with consent (attachment B), transcribed 

verbatim, and analysed (attachments C-H) through thematic analysis with codes inductively 
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generated from the data and subsequently related to the theoretical constructs defined in 

part I chapter 1 and 2. Credibility was supported through iterative coding, constant 

comparison across cases, and triangulation of themes. 

Part B reports a classroom-based practitioner inquiry conducted during supervised 

teaching at a private institution in my internship. This strand adopts a case-study orientation 

(with elements of action research) to document how YLE-aligned speaking and listening tasks 

were planned, implemented, and refined in a real classroom. Multiple forms of naturally 

occurring data were considered: lesson plans, field notes, reflective memos, observation 

records, samples of learner work, and informal assessment evidence. The analytic focus here 

is not on generalization by enumeration but on analytic transferability that is, on how detailed 

descriptions and theoretically informed interpretations can help readers understand the 

conditions under which similar outcomes might be expected elsewhere. 

Together, these two strands create a methodological triangulation: semi-structured 

interviews (Part A) provide professional perspectives on principles and constraints across 

contexts, while classroom-based evidence (Part B) grounds those perspectives in concrete 

pedagogical practice. This design is consistent with the study’s guiding paradigm: knowledge 

is co-constructed with participants, meaning is situated, and the value of evidence lies in its 

explanatory power and resonance with the realities of primary English education. Ethical 

considerations anonymity or confidentiality upon request, informed consent, secure data 

handling, and participants’ right to withdraw were observed throughout. 

This empirical component translates the conceptual claims advanced in the theoretical 

chapters into systematically gathered evidence from practice. The study is grounded in an 

interpretivist–constructivist stance: knowledge about language learning is understood as co-

constructed in situated contexts, and its value lies in illuminating mechanisms and conditions 

that make outcomes plausible across comparable settings rather than in statistical 

generalisation. Within this orientation, the chapter focuses on practitioners’ perspectives 

regarding how preparation for the Cambridge YLE exams contributes to the development of 

verbal competences in young learners operationalised as the interplay of listening 

comprehension, spoken fluency, interactional management, intelligible pronunciation, and 
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strategic, context-appropriate use of language and how such preparation intersects with 21st-

century competences such as collaboration, critical thinking and adaptability. 

The empirical design centres on a qualitative study based on semi-structured 

interviews with experienced teachers and examiners of Cambridge YLE (Starters, Movers, 

Flyers). Participants were recruited through professional referrals and direct invitations to 

ensure relevance of expertise and variation in role (classroom teacher, examiner, 

coordinator/trainer). In total, more than twenty interviews were conducted during data 

collection. Following a principled screening process assessing the credibility of claims, the 

substantive depth of responses, and potential sources of bias six interviews were retained for 

analysis as the information-rich cases that best supported rigorous cross-case synthesis. This 

purposive inclusion maximises analytic depth while preserving diversity of vantage points. To 

protect confidentiality, all identifying details are withheld and pseudonyms are used in 

reporting. 

 

3.3. OVERVIEW OF DATA COLLECTION INSTRUMENTS: INTERVIEWS, 

OBSERVATION, AND DOCUMENTATION 

A semi-structured interview guide was developed to preserve comparability across 

participants while allowing depth and follow-up probing. Prompts targeted seven domains 

aligned with the study’s research questions: perceived impact on verbal competences; 

contrasts with common materials and practices; classroom strategies for speaking and 

listening; links to 21st-century competences; perceptions of CEFR alignment for young 

learners; challenges and enabling conditions; and long-term benefits and transfer. Interviews 

were conducted online via Zoom, with prior informed consent for audio recording. Sessions 

typically lasted sixty to ninety minutes. At the outset of each interview, the operational 

definition of “verbal competences” was clarified to secure a shared construct. Recordings 

were transcribed verbatim and timestamps were retained to enable auditable citation in  

chapter 5. The inclusion of six information-rich cases from a larger pool strengthens analytic 

focus but necessarily narrows breadth. Self-selection and professional affiliation with YLE may 
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introduce sympathetic perspectives; this is addressed through explicit reporting of 

reservations and limits expressed by participants, and by attending to disconfirming evidence 

where present. The study is time-bounded and context-specific; its contribution lies in 

explanatory adequacy and analytic transferability rather than in statistical generalisation. 

Credibility was supported by an explicit audit trail (versioned interview guide, consent 

materials, coding notes, theme memos), by iterative engagement with the transcripts, and by 

thick description of thematic categories and their evidentiary basis. Where appropriate, 

paraphrased summaries or quotations were checked with participants to ensure accuracy of 

representation. Dependability and confirmability were pursued through systematic recording 

of analytic decisions and reflexive notes acknowledging the researcher’s practitioner 

background and the attendant risks of confirmation bias; counter-instances were actively 

sought during theme development. Transferability is aimed for through sufficiently detailed 

accounts of participants’ roles and task types such that readers working in analogous contexts 

can judge the plausibility of applying insights. Ethical principles guided all stages of the study: 

participation was voluntary, informed consent (attachment A) was obtained prior to 

recording. 

The interview corpus was analysed through qualitative thematic analysis. Following 

transcription, close readings established familiarity with each case while preserving the 

integrity of participants’ phrasing. Initial open coding proceeded line-by-line to mark salient 

ideas and practices, including distractor handling in listening, extended turns in speaking, pre-

teaching of lexis and patterns, student-talk-time targets, affective and logistical constraints, 

and perceptions of CEFR calibration. Codes were iteratively refined and grouped into higher-

order themes aligned with the research questions and the theoretical constructs established 

earlier (communicative competence, task-based learning, CEFR descriptors, and 21st-century 

frameworks). Constant comparison across interviews supported the consolidation of 

convergences, the identification of productive contrasts, and the surfacing of outliers. Short, 

representative verbatim excerpts were then selected to illustrate each theme, with 

timestamps preserved to support traceability. Although the broader project will later 

reference classroom-based evidence, the analysis presented here draws exclusively on the 

interview data; connections to classroom practice will be made only in subsequent chapters 

where strictly necessary. 
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Codes were iteratively refined and grouped into higher-order themes aligned with the 

research questions and the theoretical constructs established earlier (communicative 

competence, task-based learning, CEFR descriptors, and 21st-century frameworks). Constant 

comparison across interviews supported the consolidation of convergences, the identification 

of productive contrasts, and the surfacing of outliers. Short, representative verbatim excerpts 

were then selected to illustrate each theme, with timestamps preserved to support 

traceability. Although the broader project will later reference classroom-based evidence, the 

analysis presented here draws exclusively on the interview data; connections to classroom 

practice will be made only in subsequent chapters where strictly necessary. 

To ensure comparability across cases while allowing for depth and probing, the semi-

structured interview followed the 7 core questions below. Each prompt operationalises 

“verbal competences” as the integrated development of listening comprehension, spoken 

fluency, interactional management, pronunciation/intelligibility, and strategic 

communication, and relates these to the theoretical constructs defined earlier 

(Communicative Competence, TBLT, CEFR, and 21st-century competences), however the full 

interview guide had two sections (attachment B), the first section was mainly necessary to 

confirm credibility of the interviewee. 

Section B: Main Interview Questions 

I. In your experience, what impact does YLE exam preparation have on students' verbal 

competences (speaking and listening)? 

II. How does YLE exam preparation differ from traditional textbook-based speaking and 

listening activities? 

III. How do you structure your classroom activities to prepare students for YLE speaking 

and listening components? 

IV. Do you believe that YLE tasks help students develop transversal skills, such as critical 

thinking, adaptability, or collaboration? 

V. From your perspective, how well do YLE exam tasks align with CEFR levels for young 

learners? 
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VI. What challenges do you encounter when preparing students for the YLE exams, 

particularly in developing verbal competences? 

VII. In your opinion, what are the long-term benefits of incorporating YLE speaking and 

listening preparation into regular classroom instruction? 

This chapter reports the interview findings organised by the study’s main objective. To 

preserve confidentiality, interviewees are referenced by codes. The table below pairs each 

code with a brief anonymised descriptor to contextualise quotations while maintaining 

anonymity. Quotations are cited as (Code, interview, timestamp); following APA 6th, these 

personal communications are cited in-text only and do not appear in the reference list. 

Timestamps support auditability without compromising identity. 

Table 2 – Codified participants and role descriptors alongside respective attachment reference. 

Code  Role descriptor 
(anonymised) 

Primary 
authority/relevance 

AL (Attachment C) Primary English 
teacher/trainer with 
sustained YLE preparation 
experience 

YLE classroom 
design; 
speaking/listening 
progression 

SL (Attachment D) Primary English teacher and 
YLE examiner/trainer 

Exam-room 
practices; logistics; 
interactional 
routines 

LB (Attachment G) Academic coordinator and 
YLE examiner 

Curriculum 
alignment; Student 
Talking Time (STT) 
benchmarks; 
assessment literacy 

HV (attachment F) Primary English teacher/ 
Director with mixed-
resource settings 

Materials selection; 
pacing; exam 
readiness 

AO (attachment H) Primary English teacher with 
experience across levels 

Multimodal tasks; 
breadth of 
production 
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PART III: ANALYSIS, DISCUSSION, AND CONCLUSION 

CHAPTER 4: FINDINGS FROM THE EXPERT INTERVIEWS: 

THE YLE EXAMINER PERSPECTIVE 

Each subsection formulates an analytic claim, substantiates it with convergent 

evidence from interviews and targeted classroom episodes, and offers a brief account of 

underlying mechanisms and enabling conditions. Representative quotations are used to 

evidence the claim, and counterexamples are noted to delimit its scope. Each subsection 

closes with an explicit pedagogical implication. 

4.1. THE IMPACT THAT YLE PREPARATION HAS ON LEARNERS’ 

VERBAL COMPETENCES (LISTENING AND SPEAKING). 

Across interviews and classroom evidence, sustained, year-long YLE-aligned 

preparation systematically strengthens listening discrimination and spoken output quality in 

tandem, with learners progressing from fragmentary clauses to short, coherent turns. 

Practitioners describe the shift “from isolated sentences … [to] construct[ing] a complete 

sentence … in a very … fluent way” (AO, 00:08:13–00:11:07, see attachment H), and 

repeatedly link listening gains to managing distractors and mapping input across interviews 

and classroom evidence, sustained, year-long YLE-aligned preparation systematically 

strengthens listening discrimination and spoken output quality in tandem, with learners 

progressing from fragmentary clauses to short, coherent turns. Practitioners describe the shift 

“from isolated sentences … [to] construct[ing] a complete sentence … in a very … fluent way” 

(AO, 00:08:13–00:11:07,) and repeatedly link listening gains to managing distractors and 

mapping input to action; end-of-year YLE practice “validates outcomes; the year’s teaching 

does the heavy lifting” (HV, 01:20:28–01:21:28, see attachment F). Attention to phonemic 

contrasts and functional chunks “feeds straighter, more confident speaking” (CA, 01:18:49–

01:26:17, see attachment C).  
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Two interacting mechanisms account for the pattern: (i) engineered excess 

information with child-scaled distractors trains selective attention during listening; (ii) 

scaffolded perception-to-production conversion, pair rehearsal plus a visible frame (There 

is/are → In A … but in B … → I think … because …) lowers performance load and enables 

coherent turns. The trajectory aligns with CLT/TBLT (meaning-first, outcome-driven tasks) and 

CEFR A1 priorities (intelligibility; supported interaction). We should admit that listening 

families function best as formative engines when followed by a brief justify-your-choice move, 

when pair rehearsal precedes public turns, and when micro-phonology is immediately “spent” 

in use; the external exam therefore confirms growth produced by these classroom routines 

rather than generating it in isolation.  Having established the nature of impact, the next section 

contrasts YLE-aligned work with textbook speaking/listening to specify what is distinctive in 

task architecture. 

 

4.2. DIFFERENCIATING YLE PREPARATION FROM TEXTBOOK-BASED 

SPEAKING AND LISTENING. 

The distinctive feature is task architecture, not the “exam” label. YLE-style work 

routinely embeds excess information, multimodal prompts, and elimination with justification, 

shifting activity from recall to reasoned selection and sustaining meaning-focused talk at 

beginner levels. AO notes that children are often given more items than needed, “ten words 

and only five spaces to fill”, which encourages critical thinking and builds confidence (AO, 

00:12:16–00:14:10). HV observes that international series already integrate stories, visuals, 

and multiple-choice listening with distractors, and cautions against importing ad hoc exam 

audios with uncontrolled lexis for eight- to nine-year-olds (HV, 00:44:44–00:48:50; 00:32:29–

00:36:08, see attachment F). CA highlights that exam-aligned courses (e.g., Kid’s Box, Power 

Up) prime these task families from the start, establishing different routines and expectations 

than grammar-first local series (CA, 00:06:14–00:11:31; 00:17:25–00:21:45). AO adds that YLE 

listening/speaking are typically multimodal and elicit a wider range of forms than tightly 

scripted comprehension tasks (AO, 00:21:28–00:25:49). 
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This leads to the conclusion that adopting task families with controlled lexis and a 

required rationale invites meaning-making that naturally extends verbal competence; 

defaulting to decontextualized comprehension or grammar display reduces speaking to low-

information responses. The architectural contrast motivates a closer analysis of how effective 

classrooms are structured to enact these routines in practice.  

 

4.3. CLASSROOMS STRUCTURES FOR YLE-ALIGNED SPEAKING AND 

LISTENING 

Effective YLE-aligned lessons share a stable interactional architecture: brief modelling 

of lexis/patterns, short cycles of controlled practice, and release into purposeful tasks with 

sustained student-talk time. LB proposes a benchmark “60% of the lesson has to be the 

students producing … I keep [teacher talk] to a minimum” (00:21:33–00:22:11, attachment G) 

which is also echoed in AO’s sequencing of 90-minute lessons that touch all four skills and 

enforce complete sentences from the outset (00:31:23–00:39:36, attachment h). HV argues 

that YLE visuals should consolidate rather than introduce language and be paired with learner-

to-learner questioning so Student speaking time (STT) dominates (00:20:11–00:22:38; 

00:38:25–00:41:38). CA details a scaffolded progression, chants/songs modelling connected 

speech; pre-teaching lexical sets; picture prediction; brief role-play before freer production 

(00:47:24–00:51:14; 00:53:19–01:02:39, attachment e). SL complements this with short 

rotations, total physical response (TPR), and role assignments that compress transitions in 

primary settings (SL, see attachment D, 00:27:20–00:33:34). 

Mechanistically, pair rehearsal before public turns lowers performance load, 

distributes participation, and stabilises intelligibility; safe-correction norms preserve fluency 

without sacrificing clarity.  We can interpret that codify pair-prep → public-turn 

sequencing, maintain concise modelling, script transitions, and treat visuals/task families as 

vehicles for rehearsal and consolidation rather than first exposure. With interactional design 

in view, we now consider how these enactments rehearse 21st-century competences 

alongside verbal competence. 
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4.4. YLE TASKS FOSTERING 21ST-CENTURY COMPETENCES (CRITICAL 

THINKING, COLLABORATION, CREATIVITY) 

Cross-case evidence indicates that YLE-aligned preparation cultivates critical thinking 

and collaboration when task design makes reasoning and joint problem-solving structurally 

unavoidable. Distractor-rich prompts and excess information oblige learners to justify 

selections and revise initial hypotheses (AO, 00:41:21–00:42:37; HV, 00:41:46–00:47:31). 

Creativity at A1 emerges as recombination and reformulation connecting features, 

paraphrasing, proposing alternatives rather than open-ended invention, which is 

developmentally consonant with the level. A minority caution is salient: transversal gains 

should be attributed to pedagogy around the tasks, not to the certificate per se; design choices 

role rotation, pair rehearsal, required rationale expand opportunities for collaboration and 

analytic flexibility (HV, 00:50:13–00:53:22; CA, 00:41:21–00:42:37). We can imply that the 

Critical Thinking, Communication, Collaboration, Creativity (4Cs) can be authentically 

rehearsed at beginner bands when reason-giving and joint checking are baked into task 

routines. We next examine how these tasks families map onto CEFR expectations for young 

learners. 

 

4.5. YLE TASKS AND THEIR ALIGNMENT WITH CEFR (PRE-A1/A1/A2) 

FOR YOUNG LEARNERS. 

Interviewees concur that YLE was purpose-built to operationalise beginner-band CEFR 

performance for children, with scoring profiles that render intelligibility, short coherent turns, 

and supported interaction visible to teachers. AO’s one-word verdict, “Brilliantly”, captures 

the prevailing view (AO, 00:43:11–00:43:12). Examiners describe finer-grained assessment 

(production, pronunciation, interaction) that tightens the mapping between descriptors and 

observable behaviour (SL, 00:37:17–00:43:27); (AL, see attachment C , 00:46:31–00:50:04). 

HV notes that Flyers can brush against A2 receptively without demanding sustained A2 

production (00:54:50–01:00:58). CA underscores child-appropriate interlocution and task 



37 

 

design in speaking assessment, lowering performance load while still sampling target 

behaviours (01:15:22–01:18:49). CEFR provides reliable guardrails to calibrate task demand 

and interpret growth at Pre-A1/A1/A2. Alignment notwithstanding, real classrooms face 

constraints; the following section identifies those and the reflexive responses that mitigate 

them. 

 

 4.6. THE CONSTRAINTS WHEN DEVELOPING VERBAL COMPETENCES 

VIA YLE PREPARATION 

Constraints cluster around classroom logistics, talk distribution, and assessment-

related affect. Layout and transition time condition participation; in 50-minute lessons, 

repeated furniture shifts are prohibitive and dampen momentum (SL, 00:52:29–00:55:47). 

Overlong teacher talk narrows the speaking cohort, whereas compressing instructions and 

foregrounding STT expands opportunities (SL, 00:50:16–00:50:47). Exam-specific affect 

matters: anxiety rises with unfamiliar interlocutors, suggesting that entry into Movers/Flyers 

should match age and prior exposure to interview-style turns (HV, 01:00:58–01:06:15). Under 

pressure, phoneme-level slips increase (e.g., /ʃ/ vs /tʃ/ in church), warranting explicit, brief 

phonemic-awareness work tied to immediate use (CA, 01:06:32–01:13:17). We can consider 

gains hinge on managing enabling conditions; where logistics, talk-time, and affect are 

controlled, YLE preparation yields reliable improvements in listening and speaking. Finally, we 

turn to longer-term outcomes and transfer effects beyond the immediate unit. 

 

4.7.  LONGER-TERM BENEFITS FROM YLE TASKS IMPLEMENATION. 

Cross-case testimony and classroom records point to durable gains in confidence, 

connected speech, and exam literacy (gist/detail tracking; distractor handling) that 

consolidate across the year and carry forward to subsequent cohorts. Practitioners report that 

regular YLE-style practice “builds confidence, fluency, and efficient test literacy,” including the 
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ability to filter noise in listening (AO, 00:49:14–00:52:05), while YLE at year’s end primarily 

validates growth produced by interaction-first pedagogy (HV, 01:20:28–01:21:28). Where 

pronunciation, phonemic awareness, and functional language are integrated systematically, 

compounding benefits “accumulate across years” (CA, 01:18:49–01:26:17). It becomes rather 

evident that long-term outcomes depend less on episodic exam practice than on year-long 

orchestration of YLE-aligned design; the external exam functions as a summative mirror of 

habits established in class.  
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4.8. EXTENDED EVIDENCE MATRIX (INTERVIEW EXCERPTS WITH TIMESTAMPS) 

Table 3 – Extended Evidence Matrix with participants anonymised  

 

 

 

 

 

 

 

 
 
 
 

Note. Participants are anonymised: AO, SL, LB, HV, AL, CA denote interviewees. Timestamps are hh:mm:ss–hh:mm:ss from the audio recordings. Ellipses (…) indicate 

truncation; quotation marks denote verbatim excerpts lightly edited for readability. → indicates sequence; ≈ indicates approximate value. Author-created table from primary 

interview data. 
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CHAPTER 5: INTEGRATED DISCUSSION: TRIANGULATION 

OF DATA AND PEDAGOGICAL IMPLICATIONS 

5.1. SYNTHESIS OF FINDINGS: LINKING EXPERT VIEWS AND 
PRACTICAL OUTCOMES TO THEORY 

The interview evidence indicates coupled gains in listening decoding and spoken 

fluency when YLE-aligned work is embedded across the year. Teachers describe a progression 

from telegraphic output to sentence-level production and short, coherent turns as learners 

improve at mapping auditory input to response: “from isolated sentences … into actually … 

construct[ing] a complete sentence and then … us[ing] it … fluently” (AO, interview, 00:08:13–

00:11:07). This pattern is consistent with Communicative Competence (integration of 

grammatical, sociolinguistic, discourse and strategic knowledge) and with TBLT, where 

meaning-focused tasks drive form noticing. Listening tasks that engineer excess information 

and distractors train selective attention and justification of choices, thereby lowering 

cognitive load during production, “kids are given more information than they need … ten 

words and … only five spaces” (AO, 00:12:16–00:14:10). Gains in pronunciation arise where 

programmes explicitly target phonemic awareness and connected speech, because stress and 

novelty can trigger phoneme-level slips (e.g., /ʃ/ vs /tʃ/ in church), which are mitigated by 

coupling micro-focus with immediate communicative use (CA, 01:06:32–01:13:17; 00:47:24–

00:51:14; 00:53:19–01:02:39). Practitioners also emphasise the validating rather than 

causative role of the exam event: “end-of-year YLE-style practice validates outcomes; the 

year’s teaching does the heavy lifting” (HV, 01:20:28–01:21:28). These mechanisms align with 

CEFR’s integrated reception–production view at beginner bands (Pre-A1/A1/A2), where 

intelligibility and interactional management are central. 

YLE adds beyond many grammar-first textbooks by baking in multimodal prompts, 

narrativized visuals and elimination-style activities across the year, normalising extended 

turns and interactional moves (CA, 00:06:14–00:11:31; 00:17:25–00:21:45). Participants 

caution against importing decontextualised exam audios with uncontrolled lexis for younger 

cohorts, arguing that principled task sequencing matters as much as task type (HV, 00:44:44–

00:48:50; 00:32:29–00:36:08). Regarding 21st-century competences, the data support a 
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nuanced claim: distractor-rich tasks that require learners to explain choices, reconsider 

assumptions, and negotiate interpretations can foster critical thinking and collaboration (HV, 

00:41:46–00:47:31; AO, 00:41:21–00:42:37), but transversal outcomes are not automatic. 

They arise primarily from pedagogical design, how teachers stage tasks, structure peer work, 

and prompt metacognitive talk, rather than from exam preparation per se (HV, 00:50:13–

00:53:22). 

 

5.2. CONSTRAINTS AND LIMITATIONS OF THE RESEARCH 

Feasibility is shaped by class size, room layout, transition time, and teacher-talk time. 

A 50-minute lesson cannot absorb multiple whole-class rearrangements; routines must 

minimise reconfiguration and preserve interactional density (SL, 00:52:29–00:55:47). Targets 

such as STT ≈ 60% and using visuals mainly for practice/recycling rather than first presentation 

help maintain momentum (LB, 00:21:33–00:22:11; HV, 00:20:11–00:22:38). Anxiety 

associated with unfamiliar assessors argues for gradual familiarisation and age-appropriate 

entry to Movers/Flyers (HV, 01:00:58–01:06:15). For younger learners, a standing phonology 

strand mitigates stress-related perception/production lapses (CA, 01:06:32–01:13:17). Within 

these constraints, teachers report stronger verbal-competence growth where routines are 

firm, transitions are planned, reinforcement is positive, and SEN aware grouping is in place. 

Alongside logistical and pedagogical constraints, feasibility is bounded by concrete 

features of lesson ecology that have immediate procedural implications. Class size and spatial 

configuration determine whether pair and small-group work can occur without prohibitive 

noise and movement costs; in larger groups, seating plans that pre-form stable triads or quads 

reduce transition time and protect interactional density. A 50-minute lesson cannot absorb 

repeated whole-class rearrangements, so routines need to front-load materials, fix turn-taking 

patterns, and script micro-transitions between stages. Teacher-talk time must be disciplined 

so that student-talk time approaches the target proportion, for example approximately 60 

percent, especially during practice and recycling phases. Visuals and manipulatives are most 

efficient when reserved for consolidation rather than initial presentation, which minimises 
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cognitive load and time lost to explanation. Where mixed-attainment and SEN profiles are 

present, planned heterogeneity within groups, predictable roles, and positive reinforcement 

lower anxiety and sustain participation. Methodologically, the action-research frame adds 

limits that qualify inference. The practitioner-researcher position is vulnerable to allegiance 

and expectancy bias; the single-site, small-sample setting restricts external validity; and the 

observer effect can modify participation patterns simply because classroom processes are 

being studied. These risks can be tempered by triangulating artefacts, learner products, and 

interviews, by keeping a reflexive audit trail, and by informal member-checking, but they 

cannot be eliminated. Conclusions are therefore best framed as analytically transferable to 

comparable contexts rather than statistically generalisable. 

Evaluation and contextual constraints further shape both pedagogy and how evidence 

is interpreted. Alignment to pacing guides and accountability calendars creates pressure for 

coverage and predictability, which compresses task diversity and privileges familiar formats 

that map onto examinations. As proximity to assessment increases, classrooms tend to narrow 

towards test-like tasks and timing, a pattern that can generate negative washback by crowding 

out exploratory talk, creative language play, and productive risk-taking. The interpretive 

weight attached to exam results must therefore be moderated by a construct-validity 

argument. Movers and Flyers provide constrained samples of early L2 micro-skills and routine 

interactional moves; they offer reliable information about accuracy, recall, and brief 

responsive exchanges, but they only partially represent broader twenty-first-century 

competences such as collaboration, strategic self-regulation, integrated problem-solving, 

creativity, and, where relevant, digital and intercultural literacies. Claims about growth in 

verbal competence should be embedded within a wider evidence set that inspects content 

alignment, the cognitive and interactional processes elicited by tasks, coherence across 

instruments, and the educational consequences of assessment use. In practical terms, exam-

aligned routines should be deliberately paired with project-based and cooperative tasks, 

portfolio artefacts, and formative rubrics that elicit those wider competences while 

maintaining coherence with the assessed construct, thereby mitigating negative washback 

and preserving the breadth of learning the curriculum intends to cultivate. 
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Equity and access also constrain feasibility and the interpretation of outcomes. Private 

examination fees can exclude or discourage participation among some learners, producing 

self-selection effects and limiting the generalisability of results to those who can afford 

certification. Where preparation materials or tutoring are unevenly distributed, apparent 

gains may partly index access to resources rather than instructional impact. A pragmatic 

response is to decouple classroom evidence from external certification for evaluative 

purposes, to offer fee support where possible, and to maintain parallel, classroom-based 

documentation of progress so that judgments do not hinge on ability to pay. 

Cultural and linguistic bias in standardised materials further affects cue salience and 

task fairness. Visuals, names, and pragmatic routines are often anchored in Anglophone, 

middle-class schemas; for some pupils, the cultural load competes with the linguistic one, 

depressing performance on otherwise attainable items. Local calibration helps pre-teaching 

cultural scripts that are integral to item comprehension, selectively localising task content 

without altering its construct, and allowing limited bilingual glosses for culturally dense lexis 

in pre-task phases while keeping target-language demands intact during assessment. 

Curricular narrowing remains a salient risk when exam preparation becomes the 

governing logic of lesson design. As assessment nears, time budgets shift toward format 

rehearsal and away from broader communicative work; over time, this displaces open tasks 

that cultivate initiative, curiosity, and problem-finding. To protect breadth, programmes 

should ring-fence a proportion of weekly time for tasks not isomorphic with the exam, 

maintain project-based cycles that require collaborative planning and reflection, and use 

formative rubrics that value reasoning and interactional moves alongside accuracy. 

Finally, an over-emphasis on assessment-driven learning can crowd out exploratory 

play, which is pedagogically significant for young learners’ oral development. Structured play 

episodes, free-choice centres with language prompts, and short improvisational 

dramatizations support spontaneity, self-regulation, and risk-taking in ways that tightly 

scripted exam formats do not. Incorporating such episodes on a predictable cadence sustains 

motivation, mitigates anxiety, and supplies complementary evidence of competence. Taken 

together, attention to cost barriers, cultural bias, curricular breadth, and the role of 
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exploratory play strengthens the validity argument for inferences about verbal competence 

and aligns assessment practice with the wider profile of twenty-first-century learning. 

 

5.3. IMPLICATIONS FOR PRACTICE: RECOMMENDATIONS FOR 

CLASSROOM CONTEXTS 

At lesson level, keep pre-task language focusing brief and immediately follow with 

purposeful tasks that require learners to use the targeted forms to achieve a concrete goal; 

repurpose exam visuals for consolidation rather than first presentation. Build a weekly 

phonology micro-strand (salient segmental contrasts; simple connected-speech features) and 

“spend” it in communicative use within the same session. Plan for high STT via structured pair 

work and prompts with manageable distractors and calibrate feedback to the verbal-

competence dimensions a task targets (listening discrimination, extended turns, interactional 

moves, intelligibility). At programme level, adopt or adapt materials that integrate YLE-like 

task properties across the year, rather than compressing exposure near the exam window, so 

attentional and interactional routines are normalised in everyday lessons. Strengthen 

assessment literacy by operationalising a shared profile of verbal competences mapped to 

Pre-A1/A1/A2 for children, and by converting YLE task families into formative checks: listening 

with distractors for discrimination + rationale; picture-based dialogue for turn management + 

formulaic language; storytelling from sequences for cohesion + prosodic control. This reframes 

the exam interface from external imposition to instructionally useful feedback while 

preserving learner wellbeing and developmental appropriateness. 

Implementation fidelity and sustainability constitute an additional constraint set that 

conditions both outcomes and transferability. Fidelity is vulnerable to task substitution, drift 

in timing, and dilution of oral practice when unexpected events compress lessons; dosage is 

likewise sensitive to cancellations and uneven weekly timetables, which can erode cumulative 

gains if spacing is irregular. Minimum conditions for viability include predictable scheduling, 

rapid access to materials, and brief co-planning time where classes are shared or supported, 

so that micro-transitions and grouping are prepared rather than improvised. Teacher 
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assessment literacy also functions as an enabling constraint: without shared criteria and 

routines for interpreting Movers and Flyers evidence, feedback risks collapsing into score 

reporting and loses formative value. Communication with families is pertinent, because 

unmanaged expectations can amplify exam pressure and inadvertently reduce space for 

exploratory talk. Finally, equity considerations intersect with feasibility: learners with special 

education needs, newcomers with emergent L2, or pupils with limited out-of-school exposure 

require adapted pacing, scaffolded prompts, and alternative evidence of progress; absent 

such adjustments, the same routines can widen participation gaps. 

 

CHAPTER 6:  ANALYSIS OF CLASSROOM PRACTICE: THE 

CASE STUDY FINDINGS 

6.1. CASE STUDY DESIGN AND ANALYTICAL APPROACH FOR LESSON 

OBSERVATION 

This chapter triangulates the interview‐based results with classroom evidence 

gathered during the supervised practicum at a private educational institution in Porto. The 

aim is to examine whether the mechanisms identified in previously such as distractor-aware 

listening, extended turns, interactional management, intelligible production, and light 

justification are observable in situated lessons designed with YLE-style tasks and CEFR-aligned 

targets for young learners at A1. 

The lessons were taught to mixed ability third graders (A1/A1.2/A2). Activities were 

embedded within the school’s ongoing scheme of work and used child-appropriate visuals and 

task formats. No personal learner data were collected; pupils were anonymised in all notes 

and artefacts; participation was routine classroom participation with opt-out available 

through the school’s standing protocol. Classroom notes and lesson artefacts were stored 

securely and are reported here in aggregate to protect confidentiality. 
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The mini-corpus comprises four information-rich lessons: two listening-focused 

revision sessions built around Movers-style task families and two speaking-centred sessions 

rehearsing picture description, differences, and light reasoning. Evidence was recorded 

through structured field notes, lesson plans, and learner artefacts (worksheets and projected 

materials). Analysis followed a pragmatic qualitative procedure: open coding during and 

immediately after each lesson, then axial clustering against the study’s verbal-competence 

dimensions: listening discrimination (LD); extended turns/fluency (ET); interactional 

management (IM); intelligibility/pronunciation (INTEL); and a transversal behaviour, simple 

justification/collaboration (4C). The same codes organised in previous, allowing direct 

comparison between practitioner testimony and classroom observation. 

Across the four lessons, tasks were intentionally drawn from Cambridge YLE families 

adapted for A1: “listen and draw lines,” “listen and write,” “listen and tick,” “listen/colour,” 

picture description (“What can you see?”), picture comparison and difference-spotting (“How 

is picture B different from A?”), and game-based formats such as Guess Who and Odd One 

Out that require short justifications. Lessons followed a light TBLT arc: brief language focusing; 

task cycle; short reflection. Phonology received micro-attention (e.g., /ð/ in there/than, plural 

endings, connected speech in there are), typically tied to the lexis that immediately surfaced 

in tasks. 

 

6.2. LESSON 1 ANALYSIS: DEVELOPING VERBAL COMPETENCE 

THROUGH LISTENING TASKS IN YLE FORMAT. 

This revision lesson (attachment I) was delivered to the same third-grade cohort of 

approximately twenty-four learners and ran slightly over the scheduled hour by about five 

minutes. The pedagogic aim was to refresh high-frequency countryside and routine 

vocabulary and to familiarise pupils with exam-style listening under conditions that mirror 

Cambridge A1 Movers. The lesson opened with a short flashcard-based (attachment K) 

vocabulary review aligned to YLE lexis, followed by a multi-part worksheet (attachment J) 

covering the canonical task families: listen and draw lines, listen and write, listen and tick, and 
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listen and colour. The lesson plan explicitly framed the session as a confidence-building 

rehearsal for the forthcoming listening test and identified visual flashcards, PowerPoint 

prompts, and a worksheet as the core materials.  

Implementation adhered closely to exam pacing while keeping routines predictable. 

Each audio item was played up to three times at natural speed; no slow replay was required. 

Pupils worked individually and then moved to whole-class checking led by the teacher rather 

than pair-checking. This choice preserved momentum and ensured that criteria and exemplars 

were modelled consistently during review. The worksheet sequence replicated the Movers 

format, which allowed pupils to practice locating information in pictures, writing short items 

from dictation, and selecting among minimally contrasted options. The plans rationale for 

flexible timing proved pertinent, since explanation and answer verification are time-sensitive 

in revision contexts and can otherwise displace actual listening practice.  

Evidence from learner performance concentrated around Exercises 2 and 3. In the 

listen-and-write activity, slips clustered where auditory cues were not reinforced by strong 

visual anchors; pupils hesitated with gap-fills that required accurate decoding without 

contextual props. In the family-weekend mapping task, difficulty centred on identifying who 

did what and aligning aural references to the correct individual in the scene. These patterns 

were expected in a first explicit rehearsal of exam-style listening because item formats require 

reliable cue selection and immediate mapping to written or pictorial fields. Although extended 

oral turns were not targeted, brief read backs during correction surfaced segmental issues 

that can be addressed in subsequent micro-focus work. Accuracy stabilised most clearly where 

the lexical field overlapped with the initial countryside and routine warm-up, which supports 

the decision to front-load that vocabulary.  

From a practitioner perspective, this was the first lesson I taught fully within a YLE 

listening frame and that standpoint shaped both pacing and support. The exam-like structure 

was advantageous because it provided a clear diagnostic lens; I could see, in real time, which 

sub-skills were secure and which required targeted attention, particularly cue selection and 

rapid alignment to response formats. At the same time, adaptation costs were visible. Several 

pupils needed careful explanation of exemplars before settling into the rhythm of the sets; 
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the absence of pair-checking made the room quieter but placed more responsibility on 

teacher-led clarification; and the forty-to-fifty-minute window felt tight once explanation, 

three replays, and whole-class checking were all included. Because this was my first full 

listening rehearsal, I made no mid-lesson adjustments. In later sessions I intend to keep 

instructions lean, protect a short verification pause before plenary, and use minimal prompts 

in write-in items to prevent time loss without diluting the listening demand.  

In code terms, listening discrimination improved when pupils encountered repeated 

natural-speed exposure within a fixed three-replay ceiling and then verified during teacher-

led review; extended turns were not a design focus and appeared only as short read-backs; 

interactional management relied on a stable listen–write–teacher-check cycle rather than 

peer routines; intelligibility issues surfaced episodically during read-backs on items with 

limited visual support; and simple justification was emergent only when pupils were asked to 

explain choices during correction. These outcomes are consistent with an accuracy-oriented 

revision whose primary function is to stabilise cue selection and task familiarity ahead of 

assessment. 

 

6.3. LESSON 2 ANALYSIS: DEVELOPING VERBAL COMPETENCE 

THROUGH SPEAKING TASKS (A1) 

This lesson (attachment l) was taught to a regular third-grade class (≈24 pupils). The 

pedagogic aim was to move learners from single lexical items to short, coherent turns in 

picture description and comparison, referenced to CEFR A1 expectations (intelligibility and 

short supported turns) and to the YLE Movers Speaking Part 1 task family. After a two-minute 

model and a brief controlled practice of there is/are with basic prepositions, pupils worked in 

pair rehearsal (60–90 seconds) before giving public turns. A frame ladder remained visible 

throughout, There is/are → In A … but in B … → I think … because …, so that discourse 

progression was externalised. Participation was distributed with name sticks. I made the 

success criteria explicit: intelligibility (salient segmental such as /ð/ in there and plural –s), 
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extended turn (two to three linked clauses), and interactional management (clear entry plus 

a brief follow-up move). 

Learner output reflected these targets. One excerpt (attachment m) is illustrative: “In 

picture A there are two cows, but in picture B there is one.” Another pupil produced: “There 

is a river and there are four sheep.” When I briefly removed the pair-rehearsal step in one 

cycle, participation narrowed to the most confident voices and turns shortened; reinstating 

pair prep reopened the floor and restored clause chaining. A 60–90 second micro-focus on /ð/ 

and plural –s, immediately “spent” in speech, lifted intelligibility at the point of use. 

 In this lesson I observed a marked improvement across the cohort, including pupils 

who typically hesitate in whole-class talk. Two features seem to explain this. First, cognitive 

offloading through visible scaffolds: the frame ladder reduced the planning burden, allowing 

weaker speakers to allocate attention to pronunciation and message rather than clause 

design. Second, affective safety through routine: knowing that pair rehearsal always precedes 

a public turn lowered performance anxiety and normalised risk-taking. These enabling 

conditions translated into broader participation (more names drawn yielded completed turns) 

and qualitatively better turns (more A/B contrasts followed by a justification). I also noticed 

that brief phonology “bursts” are only productive when immediately followed by use; when 

delayed, gains in /ð/ and plural marking faded quickly. This confirms a principle I will carry 

forward micro-focus must be embedded in the interactional sequence, not appended as a 

detached drill. 

Analytically, two mechanisms appear to underpin the gains. The frame ladder 

materialised discourse structure, converting visual noticing into extended turns. Pair rehearsal 

reduced performance load and strengthened interactional management, giving quieter pupils 

a rehearsed entry to speech. This pattern aligns with CLT/TBLT (meaning-focused, outcome-

oriented tasks) and with CEFR A1 expectations (short, intelligible, supported turns). 

In immediate response, I made pair rehearsal non-negotiable before all plenary turns, 

kept the frame visible throughout, and added a 10-second “because …” nudge after each 

stated difference so that justification became integral rather than optional. These adjustments 
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broadened participation, lengthened turns, and stabilised intelligibility. Conceptually, the 

lesson operationalised CLT (interactional management and purposeful use) and TBLT (task 

with a communicative product), functioning as direct rehearsal for YLE Movers Speaking Part 

1 at A1. 

 

6.4. LESSON 3 ANALYSIS: THE IMPACT OF SPEAKING AND 

COLLABORATIVE TASKS (A2) 

With the same third-grade cohort (≈24 pupils), this lesson (attachment p) aimed to elicit 

quick descriptive turns with justified choices, linking comparison language to simple 

reasoning. Target performance was referenced to CEFR A1 (short supported turns, 

intelligibility, basic interactional moves) and rehearsed functions typical of YLE Movers picture 

description and comparison. I ran two short cycles: in Guess Who (attachment q), one pupil 

described a character through stacked features while peers inferred and checked; in Odd One 

Out, pupils selected which item did not fit a visual set and then justified the choice. Roles 

rotated to distribute talk, and a compact scaffold remained visible He/she has… → X is adj-er 

than Y → … because…. Each round included pair preparation (30–45 seconds) immediately 

before public turns, with tight timeboxes to maintain pace. Success criteria were explicit: 

intelligibility (salient segmental and endings), extended turn (a description or comparison plus 

a reason), and interactional management (clear turn entry; brief peer challenge/acceptance). 

Learner output showed movement toward the target profile. During Guess Who 

(attachment q), one pupil produced, “She has long hair, she’s young/she is younger than X, 

and she has glasses,” prompting peers to hypothesise and then self-correct. In Odd One Out, 

a pupil stated, “The father is older than the children, so he is the odd one out,” followed by a 

short peer exchange, “Do we agree? Why?”, that generated reformulations and clearer 

comparatives. Where pair prep was skipped, reasons dropped out and responses collapsed to 

one-word selections; reinstating the pre-turn rehearsal restored fuller sentences and 

justifications. 
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This lesson convinced me that integrating CLT and TBLT principles did more than raise 

participation, it improved learning conditions. The interactional design (role rotation, pair 

rehearsal, brief peer challenge) created a low-stakes, high-talk environment that supported 

hesitant pupils and sustained focus. Crucially, the visual organisation of the tasks mattered: 

rich, discriminable images anchored meaning and reduced planning load, so learners could 

invest effort in verbal competence (linking propositions, providing a rationale, managing 

turns) rather than merely producing isolated forms. I saw the difference between verbal 

production (e.g., “taller”) and verbal competence (e.g., “The father is older than the children, 

so he is the odd one out”), and the lesson design nudged pupils toward the latter. Aligning 

CEFR A1 descriptors with YLE-type task families also acted as a guardrail: it kept demands at 

an appropriate grain size, intelligible short turns with support, so the work was neither over-

pitched (leading to breakdown) nor under-pitched (inviting one-word answers). In short, the 

combination of CLT/TBLT routines, purposeful visuals, and CEFR-informed task selection 

enabled pupils to reason aloud within their developmental band, which is the profile they will 

need for YLE speaking. 

 

6.5. LESSON 4 ANALYSIS: THE PROGESSION OF LISTENING PRACTICE 

SET 2 (A1) 

This was a deliberately calmer session (attachment n) with the same third-grade cohort 

(≈24 pupils), designed to consolidate listening discrimination and to make the link from 

receptive processing to brief, purposeful output. The task followed the YLE Starters/Movers 

Listening Part 2 family (attachment o): a scene picture plus multiple object cards, engineered 

with excess options and child-scaled distractors (near-synonyms; minimal pairs; spatial 

contrasts such as in/on/under/next to). I used a restrained replay ladder (natural → slow only 

if needed) and required partners to whisper the action before placing, followed by a short 

justify-your-choice prompt (10–15 seconds). Target performance was referenced to CEFR A1 

listening (short utterances for gist/detail; supported understanding) and to the same success 

criteria as in Cases 1–2: intelligibility (for brief micro-outputs), extended turn (here, a clause + 

rationale), and interactional management (listen–decide–explain within a timebox). 
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The class proceeded smoothly and, more importantly, revealed clear transfer from 

earlier lessons. Pupils demonstrated noticeably faster decoding of instructions and fewer 

random placements; when errors occurred, they were typically resolved during the active-

listening phase of correction, where learners attended to the slow replay and adjusted based 

on the critical cue (e.g., shifting from next to to under). What had begun as passive listening 

earlier in the term now behaved as two-stage listening: first, quiet individual decoding; 

second, short, pair-mediated explanation tied to action. Representative micro-episodes 

captured this: a pupil whispered “under the chair… not next to… because he says under” 

before placing correctly; another moved a card from near to in the box after the slow replay 

and a partner’s prompt. These routines, repeated across items, produced fewer replays and 

steadier accuracy by mid-set. 

I read this lesson as evidence that prior YLE-aligned work had primed pupils for both 

passive listening (silent parsing of cues) and active listening (listening to correct, to justify, and 

to instruct a peer). Embedding CEFR A1 descriptors alongside YLE task families gave me a 

reliable calibration frame: I could see, in real time, whether pupils were meeting the band 

expectations (understanding short utterances with support; producing an intelligible one-

clause rationale) and adjust the replay ladder or lexis accordingly. Crucially, the short dialogic 

inserts, “What did you hear?” / “Why here?”, did double duty. They converted listening into 

accountable reasoning (a 21st-century critical-thinking move), required concise 

communication of the rationale, and, in pairs, fostered collaboration through micro-

negotiation of placement. On a few items, pupils proposed alternative solutions based on 

visual evidence, which, in miniature, exercised creativity as recombination rather than 

invention, which is appropriate for A1. In sum, the session confirmed that a calm tempo with 

tight routines can cultivate 4Cs without leaving the developmental band. 

Analytically, the enabling conditions mirror those in the speaking cases but in receptive 

form: engineered distractors trained selective attention; the replay ladder supported 

verification without flooding working memory; and pair micro-output bound perception to 

production, preventing listening from remaining inert. Because tasks and criteria were 

CEFR/YLE-aligned, the challenge level neither over-reached (which would have produced 

guessing) nor under-reached (which would have yielded one-word placements). 



53 

 

In immediate response, I standardised the 10–15 second justify-your-choice move 

after every item, trimmed my instructions to preserve momentum, and staged object cards to 

minimise transition loss. I also logged brief CEFR-noted observations (e.g., “A1, intelligible 

rationale with support; needs cue for under vs next to”), which gave me a concise record of 

progress and needs. Overall, the lesson confirmed that year-long orchestration of YLE-style 

listening, paired with CEFR-referenced criteria and short dialogic moments, yields measurable 

improvements in decoding, active correction, and the communication–collaboration–critical 

thinking triad essential to 21st-century learning. 

Having examined each lesson individually, we now turn to the mechanisms that operate 

across these cases and the pedagogical principles they highlight. 

 

6.6. CROSS-LESSON SYNTHESIS OF OBSERVED PRACTICES AND 

CONTRAINSTS AND LIMITATION FOUND.  

Across the four lessons (attachments L through O), gains in verbal competence were 

conditional on a stable interactional architecture that matched the purpose of each lesson 

type. In the speaking lessons (6.3 and 6.4), brief modelling, visible frame ladders that 

externalised discourse moves, and mandatory pair rehearsal prior to plenary created 

predictable entry points and reduced planning load; when this choreography was intact, 

participation broadened beyond confident speakers, intelligibility stabilised at point of need 

and turns lengthened with minimal cognitive drag. In the listening lessons, progress depended 

on predictable exposure and accountable verification. The revision class (6.2) used a fixed 

three-replay ceiling at natural speed followed by teacher-led checking, which consolidated 

task familiarity and cue selection for learners new to YLE formats. The calmer consolidation 

session (6.5) paired a restrained replay ladder with a whisper-and-justify micro-output, which 

converted passive reception into selective attention plus brief reasons. Wherever an element 

was temporarily removed, performance contracted: skipping pair rehearsal in 6.3 narrowed 

participation and shortened turns and omitting justification in 6.5 increased guessing and 
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replay requests. These patterns indicate that routines are not ancillary but constitutive of 

progress in LD, ET, IM, INTEL and 4C. 

Links between listening and speaking were also evident. Engineered distractors and 

bounded replays trained selective attention during listening, while swift justifications bound 

perception to production. The same attentional discipline then resurfaced in speaking as 

clause chaining supported by frame ladders and as reason-giving embedded through an 

explicit “because” move. The pathway remained consistent across lessons: calibrated 

input, selective attention, micro-output with rationale, and then a coherent public turn. From 

a practitioner perspective, the first full YLE-style listening rehearsal (6.2) made adaptation 

costs visible. Learners needed explicit modelling of examples and reassurance about pacing, 

and the lesson window felt tight once explanation, three plays, and whole-class checking were 

included. Even so, the exam-like structure provided a clear diagnostic lens that helped prime 

specific sub-skills and gave a reliable sense of each learner’s profile within the A1 band. 

Anchoring tasks in CEFR A1 descriptors alongside YLE families kept the challenge at an 

appropriate grain size: short intelligible turns under support, child-scaled interactional moves, 

and bounded but genuine reasoning. Within that band, design choices made the 4Cs 

structurally unavoidable rather than incidental. Critical thinking appeared as elimination and 

justification during checking and comparison; communication was exercised through concise 

and intelligible clause chaining; collaboration was normalised through pair rehearsal, peer 

prompts, and brief uptake moves; creativity emerged as recombination and reformulation 

appropriate to A1 rather than open-ended invention. The Classroom Evidence Matrix 

summarises these outcomes: Lesson 1 contributes primarily to LD with limited ET by design; 

Lessons 2 and 3 show sustained gains in ET, IM and INTEL under frame-and-rehearsal 

conditions; Lesson 4 strengthens LD while eliciting consistent 4C micro-justifications. 

Collectively, the four lessons specify the boundary conditions under which verbal-competence 

growth is most likely to appear and to be shared across the cohort. 

Implications for practice. The results point to design, not certification, as the engine of 

growth.  For assessment and planning, embedding CEFR-noted observations in lesson records 
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(e.g., “A1: intelligible one-clause rationale with support”) provides a concise calibration tool 

and guards against both over- and under-pitching. 

The analysis privileges explanatory adequacy over breadth. No quantitative attainment 

data were collected; evidence rests on field notes and artefacts. Whole class speaking can still 

concentrate turns among confident pupils unless equity tools (pair rehearsal, role rotation, 

non-volunteer cold calls with preparation time) are used consistently. Time constraints in 60-

minute blocks limit depth of feedback across multi-part listening sets; focusing whole-class 

feedback on common confusable is a pragmatic compromise. These boundaries do not 

weaken the claims but specify the enabling conditions under which YLE-oriented pedagogy 

best supports A1 learners. 

 

6.7. IMPLICATIONS FOR PRACTICE AND PROGRAMME DESIGN 

At lesson level, keep pre-task focusing brief and move quickly into purposeful tasks; 

embed a weekly phonology micro-strand tied to the language immediately needed; require a 

short justify-your-choice move in listening review; and protect pair rehearsal before whole-

class turns. At programme level, integrate YLE-style task properties across the year rather than 

concentrating them near the test window, so attentional and interactional routines are 

normalised. Finally, treat YLE tasks as formative samples: picture-based dialogue to monitor 

turn management and formulaic language; difference-spotting to sample cohesion; listening 

with distractors to check discrimination and rationale. In this way, assessment ceases to be an 

external event and becomes a continuous source of instructionally useful feedback while 

keeping demands developmentally appropriate for young learners. 

To synthesise the classroom corpus at a glance, a matrix was created (see table 4) to 

help map each lesson’s YLE task families (e.g., Movers-style listening sets; picture description 

and A/B differences; game-based Guess Who and Odd One Out) to CEFR A1 targets for young 

learners and the five analytic dimensions of verbal competence employed in this study, 

listening discrimination (LD), extended turns/fluency (ET), interactional management (IM), 

intelligibility/pronunciation (INTEL), and simple justification/collaboration (4C). The entries 
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provide a qualitative summary of observed outcomes alongside a concise “key implication” 

that translates evidence into an actionable micro-adjustment for teaching (e.g., replay 

ladders, pair “why this?” turns, brief phonology bursts, frame ladders, safe correction). Read 

alongside this chapter, the matrix serves as a triangulation device, showing how the same 

mechanisms identified by practitioners manifest in situ without reliance on test scores, 

thereby linking task design to verbal-competence behaviours and light 21st-century 

affordances in A1 classrooms.
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Table 4 – Classroom Evidence Matrix: YLE task families x verbal-competence dimensions (A1, third grade) 

 

Note. LD = listening discrimination; ET = extended turns/fluency; IM = interactional management; INTEL = intelligibility/pronunciation; 4C = simple justification/collaboration. 

The arrow (→) indicates a recommended sequence; the tilde (≈) indicates an approximate value. Lesson labels (L1–L4) refer to the four case-study lessons described in Chapter 

6. Author-created table from classroom observations. 



58 

 

CHAPTER 7: CONCLUSION AND FUTURE RESEARCH 

DIRECTIONS 

7.1. SUMMARY OF MAIN FINDINGS AND CONTRIBUTION TO THE 

FIELD 

This study examined how preparation for the Cambridge Young Learners English (YLE) 

exams can enhance young learners’ verbal competences, listen comprehension and spoken 

production, while rehearsing 21st-century capacities such as critical thinking, communication, 

collaboration, and, to a developmentally appropriate extent, creativity. Grounded in 

Communicative Competence, CEFR, and Task-Based Language Teaching (TBLT), the inquiry 

combined practitioner interviews with a classroom-based practitioner case series. The analytic 

thread throughout was not whether an external certificate “teaches” children to speak and 

listen, but how specific task architectures, interactional routines, and enabling conditions 

cultivate verbal competence across a school year and how the external exam subsequently 

validates rather than creates that growth. 

The theoretical review a composite of intelligibility, the production of short coherent 

turns, effective interactional management, and adaptive meaning-making in context. Within 

this frame, CEFR A1/A2 provides guardrails for calibrating demand and interpreting growth, 

and TBLT/CLT supply design principles that prioritise meaning, outcome, and interaction. 

The empirical findings consolidate that frame. Across interviews, practitioners 

converged that sustained YLE-aligned work strengthens listening discrimination and stabilises 

sentence-level speech that progressively extends into short, cohesive turns. Classroom cases 

clarified the mechanisms: (i) engineered excess information and child-scaled distractors train 

selective attention in listening; (ii) perception-to-production scaffolds pair rehearsal and 

visible “frame ladders” lower performance load and enable coherent turns; (iii) brief, 

immediately “spent” phonology supports intelligibility. Where these mechanisms are 

systematically orchestrated, 4Cs moments emerge naturally at beginner levels (reason-giving, 

peer checking, hypothesis revision), and the CEFR mapping is developmentally tight: tasks 
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elicit what descriptors reasonably expect at pre-A1/A1/A2, with occasional receptive reach 

toward A2. 

The most consequential conclusion is straightforward: the year’s teaching does the 

core developmental burden; the exam validates it. YLE task families function as formative 

engines and summative mirrors. Their value lies less in proximity to a certificate and more in 

how teachers enact them: controlled lexis, justification requirements, pair-prep before public 

turns, high student-talk time (STT), scripted transitions, and child-appropriate interlocution. 

When these enabling conditions are in place, learners practise intelligibility, short coherence, 

and interactional moves repeatedly and with purpose; when they are absent, “exam practice” 

collapses into low-information display. 

For pedagogy, three corollaries follow. First, pedagogical design outranks mere drill: 

the architecture of the task and the interactional routines enacted by the teacher, rather than 

simply the task label, are the strongest predictors of verbal-competence gains. Second, timing 

matters: micro-focus on sounds or forms only stabilises when spent immediately inside a 

meaning-bearing move. Third, calibration protects growth: CEFR guardrails help avoid both 

over- and under-challenge, preserving confidence and stretch in equal measure. 

Conceptually, the thesis sharpens the distinction between oral skills and verbal 

competence and operationalises the latter for primary EFL through observable success criteria 

(intelligibility; short coherent turns; interactional moves) aligned with young-learner CEFR 

bands. Empirically, it specifies mechanisms of effect that travel across materials and contexts: 

excess-information listening, visible frames for clause chaining, pair-rehearsal architecture, 

and immediate “spending” of micro-phonology. Practically, it offers a design-ready repertoire: 

justification-requiring listening/speaking tasks; rehearsal-then-public sequencing; scripted 

transitions that protect STT; and child-appropriate examiner talk that lowers performance 

load without diluting demand. 
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7.2. FINAL REFLECTIONS AND SUGGESTIONS FOR FUTURE RESEARCH 

The evidence base is qualitative and context-bound: interviews with experienced 

practitioners and a bounded practitioner inquiry in one institution and year group. No claim is 

made to statistical generalisation. Instead, analytic transferability is supported through thick 

description of routines, tasks, and success criteria, enabling readers to judge fit in their 

settings. Future iterations should triangulate against systematic classroom audio/video 

corpora, add learner-progress artefacts sampled longitudinally, and examine SEN-informed 

adaptations more explicitly. 

Three strands invite further work. (1) Micro-genetic studies of perception-to-

production conversion could trace how pair rehearsal and visible frames redistribute cognitive 

load at Pre-A1/A1. (2) Pronunciation-in-interaction at beginner levels warrants closer 

attention: which micro-bursts (segmental vs. suprasegmental) most efficiently “spend” into 

intelligibility? (3) Task-family calibration studies could test which combinations of distractor 

density, visual support, and justification moves best elicit CEFR-aligned behaviours without 

overloading young learners. As a practitioner-researcher, I occupy the dual role of designer 

and analyst. This proximity afforded granular access to enactment decisions but carried risks 

of confirmation bias. To mitigate this, I triangulated interview testimony with classroom 

records, kept an explicit audit trail from claims to data, and foregrounded counterevidence 

where it emerged. The reflexive gain is not neutrality but accountable positioning: stating how 

pedagogical choices shaped the very outcomes assessed. 

In sum, YLE preparation enhances young learners’ verbal competences when and 

because teachers enact task families as structured opportunities for reasoning, rehearsal, and 

supported interaction, calibrated by CEFR expectations and protected by high-leverage 

routines. The external exam then recognises the behaviours the classroom has already built. 

Designing for that everyday building rather than teaching to a terminal performance. it offers 

the most credible route to confident, intelligible, and collaborative communication in the early 

years of English. 
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