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Abstract

This thesis explores the experiences of four English language teachers in Turkey who moved
from teaching in either high schools or language schools to teaching English to young
leamners. The study follows these teachers in their first year of teaching in primary school,
describes the changes they went through in their approach to teaching English, and identifies
the influences on these changes.

The background to this research was an educational reform which introduced English
into the primary curriculum. After this reform, there was a shortage of English teachers at the
primary level. A common solution was to recruit English teachers from other levels of the
educational system. Three of the participating teachers taught in high school before they
moved to teach English in the primary school. One of the participating teachers taught
English to adults in a language school before moving to the primary level.

The data for the study was generated through systematic interviews with the teachers,
as well as regular observations of their classes, over the course of the school year. The
interpretation of the data was informed by the existing literature on teaching English to young
learners and the literature on teacher change.

At the end of the school year, all of the teachers said they would like to continue
teaching English in the primary school. In adjusting to teaching children, the teachers mainly
focused on developing class management strategies. The teachers did not, however, focus on
maximising opportunities for learning the target language. The main influences on the
teachers’ change were in-service training, textbooks, as well as interaction with and support
from colleagues. The research contributes to the debate of how to best facilitate the
introduction of English into primary schools, and calls for further research into teacher

development in the context of such curricular reforms.
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1 Introduction

This thesis explores the experiences of four English language teachers in Turkey who have
moved from teaching in either high schools or language schools to teaching English to young
learners in primary schools. The study follows these teachers over the period of one school
year, describing the changes these teachers go through in their approach to teaching young
learners, and identifying the influences on these changes.

The background to this research is an educational reform that, in 1997, introduced
English into the Turkish primary school curriculum. This reform resulted in a great demand
for primary English teachers. Due to the brief period of time between the decision by the
Ministry of Education to implement the reform, and its actual implementation, the demand for
primary English teachers was not satisfied through normal pre- or in-service teacher training,
To cope with the demand for English teachers, it was common practice for primary schools to
recruit high school or language school English teachers to teach their new primary English
classes. This study explores the implications of this practice, by describing the experiences of
former high school or language school teachers teaching English to young learners for the
first time.

The integration of foreign languages into the primary curriculum is becoming
increasingly widespread around the world (Nikolov & Curtain, 2000; Poppi, Low & Bondi,
2005). Rixon (2000) draws attention to the growing demand for teachers at primary levels due
to reforms to integrate foreign languages in the primary curriculum. She argues that problems
with placing qualified teachers at primary levels are usually experienced when training
teachers is not a part of the reform. Nikolov (2000a) points out that the lack of trained
teachers leads to ‘minimalist’ solutions, such as bringing specialist teachers from different
levels or getting experienced primary school classroom teachers to teach English.

The present study explores the ramifications of a ‘minimalist’ solution to the kind of
situation described by Rixon (2000), as experienced by the Turkish primary sector. This
situation, where there is a lack of systematic teacher training accompanying the introduction
of English into the primary curriculum, is not unique to Turkey. For example, recent reforms
that introduced English into the primary curricula of the Czech Republic (see Faklova, 2000)
and Bulgaria (see Berova & Dachkova, 2000) were similarly not supported by any systematic
teacher training for primary English teachers.

The study also offers findings to describe the experiences of teachers making a
transition from teaching one age group to another. There is a ‘gap’ in the literature on teacher
change describing such transitions. The studies that seem to come the ‘closest’ to filling this

gap is one that explores teachers’ making transitions from teaching advanced level English to
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teaching beginner level learners (Burns, 1996), or those that explore teachers making
transitions from working in one culture to working in a different culture (Beynon, llieva &

Dichupa, 2004; Freema, 2004).

1.1 Research Aims

This study aims to explore the experiences of English language teachers, who previously
taught in either high schools or language schools, during their first year of teaching English in

primary school. The following more specific objectives help focus this overall research aim.

= The research seeks to describe the changes teachers experienced in their approach to
teaching English to young learners over their first year at primary level.
= The research seeks to understand what influenced the changes these teachers

experienced over their first year teaching at primary level.

Hence, the study has a descriptive element, an interpretive element as well as a longitudinal

dimension.

1.2 Structure of the Thesis

This first chapter has introduced the study, as well as the research aim and objectives.

The second chapter provides a description of the Turkish educational context, as well
as a general framework for understanding good practice in the teaching of English to young
learners. The educational context section serves to provide background information about the
educational reform that motivated this study, as well as some insight into Turkish high
schools, language schools and primary schools, as well as information on pre- and in-service
teacher training in the Turkish education system. The general framework for the teaching of
English to young learners is presented to aid the later analysis of the data.

In order to situate the present study in relation to previous research, the third chapter
reviews the teacher change literature. This includes reviews of studies that have explored
teachers making the transition from pre-service training to a first teaching position, as well as
studies of teacher change in the context of curriculum reforms.

The fourth chapter introduces the research questions and the research design. It also
provides a detailed account of the instruments used to generate data and the procedures
involved in data generation and data analysis.

Chapter five contains the description of change and the discussion of influences on
these changes for each of the four participating teachers. The chapter is organised into four

sections, each one reporting on the experience of one teacher, in the form of a case study.



Chapter six brings together the findings from each of the four case studies reported in
chapter five. The findings are combined in a cross-case analysis, focusing on commonalities
between the experiences of the four teachers.

In chapter seven there is a general discussion of the findings reported in chapters five
and six. This discussion is structured by the general framework for good practice in the
teaching of English to young learners, outlined in chapter two, as well as points generated by
the review of the teacher change literature, in chapter three.

The eighth and final chapter explores general and specific contributions of the study
to the field of teaching English to young learners and to the field of teacher change. This

chapter also includes a discussion of the limitations of the study.



2 Educational Context and Teaching English to
Young Learners

This chapter is divided into two sections. In the first section, I discuss the educational context
in which the present study is situated, whilst in the second section I examine the current
literature on teaching English to young learners, and discuss the challenges English language
teachers in Turkey who have moved from high schools or language schools may face when
they start teaching at primary level. The educational context section serves as a resource,
describing teaching contexts of relevance to this study. The section on young learners
presents a general framework of teaching English to young learners to aid the analysis of the

data.

2.1 Educational Context

There are not many published materials describing the Turkish educational context. However,
there are a number of materials published about the state of teacher training in Turkey which
have served as valuable resources for the present study. The Turkish Ministry of Education
website (2005) provides some information about the general education system in Turkey but
does not give much information about English teaching in high schools or primary schools.
Consequently, the descriptions given in this chapter are mostly based on 1) government
documentation, 2) the information provided by the teachers who participated in this study, 3)
my observations of a variety of school contexts over a period of time and my interactions with
teachers in these contexts as part of my job as an educational consultant for a publishing
company, and 4) insights from my own experience as a student in the Turkish education
system. I was given the opportunity to visit over 200 schools in the three years I worked as an
educational consultant. All of these visits involved interaction with mostly English language
teachers, but also, principals, teachers of other subjects, and also, sometimes, students. As my
primary responsibility as an educational consultant was in the area of Young Learners in the
publishing company I worked for, I got to know all the primary schools in my own region, in
Istanbul, but, in addition, I traveled frequently to other cities all around Turkey, and was

therefore lucky to get to know a wide range of school types, and teacher and student profiles.

2.1.1 Educational reform

The reform that motivated the present study was passed in August 1997 and as a result of the
reform compulsory education was extended from five years to eight years. The reform called

for integrating five-year primary schools and three-year middle schools to create new
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‘primary education schools’ (MEB, 2002). The overall aim in increasing compulsory primary
education from five years to eight years was to increase the overall quality of education by
providing everyone free education for eight years (MEB, 2002).

As part of this reform, in the academic year of 1997-1998, English was introduced
into the primary curriculum. To leave foreign language education until after primary
education in this new system would mean waiting until the students were 15 years old (after
eighth grade). This was considered too late, especially in light of the importance of foreign
languages for enhancing Turkey’s interaction with the rest of the world (Tebligler Dergisi,
1997). Therefore, the Ministry of National Education integrated English into the primary
curriculum starting from fourth grade.

Prior to the reform, students started learning English only after they finished primary
school (after fifth grade). Based on their success in an examination they took at the end of
their primary school education, they could go to 1) private middie/high schools (called
‘colleges’), 2) so called ‘Anatolian’ middle/high schools, or 3) ‘normal’ middle/high schools.
Private ‘colleges’ taught mainly English (but also French, German and Italian) intensively and
for some subjects (science, maths) the medium of instruction was English. ‘Anatolian’
schools were part of a state system that had similar foreign language provision as private
‘colleges’. Private ‘colleges’ and Anatolian schools had a preparatory year, the exclusive
purpose of which was to prepare the student in the foreign language used as a medium of
instruction in certain lessons. After they completed their preparatory year, students were
supposed to have sufficient command of the foreign language to continue their education for
the next six years (until they graduated from high school) in that foreign language. In
‘normal’ schools, by contrast, a foreign language (mainly English) was taught as a subject and
not as the medium of instruction, and over fewer number of hours per week compared to the
private ‘colleges’ and ‘Anatolian’ schools. The ‘normal’ schools, therefore, unlike private and
‘Anatolian’ schools, did not have a preparatory year.

Before the educational reform there were two types of primary schools in Turkey,
private schools and state schools. The number of private schools is significantly fewer than
the number of state schools (MEB, 2002). Although there has been no significant change in
the number of private schools compared to state schools in the whole country, after the
reform, there has been an increase in private schools in big cities. A survey of the Turkish
education system, conducted by the British Council (2000) after the reform, also reports that
that there are a significant number of private primary schools, especially in big cities.
However, this report does not comment on whether this increase took place after the reform.

The main reason for the increase in private primary schools, based on observations

conducted by the publishing company I worked for, and information gathered from school
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principals or founders during our school visits, was due to a difference, in terms of language
teaching, in the implementation of the educational reform, in private and state primary
schools. In state primary schools, English was introduced in fourth grade. Although private
primary schools, like state primary schools, abide by the syllabus provided by the Ministry of
National Education, they were given permission to integrate English into their curriculum
earlier than fourth grade. Most private primary schools in Turkey now teach foreign
languages beginning in first grade, if not kindergarten, as is the trend in other European
countries such as Hungary (Nikolov, 2000b) and Poland (Komorowska, 2000). This has led to
private schools becoming more popular for those parents who want their children to start
learning English as early as possible.

Although, private primary schools were able to include English in earlier grades (first
grade through to third grade), this was not officially recognised. That is, students were not
officially assessed, and foreign languages did not appear on their report cards as an official
subject. Three years after the implementation of the eight-year compulsory education system,
in 2000, the Ministry of National Education officially declared that English will be integrated
into the primary curriculum starting from grade one for all schools, private and state.
However, this change had not yet been implemented in the state primary schools during the
period I was conducting my fieldwork (in 2001). However, even in the current situation, five
years later, state primary schools still offer fewer hours of English language instruction
compared to private primary schools. In addition, Rixon (2000, p. 161) points out that in
many countries, parents’ perceive that English teaching is of “significantly higher quality” in
private primary schools than in state primary schools, and this is also generally the case in
Turkey.

The increase in the number of private primary schools in big cities has created an
atmosphere of competition in the primary school sector. Over the past six years, this has
resulted in many more private schools being founded. The quality of foreign language
instruction has since become an important criterion in determining the prestige of a private
primary school among its competitors.

The following section looks at the transition of English language teachers from
teaching older learners to young learners as a result of the above described educational

reform.

2.1.2 Transition from teaching older learners to young learners

With the integration of English in primary education in Turkey, teachers were needed for the
new English language classes in both private and state primary schools. However, before the

reform, newly qualified English language teachers had not received any ‘teaching English to
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young learners’ training as part of their university curriculum. Neither had there been any
organised and systematic in-service training in teaching English to young learners for existing
English language teachers before the reform. As such, English language teachers trained to
teach middle or high school students had to teach English at primary level, and sometimes
even in kindergarten without any formal training for this new role. Rixon (2000) draws
attention to teacher supply problems in many countries where English was integrated into the
primary curriculum. She states that these problems “relate to countries in which the
introduction of EYL [English for Young Learners] was not only relatively recent but also
sudden” (p. 161). Nikolov (2000a) also points to the lack of trained teachers in contexts where
English has been integrated into the primary curriculum. She states, “in most contexts
minimalist solutions are paired with high expectations” (Nikolov, 2000a, p. 39). These
minimalist solutions include primary school teachers (mainstream) teaching English, like in
Sweden (Sundin, 2000) and Austria (Jantscher & Landsiedler, 2000) or English language
teachers from other levels (e.g., high school) teaching English at primary level. In Turkey, the
most common solution was to transfer teachers teaching English at high school to teach
English at primary school.

Having to teach young learners without any training was not the same for a state
school teacher and a private school teacher. If a teacher who was previously teaching sixth
grade (middle school) in the state system was appointed as a primary school teacher again in
the state system, the youngest level she might teach was fourth grade. Thus, she would teach
students who were at most two years younger than her previous sixth grade students.
However, if a teacher who was previously teaching in sixth grade (regardless of whether it
was in the state system or private school) wanted to teach at a private primary school, she
might teach children as young as six or seven years old (in kindergarten or first grade). This
meant that the age difference between her previous and new students might be significantly
greater than for teachers making this transition in the state system. The aim of this study is to
look at those teachers who experienced such a more substantial transition, in terms of their
students’ age. The study is, therefore, conducted in Turkish private schools.

Both private and state primary schools hired newly qualified teachers to fill in the
new primary level English classes. However, there were also many experienced high school
teachers who left their old jobs to teach in a new school. These teachers would also be placed
in younger primary levels due to the demand arising from the number of new classes opening
at that level. In other words, if high school teachers decided to change their jobs (for whatever
reason), they usually found themselves teaching at primary level in the new school they
started working in. This was also the case for some language school teachers who wanted to

make a transition from working in language schools to working in high schools. The present
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study focuses on these two groups of teachers, making the transition to primary schools from
either high schools or language schools. In the next two sections, I therefore describe these

two contexts in more detail.

2.1.3 English language teaching in high schools (before the
reform)

Before the educational reform, students in private ‘colleges’ and ‘Anatolian’ schools were
exposed to English for the first time in a one-year preparatory programme where they were
taught 24 hours of English per week. The students would then be exposed to around seven or
eight hours of English per week for the following six years of their education until graduating
from high school.

Before the educational reform, most newly qualified English language teachers were
placed in the above-mentioned preparatory programmes. The aim of these programmes was to
bring students’ English up to a so-called ‘upper-intermediate’ level (in textbook terms). The
textbook chosen for this level followed a grammatical syllabus and the English language
curriculum was developed around the teaching of grammatical structures. Therefore, teachers
were under pressure to teach as many grammatical aspects of the language as possible within
one school year, in order to help students reach upper-intermediate level.

In preparatory classes there were two types of English lessons. One lesson type
focused on teaching the structure of the English language (commonly referred to as ‘main
course’ lessons). The other lesson type focused on developing the four skills (listening,
speaking, reading and writing). Different teachers were usually assigned to these two lesson
types of English. For example, it was common for Turkish teachers to take on the ‘main
course’ lessons and native speaker teachers to take on the skills lessons. Fewer hours were
devoted to skills lessons compared to ‘main course’ lessons. A typical example of a lesson
schedule for a preparatory programme would include 15-16 hours of ‘main course’ lessons
and eight, nine hours of skills lessons per week.

Once students completed their preparatory year and moved on to their high school
education, the number of hours of English per week decreased to around seven or eight.
However, the ‘main course’ and skills distinction remained until the end of high school. The
ratio of ‘main course’ lessons to skills lessons also remained the same.

More generally, the role of English language teachers in high schools would also
depend on the type of school they worked in. If they worked in private ‘colleges’ or
“Anatolian” schools, they would have a more active role in terms of their responsibilities
compared to their colleagues in state schools. These teachers would also be expected to

contribute to their students’ language learning out of class hours. Their responsibilities would

14



not be restricted to the English language curriculum. The common responsibilities that such
teachers working in ‘colleges’ and ‘Anatolian’ schools would have, in addition to their
English class time, would be to always use English with students out of class time, to be in
charge of English clubs (e.g., English conversation club, English book club, creative writing
club), and to take students on field trips (involving some activity related to English). In state
schools, however, English language teachers’ main responsibility would be to cover the
English curriculum (strictly following the assigned textbook) during their class hours.

Teaching styles in high schools would vary between ‘main course’ and ‘skills’
lessons types. ‘Main course’ lessons would rely more on the textbook than skills lessons. In
fact, the term ‘main course’ refers to the central textbook used in a particular level, and all the
other textbooks used for English at the same level are referred to as ‘supplementary’ books.
Teachers would follow the grammatical strand of these ‘main course’ books very closely and
the English curriculum would usually be designed according to this strand. Rixon (1999, p.
55) suggests, “For many teachers a textbook is the syllabus starting-point and the vertebral
column of much teaching”. Richards (1998, p. 125) also argues “in many schools and
language programs the textbooks used in classrooms are the curriculum” (original emphasis).
This is also the case in Turkish high schools, where the curriculum is based on the textbook
chosen for the particular level. ‘Main course’ lessons would usually be taught by doing all the
activities and exercises provided in a textbook unit.

In skills lessons, by contrast, teachers would sometimes use a ‘supplementary’ book,
such as those designed to develop specific skills (listening, speaking, reading, writing). Some
teachers would not use such textbooks at all and would develop their own activities and
materials. The ‘skills’ lessons would usually have a more informal atmosphere than ‘main
course’ lessons. Students would have more chances to use the foreign language, and to do
more physically engaging activities, like games. Finally, ‘skills’ teachers would sometimes
help ‘main course’ teachers if the ‘main course’ teacher felt that a certain topic had not been
learnt well, in which case she would ask the “skills’ teacher to review that topic in his/her
class.

It would be expected of high school teachers, both in the state system and in private
schools, to exert some discipline and authority in their classes. In most high schools, teachers
would be expected to have control over their students’ behaviour and prevent students from
misbehaving. Examples of ‘misbehaving’ that high school teachers complain about are,
shouting and not listening to the teacher. An important criterion for whether a teacher has
control over her high school students during the lesson would be the amount of noise coming
from that teacher’s classroom. It would not be uncommon for a high school principal to walk

down the corridors during class time to see if there is any loud noise coming from any of the
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classes. Such inspection would usually discourage high school teachers from using activities
that involve a lot of student-student interaction (i.e., group work and pair work). If students
misbehave or do not fulfill their responsibilities, teachers would have reprimanding powers
such as deducting grades, or assigning more homework to an individual student. In high
schools, teachers would usually have the students’ parents on their side and this would allow
them more freedom in exerting control over students.

Homework plays an important role in the Turkish education system. Teachers are
expected to give homework after each lesson. Homework is considered to be an important
means of doing revision. It is believed that revision helps what has been taught to ‘settle’ (a
common phrase used by teachers in Turkey) in students’ minds. Parents also put pressure on
their children to do their homework promptly and teachers always use lesson time to check
homework. This relates equally to ‘main course’ and ‘skills’ lessons.

It would not be common in high schools for teachers to bring many supplementary
materials, such as flashcards and posters, unless these were provided as components of the
textbook used, especially so in the ‘main course’ lessons. The only type of extra materials
teachers would use would be worksheets and handouts to support the teaching of grammar.
These worksheets would usually be made up of grammar exercises compiled from various
grammar resource books. In some schools, all of these worksheets and handouts would be
collected in folders that would become a part of the resource library of their English
department. Teachers would refer to these folders if they needed to support their teaching of
grammar or vocabulary. These folders would hold the original copies and teachers would then
make photocopies of the ones they would need for their classes. They would also contribute
by adding new worksheets they prepared to the existing folders.

Teachers making a transition from language schools to primary schools may experience
this change in a different way from those coming from high schools. The following section

provides a brief description of language schools.

2.1.4 Language schools

It is important to note that language schools have not been affected by the educational reform
of 1997. One of the teachers participating in this study worked in a language school before
teaching at primary level. The information presented in this section draws on her description
of the language school she worked in, as well as my own experience as a language school
teacher.

Language schools in Turkey cater for a variety of language learning needs. With
respect to English, language schools provide courses in 1) general English, 2) English for

specific purposes (e.g., tourism, business management), 3) English conversation, 4)
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preparation for TOEFL (and other similar examinations), 5) preparation for the university
English examination, and 6) preparation for the government language examination (which is
taken by government officers).

The role of teachers in language schools is to simply cover the curriculum. They are
not expected to be involved in extra curricular activities with their students, as teachers in
primary or high schools are. Language school teachers also do not have to deal with class
management as much as primary and high school teachers. The main reason for this is that
language school students take these courses with clear purposes and therefore try to make the
best of their time in the classroom. This eliminates most class management problems that high
school or primary school teachers may face.

The main difference in teaching methods in language schools compared to other
education contexts is the intensiveness of the teaching programme. The language learning
needs of adults taking language courses are different from the needs of students in primary
and high schools. Adults have an instrumental need in learning the language quickly and
efficiently and thus most come to language schools expecting to be able to use the language
communicatively in a short period of time. Language school teachers, therefore, generally
make more use of group work and pair work activities compared to teachers in primary
schools and high schools. Language school teachers focus on teaching the structure of the
language, but seem to give equal importance to developing the listening and speaking skills of
their students.

The use of extra materials can also be more varied in language classrooms than in high
schools. Language schools seem to have more financial opportunities to buy flashcards,
posters, and supplementary books for their classes. International textbooks, similar to the
situation in high schools, also influence teaching methods in language schools. All language
schools use international textbooks and the teachers® main responsibility is to follow these
textbooks.

Having described the two contexts teachers participating in this study made a transition
from, high school and language schools; in the next section I describe the context into which

teachers made the transition, the primary school context.

2.1.5 Primary schools

The Ministry of National Education states that the roles of classroom teachers, who are
responsible for one class for the period of one school year and who teach all subjects except
music, physical education and art, should be 1) to take into account the rights of their
students, 2) to establish cooperation between the school, the families and other educational

institutions, 3) to be positive towards teaching, students, the environment and Turkish social
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values, 4) to know what and how to teach students, 5) to involve the students actively in the
process of learning, 6) to reinforce students’ learning in the right amount and at the right time,
7) to identify students’ learning difficulties, and 8) to provide opportunities to students to
develop themselves in the areas in which they have difficulties (cited in Cetin & Cetin, 2000).

This means that, in the Turkish primary education system, the classroom teachers are
culturally seen as figures that students should respect, love, and regard as a ‘mother’ or
‘father’. The teacher is expected to continue the home education at school. They are also
expected to strike the right balance between being an authoritative figure and being like a
mother/father in their behaviour towards the students. Of relevance here is that, mild forms of
reprimanding (e.g., not allowing children to play with friends, taking away things they like
from them, not allowing them to do things they like), when bringing up children, are
acceptable by Turkish society.

Primary school students are taught, from a very young age, to respect their elders.
This is a very important cultural value in Turkish society. As a sign of their respect, children
are expected not to interrupt when their elders are talking, not to ask too many questions, or to
question their elders’ knowledge. In the classroom, these values become apparent in the way
students are expected to behave towards their teachers. All students stand up when their
teacher enters the classroom and they greet the teacher. Students raise their hands if they want
to talk (comment or answer a question) and they are expected to stand up when given
permission to speak.

Another role of classroom teachers is to deal with young children’s parents. This is
especially so in private schools, where parents are considered, by the administration, as the
financial backbones of the schools, and are therefore given a lot of say in their children’s
school and classes. Parents feel that they should have control over their children’s learning as
much as teachers do, and in some cases there are tensions between teachers and parents on
what is considered ‘proper’ teaching methods. Parents are often seen around the school
grounds during the school day and they sometimes enter their children’s class during a lesson
without advance notice.

The dominant teaching style in Turkish primary schools is similar to how Asian
primary teaching contexts have been described. For example, Lamie’s (2004) description of a
Japanese context, Young and Lee’s (1987, cited in Pennington, 1996), Cortazzi and Jin’s
(1996) description of Chinese context, and Lewis and McCook’s (2002) description of a
Vietnamese context. In these contexts, learning is based on a transmission model, which

Pennington (1996) defines as follows:

Learning is the accumulation of a knowledge store acquired in a process of
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simple transfer of information from a source to a receiver. The focus of
learning is on the source (e.g., its credibility and reliability) and the
characteristics of the information the source provides which make it easy or

difficult to receive (e.g., its clarity and quantity). (p. 339)

The Turkish primary education system shows many characteristics of this transmission
model. Teachers instruct from the front of the classroom and they present the content in a
clear format in order to enhance student comprehension. Students all perform the same task at
the same time. Teachers are expected to ‘give’ (in Turkish colloquial usage) the content and
students are expected to ‘give back” what they learned to the teacher. The ‘giving back’ refers
to students being able to display their knowledge of the subject in oral or written forms of
assessment. Memorisation is also a part of the learning culture in Turkey although more and
more schools seem to be discouraging their teachers’ reliance on memorisation techniques in
their teaching.

Giving homework and checking homework regularly is another important feature of
primary schools in Turkey. Students usually have a separate small notebook in which they
write the homework for that day and parents are told to make sure that the students complete
their homework for the following day.

As Tiirniikld and Galton (2001) report, there is a lack of use of a variety of teaching
materials in Turkish primary classrooms. The main source of materials in primary subject
classes is the textbooks assigned by the Ministry of National Education. Bayrak¢t (2005)
states that in the Turkish education system, textbooks hold a more important place than any
other teaching resource. These textbooks are usually organised into units, and each unit has an
introductory text that is followed by exercises. These exercises aré, generally, not embedded
in any meaningful context. There is a lack of game-like activities in these textbooks for
children.

The following section looks at how English is integrated into the above-described

primary curriculum,

2.1.6 Primary English (after the reform)

An important result of the educational reform of 1997 was that English became compulsory
until the age of 14. If we take the state system, learning of English takes place starting from
fourth grade as compared to sixth grade previously. In private schools, English is started in
kindergarten or first grade. Such an extension of language learning, spanning more years, is,
in Turkey, considered important for eventual attainment (Tebligler Dergisi, 1997). It is

thought that the learning of a language over many years would be more effective than
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learning a language by intensive exposure over only one year (which was the case in
preparatory programmes of ‘colleges’ and ‘ Anatolian’ schools before the reform - see Section
2.1.3).

In the new system, private schools feel pressure to bring their students’ English level
up to the level once achieved by the end of the preparatory programmes of ‘colleges’ and
‘Anatolian’ schools. This pressure is added to by the parents’ perception that it is better to
learn a language over many years than over a single year. School administrators and teachers
often find themselves trying to convince parents that although younger children (e.g., seven
and eight year olds) will have more time to learn the language, their cognitive development is
not the same as a twelve-year-old students’. Hence, it is not necessarily realistic to expect
children to learn the language ‘better’ just because they started learning it earlier. As a result,
parents are often asked to be patient and not to put too much pressure on their young children.

Adding to the above pressure is the potential anxiety caused by English placement
examinations required by private ‘colleges’ and ‘Anatolian’ schools. Those students who
have passed the general (subject-wide) entrance examination for private ‘colleges’ and
‘Anatolian’ schools at the end of their eight year primary education, must, in addition, take an
English placement examination. The reason for this is that several subjects in these high
schools are taught entirely in English. If they pass this English examination they start ninth
grade automatically. If, however, they fail this examination, they need to take one year
preparatory English (just as all students had to before the reform). The reality is that not all
private primary school students manage to pass the English placement examinations, even
though they have studied English since first grade. Private primary school teachers are,
therefore, under pressure to bring their students’ English to a satisfactory level (in this case, a
level determined by the individual placement examinations given by ‘colleges’ and
‘Anatolian’ high schools).

In the new education system, primary English language teachers have a variety of
responsibilities similar to, although not as extensive as, that of the classroom teacher. These
responsibilities include being involved in students’ extra-curricular activities (such as going
on field trips and organising class shows). They also sometimes need to cover for the
classroom teacher when she is absent. In some private schools, English language teachers
even act as assistant classroom teachers, serving as support to the actual classroom teacher.

In almost all primary schools, both state and private, English teachers conduct their
lessons in students’ main classroom. That is, students do not go to a separate classroom
designated for English lessons. As such, English teachers almost always conduct their lessons
in a class, the layout of which is determined by the classroom teacher. In some cases, English

teachers change the layout of the desks for their own lesson but most of the time they do not
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bother with this as doing this takes time away from their lesson.

The teaching techniques used by primary English language teachers are usually quite
different from the teaching methods used by classroom teachers. Firstly, in primary school
English classes the ‘formal’ nature of classroom teachers’ lessons (described in Section 2.1.5)
is replaced by a more informal atmosphere with more visible physical activity around the
classroom. Textbooks seem to be a major influence here. The influence of textbooks is
particularly strong when they are followed rigorously, as is often the case with English
language teachers newly appointed to teach young learners. Johnson (1995, p. 137) states that
teachers who are non-native speakers of English “may find commercial materials to be their
only source of linguistic and cultural information about English” and that therefore, they
“may depend heavily on commercial materials for their syllabus design, lesson planning, and
instructional activities”. In the same way as non-native speaker teachers, teachers teaching
young learners for the first time may also seek guidance from the textbook in terms of class
management and the types of activities to use with young students. Hutchinson and Torres
(1994, p. 317) also suggest that textbooks provide “confidence and security” to teachers. They

g0 on to state that:

Textbooks survive and prosper primarily because they are the most convenient
means of providing the structure that the teaching-learning system-particularly

the system in change-requires. (p.317)

The variety of games, activities, songs and role-plays proposed by international textbooks
seem to encourage primary English language teachers and students to be physically more
active compared to classroom teachers. Also, students in English lessons tend to be physically
more active compared to when they have a lesson with their classroom teachers due to the
opportunities provided by these games and activities that are a part of the English language
classroom.

This element of physical activity also brings with it an extra responsibility for English
primary teachers. This is the responsibility of organising the classroom for learning and
managing children’s behaviour. Due to this energetic nature of lessons, English primary
teachers seem to have more class management concerns compared to classroom teachers.

The matter of when to introduce reading and writing, or, literacy skills, into the
English classroom is an ongoing debate in private primary schools. Some schools promote
literacy in English as soon as children begin to read and write in Turkish. That is, some
schools feel pressured to start teaching reading and writing fairly early in the first grade in

order to be able to prove to parents that their child is learning something. Other schools start
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teaching reading and writing in English after children have become somewhat fluent in their
Turkish literacy skills.

In primary English language classrooms, a type of material commonly used, (in
addition to the main textbook), are flashcards. Teachers also use posters (mainly those
provided by textbooks but also those prepared by teachers) and puppets (if the textbook
provides them as a component). The types and amount of materials English language teachers
and classroom teachers use are similar, with a difference being that in English classrooms the
materials are all written in English. The primary level classrooms of private schools,
especially the younger levels, are decorated with children’s work from their classroom
teachers’ lessons, their English lessons or art lessons. Other examples of displayed materials
in the classrooms are posters, descriptions of class rules and birthday charts.

More detailed descriptions of each of the schools that the participating teachers
worked in during my fieldwork are provided in Chapter 5. In the next section, I describe pre-
service training of English language teachers in Turkey. Subsequently, I talk about in-service

training possibilities for English language teachers.

2.1.7 Training of teachers

In the Turkish education system, there is a growing gap between the number of existing
English language teachers and the number of English language teachers needed (Seferoglu,
2004). There have been several government plans to increase the number of teachers,
involving the introduction of various teacher certification programmes. This is in addition to
the main initial teacher education programmes provided by universities, which are “far from
meeting the high demand for teachers of English” (Seferoglu, 2004, p. 153). One of the
additional teacher certification programmes that was introduced by the government in 1990’s
was one where graduates of English-medium undergraduate programmes from any university,
and from any academic field, could take two semesters of training and become qualified
teachers. This received a lot of criticism (Simgek & Yildirim, 2001, cited in Seferoglu, 2004).
The general idea behind these criticisms was that such programmes resulted in a decrease in
the quality of teaching. Another teacher certification programme implemented by the
government was one where trainees got face-to-face training by English language teachers for
two years, and received distance education for the remaining two years. This provided them
with a four-year degree, which was more comprehensive than the previously mentioned two-
semester programme. However, the trainers leading these certification programmes were not
appropriately qualified. Some did not even have a diploma in teaching, and some did not have
any experience in teaching (Seferoglu, 2004). Such attempts illustrate the urgency felt by the

government to increase the number of existing English language teachers, and not worrying

22



about the quality of these programmes. The integration of English into the primary curriculum
created a further incentive for the government to train more teachers, as there was a sudden
increase in English classes around Turkey.

Shortly after the reform, a module in “Teaching English to Young Learners” was
added to the third year of the four-year university-based initial teacher training programmes.
This ensured that two years after the start of the new education system, when these students
graduated, they could immediately start teaching in primary English classrooms.

The Ministry of National Education has an in-service teacher training department.
State school teachers are required to participate in the training provided by the Ministry of
National Education teacher trainers (Civil Servants’ Law, 1965, cited in Ozer, 2004, p. 91).
Such in-service training is mainly organised as short-term courses or seminars and takes place
on weekends or after school hours, As Ozer (2004) discovered in his study, the majority of
the teachers, although they feel the need for professional development, do not attend these
seminars willingly. They give reasons such as, 1) they are not consulted about the contents of
the teacher training programmes, 2) their needs are not considered in any other ways, 3) there
is a lack of qualified instructors in the teacher training programmes, and 4) poor
accommodation and dining facilities where the in-service training takes place. From his
findings, Ozer concludes that scientific research methods are not used to assess the in-service
training needs of teachers, that the education system lacks motivational factors that encourage
teachers to attend training (taking place during their time off work), and that, generally, the
administrators of schools consider in-service training unimportant and consequently do not
give it proper attention.

The situation described above also applies to English language teachers. Although
there were a few one-off attempts to provide training for English language teachers, in the
area of *Young Learners’, these took place a long time after the implementation of the reform.
Also, these attempts were not adequate for fulfilling the demands of teachers who had made a
transition from teaching in high schools to teaching in primary schools (Yalin, 2001).

Alternative forms of in-service training for teachers starting to teach young learners
for the first time began to emerge soon after the implementation of the reform. However, such
training was sporadic (i.¢., one-off seminars) rather than systematic. International publishers
were active in training teachers of young learners. While they promoted their young learner
textbooks they also provided training to teachers mainly through their own educational
consultants. They also invited ‘experts’ from other countries, such as authors of their
textbooks, to give seminars on ‘Teaching English to Young Learners’. Other international
education organisations (such as the British Council) located in Turkey also provided young

learners courses. Overall, the majority of teachers beginning to teach English to young
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learners were ‘under-trained’ when they first entered their primary school classes. In the next
section, I consider the challenges teachers without prior training in teaching English to young

learners may face when they enter the primary classroom.

2.2 Teaching English to Young Learners

Teachers who have experienced the transition from teaching older learners to teaching young
learners are likely to face a number of challenges as first-time primary school teachers. Based
on the description of the high school, the language school and the primary school contexts in
the Turkish education system in Sections 2.1.3 through to 2.1.6, it may be possible to make
some guesses as to the challenges teachers experiencing such a transition may face. The
following list suggests a few ways in which English language teachers in Turkey may find it a
challenge to start teaching young learners for the first time after having taught high school or
language school students.

* In primary English classes in Turkey there is generally more noise and movement
compared to high school or language school classes. Managing young learner classes
may require different skills and strategies than dealing with older students and this
may present a challenge for teachers entering the young learner classroom for the first
time after having taught older learners.

»  Teaching techniques used in primary school English classes are different from those
used in high school or language school classes in Turkey. Teachers may find it
challenging to adapt their teaching to include types of activities they never used
before in their teaching.

» The use of a greater variety of teaching materials is encouraged more in primary
English classrooms compared to high school and language school classes. Teachers
making the transition from teaching high school or adult students to young learners
may need to spare more time than they used to for finding or preparing a variety of
materials for their young students.

® Teachers who used to teach older learners may need to find a number of ways to
support children’s understanding by using more simple language, body language, and
gestures, especially if their lessons had been more of a lecturing style, as is often the

case in Turkish high schools.

The above bullet points highlight a need for understanding better what is involved in teaching
young learners as compared to teaching older learners. In order to understand what is

involved in teaching young learners, it is necessary to start off by gaining an insight into
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children’s nature and their general characteristics. To begin with, it may be important to note
that children do not come to the English classroom with a clear understanding of why they are
learning the language, especially in an EFL (English as a Foreign Language) context such as
Turkey, where they do not have much use for the language in their daily life. It is, therefore,
important for teachers to create conditions in the classroom that will motivate children to
learn English (Moon, 2000). One of the ways of motivating children to learn English is by
making the language learning experience meaningful for them.

One of the main characteristics of children as learners is their need to find meaning in
anything that they are engaged in (Donaldson, 1978; Halliwell, 1992). As Halliwell (1992)
states, children have an instinct for indirect learning, which suggests that children may not
approach an English language task with the aim of learning English, but more so for the aim
of having fun, completing a challenging task or accomplishing a non-linguistic goal such as
‘winning a game’.

It is also important for young learner teachers to take into account children’s instinct
to focus on meaning, their instinct for fun and games, their instinct for talking, their instinct
for fantasy and their creative ability (Halliwell, 1992) when trying to create a classroom
environment conducive for learning English. These characteristics of children are, to a large
extent, what makes children different from older learners, and what makes teaching children
different from teaching adults or high school students.

Research also shows that young learner teachers use different means of teaching their
students than teachers of older learners. For example, an Australian study conducted by Hird,
Thwaite, Breen, Milton and Oliver (2000), comparing the practices of ESL teachers of young
learners and older learners, found that teachers of children used the students’ L1 (mother
tongue) more in their classes, that they used more group activities and that they would
explicitly model the language for their students; teachers of children drew on children’s
experiences and interests, and used recycling and revision more than teachers of adults;
teachers of children used more practical and hands on activities whereas teachers of adult
learners used more drilling and rehearsal; and teachers of children focused more on children’s
individual needs and interests, whereas teachers of adults focused on “linguistic competencies
as seemingly objective criteria to be applied to everybody” (p. 29).

Another study by Olsen (1998), with primary and secondary school English language
teachers in Norway, showed that teachers of young learners in grades one to three focused
mostly on three things: to speak English with the children, to do songs and rhymes and to use
audio-materials. Teachers of young learners from grades four to six generally stated that they
used games, competitions and role-plays the most. Finally, teachers of teenagers mostly used

writing activities, as they felt that using role plays or songs and rhymes were perceived as too
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childish for the teenage students. Olsen’s findings suggest that traditional methods, like
writing activities and reading aloud, were more widespread in teenage classes as compared to
young learner classes. .

The following two sections summarise, in the form of a general framework, what
seems to be agreed in the literature to be current good practice in teaching English to young
learners. This discussion is divided into two parts for analytical purposes. In the first section, I
focus on the young learner classroom environment more generally, and in the second section I
focus on the particular teaching techniques and activities used in young learner language
classrooms. These two sections are followed by a conclusion that attempts to understand the
above bullet points, and thereby the challenges faced by teachers making the transition to

teaching young learners.

2.2.1 Characteristics of young learners’ classroom environment

In this section I talk about the general characteristics of young learner classes that make them
environments conducive for learning. An exploration of the literature seems to indicate that
young learner classroom environments should be 1) secure, 2) predictable, 3) constructive, 4)
confidence-building, and 5) target language-based. These five characteristics, including their
basis in the literature, are discussed in this section.

Wragg (2001) claims that effective class management involves ensuring that children
engage in the task at hand. To engage the child in the task the teacher needs to create the
optimal conditions in the classroom. Moon (1991) suggests a few ways in which teachers can
organise their classes, such as planning, organising the physical environment, establishing
routines and conventions, developing strategies for managing tasks (i.e., getting students’
attention, giving instructions, monitoring and ending the lesson). Moon refers to these
processes as ways of “creating the conditions for language learning to take place” (p. 40).
Such a view sees children as active and autonomous learners (Pointon & Kershner, 2000).
The teachers’ main role, within this view, is to create the optimal atmosphere for children to
be able to construct meaning from their learning experience.

One of the ways of establishing a classroom environment that is conducive to
learning is to create a sense of security for the children. From the literature it is evident that
giving children individual attention, praising their achievements and efforts, speaking in L1 at
strategic moments, and bridging the gap between the home environment and the school
environment, may all contribute towards creating a sense of security for children. These are
discussed in the paragraphs that follow.

Upon entering a classroom environment for the first time, children are likely to very

quickly become aware of the decrease in the individual attention they get as compared to the
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attention they get from their parents. This may cause children to feel less secure in the
classroom environment. Dean (1992) suggests that for a teacher to help children to learn as
well as give them individual attention, they need to consider children’s individual needs,
abilities and interests. According to Dean, a primary school teacher needs to find ways of
getting children involved in group work so that they can get the majority of the children
started on their work and can then have the opportunity to work with individual children.

Teachers’ use of L1 in their lessons may also support children emotionally by giving
them a sense of security (Moon, 2000). Teachers can make use of L1 when trying to explain
certain things that are otherwise too complicated for children to understand in the target
language. This may help children by giving them some clarity, therefore making them feel
more secure. Also, teachers could soften the mood, and lower children’s anxiety by using L1
whenever they feel it becomes necessary.

The feeling of security could also be enhanced by teachers’ efforts to bridge the gap
between the children’s home and school environment. Dean (1992) points out that children’s
readiness to learn in school depends on the collective support children receive from their
home environment and their school environment. The interaction between teachers and
children’s parents may help parents become aware of their children’s progress at school. This
could then allow parents opportunities to establish some continuity from the school to the
home environment for their children. If the teachers were to keep in touch with parents on a
regular basis, report to them on their child’s progress, and give them responsibilities such as
helping their children with their school work, they may be able to bridge the gap between the
school and the home environment.

Another characteristic of a young learner classroom that may help build a sense of
security for children is predictability. Routines and class rules can be a means of creating
predictability. If children know what teachers expect from them, such as how to get the
teachers’ approval, what they are allowed to do and not do, and when they may or may not do
certain things, it is likely that they will feel more secure and more likely to respond to the
class activities and teachers’ instructions positively. Brewster, Ellis and Girard (1992) suggest
that children need to know the rules and routines in a classroom in order to know how to
behave. They say that “children become aware very quickly of teachers who are inconsistent
in their standards of discipline or who maintain discipline simply through sarcasm, ridicule or
bullying” (p. 131), and then, they do not participate in lessons. Moyles (1995) also
acknowledges the role of routines. However, she cautions against it becoming boring, and
suggests that a change in routine once in a while will help keep children alert and interested.
The right balance, therefore, must be found, keeping the classroom predictable and at the

same time stimulating.
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To allow opportunities for children to predict what will happen next and, thereby, to
also foster conditions where they can feel secure, it is also important for the classroom
environment to be constructive. That is, if children are given a purpose for what they are
asked to do, and if they are explained the reasons for teachers’ actions and reactions, they
may be more likely to behave more consistently themselves. This, then, could prompt a
productive and positive cycle where security, predictability and the constructive
characteristics of a classroom reinforce each other.

One way of achieving such a constructive classroom environment is by establishing
effective communication with children. Moyles (1995) believes that telling children why they
are undertaking an activity, and what they are expected to do, is important for children coping
with activities or tasks. She points out that children have a different level of understanding
from adults and that such guidance is valuable for children in orienting themselves for
learning. Teachers of young learners may not feel the need to tell the purpose of activities or
give other explanations about what they expect children to do in class, arguing that children
would not yet understand these explanations. Galton (1994) takes a critical stance towards not
telling children the purpose of activities just because teachers feel that they might not
understand. He shows how a young student in a research project would have been able to
contribute to a class project much better if his teacher had told the class why they were doing
the particular activity and what the purpose of the activity was. Also, Galton (1994) advises
teachers to give explanations like, “I need quiet because I can’t give these instructions”, rather
than simply saying, “I need quiet” (p. 64). Even for very young children, teachers’ consistent
explanation of the purpose of activities, and explanations of why she reacts in certain ways,
may be useful in eventually getting children accustomed to looking for a purpose in what
happens, asking for explanations, and in general becoming more goal oriented and thereby
more constructive.

Furthermore, a constructive classroom environment involves rewarding children’s
achievements rather than reprimanding them for what they have not achieved. That is, an
environment where children can feel that their achievements are recognised is likely to help
children develop self-confidence (Dean, 1992), as well as develop some responsibility for
their own learning (Moon, 2000). Gipps (1994) reports on a series of studies into primary
classrooms in Britain, which reveal that a positive atmosphere with encouragement and praise
for children helps their learning. Moon (2000, p. 32-33) emphasises the importance of being
sensitive towards children’s feelings, encouraging them, giving positive reinforcement, as
well as giving responsibility to underachievers and praising them. Dean (1992) suggests that
children whose parents and teachers praise them and encourage them are more likely to

become confident in themselves and that this confidence would carry forward into their adult
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age. Research also shows that children whose parents and teachers approach them in a
negative way, always emphasising the mistakes children make, are likely to have more
difficulty in developing a strong and confident self-image (Dean, 1992).

A common method of reinforcing positive behaviour is by giving children rewards,
like stickers or stars, for their positive behaviour and achievements. The concrete display, in
class, of children’s achievements and the outcome of children’s work could also act to
reinforce positive behaviour. Finally, in addition to creating a constructive environment,
rewarding positive behaviour further promotes a sense of security and predictability in the
classroom.

Teachers who try to make their classroom environment constructive also allow
children to become self-confident and encourage them to take responsibilities for their
behaviour and their learning. Such a learning environment can be described as one that is
confidence-building. In this environment, not all the authority resides with the teacher.
Brewster et al. (1992) suggest that in a classroom environment where the teacher has claimed
all the authority, and students are expected to sit quietly in their seats, will decrease the
chance for learning to take place. Galton (1994) warns against teachers creating an
environment where children feel too dependent on the teacher to the extent that they need
reaffirmation all the time, and thus cannot develop the ability to work independently on

individual tasks. He expresses his concerns in the following quote.

A teacher may be warm and friendly, as prescribed by the direct instruction
model, but this classroom climate may induce in the children a dependency
upon the teacher and an unwillingness to take risks when answering teacher’s

questions or working independently on a challenging problem. (p. 54)

One of the ways in which teachers can make children aware of their responsibility for their
own learning and for their own behaviour is by actually giving children responsibility.
Allowing children opportunities to get involved in decision-making processes will give
children some authority, and make them feel more self-confident. Galton (1994) also states
that negotiating rules of behaviour is a successful strategy, because then the rules become
everyone’s rules, and when they are broken it is not necessarily a “defeat” for the teacher.

The development of a sense of confidence in young learners is important for their
motivation for learning English. Cameron (2003) draws attention to this issue when
discussing the challenges of starting language education at very early grades. She suggests
that an expansion of TEYL around the world requires that careful attention be paid to the

challenge of keeping children motivated for learning a language for such a long period of
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time. Cameron points out that this is particularly important for the transition of students from

primary school to secondary school. She states:

If unsuccessful early learning demotivates pupils, and they come to believe that
English lessons are difficult, or boring, or a waste of time, then secondary
teachers will not only need to keep pupils motivated for a further five years:
somehow they will also have to remotivate those who already feel they cannot

succeed in language learning. (p. 106)

In sum, good practice in the young learner classroom includes creating a sense of security,
predictability, making the environment constructive and developing a sense of confidence in
children. This involves creating a classroom environment that is conducive to learning, which
may keep children motivated and stimulated. However, this must take place in an
environment which is target language-based.

It may become necessary for teachers to use L1 when giving instructions, long
explanations or when trying to show affection to children, so that children know what is
happening and can feel secure (Moon, 2000). It is also important that children be able to use
L1, especially in very early age groups because children need to talk in order to learn any
language and also for their thinking to develop (Vygotsky, 1978). Edwards and Mercer (1987)
emphasise the importance of language for children’s learning in general and they make the
point that it is important for teachers to try to find ways of creating a common understanding
with the children in the language that is used during the lessons. However, Moon cautions that
when conducting a large portion of lessons in L1 children “will get limited exposure to
English” (p. 67). Moon suggests that using L1 is “a strategy to be used when it will assist
pupil’s learning English and not an end in itself” (p. 67). In other words, the children must
feel that the purpose of the classroom experience is to learn the target language.

Encouraging a target language orientation in the classroom needs to go hand-in-hand
with creating security, predictability, a constructive atmosphere and building confidence. For
example it is important that routine phrases and instructions teachers use in the classroom, as
well as all the class displays on the walls be in the target language. One aspect of the
predictable classroom environment could be that the target language is predictable. For this,
class rules and routines that teachers always use can be formulated and used in English.
Cameron (2001) draws attention to routines as effective means of supporting children’s use of
target language. She gives the example of class management routines that are used frequently
and regularly in primary classrooms as a way for children to feel secure about understanding

the foreign language. These routines may consist of phrases like, “please give out the
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scissors” (p. 10). Teachers can then make such phrases more complex, appropriately
scaffolding the language for children, such as “Give out a pair of scissors for each group” (p.
11).

In addition to using the target language for class rules and routines, it is also
important for the class displays, like posters, flashcards, as well as rewards, certificates, or
other positive reinforcement means like stickers to appear in the target language. This will
also give children the sense that the purpose of the lesson is to learn the target language. If the
target language were used consistently in the classroom environment, children would be able
to associate their classroom environment with the target language.

To summarise, the characteristics of a young learner classroom that make it an

environment which is conducive to learning, include:

»  The feeling of security it provides children, which is likely to help them function in
their classes sociably;

= Its predictable nature that provides children with some guidelines which might, in
turn hélp them feel more secure;

= Its constructive nature, where children are rewarded for their achievements, and are
treated like ‘thinking’ individuals which may help them to feel successful and
important;

= Its confidence-building nature, whereby children are given responsibilities for their
own learning and could therefore, again, feel a sense of achievement and success for
being able to do certain things on their own;

» [t being target language-based so children know the purpose of their language class
is for learning the language and could therefore have a focus and a reason for being in

that class.

2.2.2 Characteristics of young learner classroom language
activities
In this section I talk about the characteristics of activities that can make the young learner
classroom conducive for children learning English. These characteristics are informed by
basic principles of teaching young learners provided in the literature on TEYL. Such a
discussion informs the participating teachers’ approach to teaching young learners for the first
time in the present study. The characteristics of activities include them being 1) concrete, 2)
meaningful, 3) challenging but accessible, and 4) target language-based.
One of the main differences between children and older learners has to do with the

ability of older learners to think abstractly. Children, especially those who are very young, on
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the other hand, need to be introduced to concepts through concrete means (Cameron, 2001;
Moon, 2000). Wood (1988) suggests that activities that provide ‘concrete and perceptual
support’ can help children’s learning. He argues that if the topics and activities relate to
students’ knowledge of the topic, and thus, the topics and activities are sensitive to students’
interest area, taking account of their age and context, then this would provide children with
concrete and perceptual support.

Other ways in which teachers can introduce language through concrete means is
through visual aids, like pictures, posters, flashcards, and gestures. Also, making the language
learning experience more concrete, and therefore also more meaningful for children can be
achieved by focusing on things that children can see and hold, and by involving children in
hands-on activities (Moon, 2000). Moon suggests that it is important to support children’s
learning starting from the concrete, by using pictures, materials that children can see and
touch, and moving to the abstract, by using words, or meta-language. The ‘here-and-now’
principle allows children to experience language learning through concrete means (Halliwell,
1992). Children are not required to think of hypothetical situations and scenarios but are
shown, or given things to work/play with in the classroom and can therefore experience a
situation by living it, not just thinking about it.

Related to the principle of ‘here-and-now’ and the need to provide children with
concrete experiences is the idea of making the language activities in the young learner
classroom meaningful for children. Rixon (1991) suggests that for children, meaningful
means ‘fun’. If children have fun and they enjoy a particular activity or game, they would
usually want to do more of it, which, in ium, is likely to increase chances of exposure to the
language.

A study conducted by Nikolov (1999), on children’s attitude towards learning
English, provides children’s point of view on what they enjoy about language classes. In her
study, when asked about class activities that they liked the best, most children in first and
second grades made a general statement that they liked playing games the best. Children in
the third, fourth and fifth grades mentioned more specific games that they liked, such as,
Bingo and playing cards. Nikolov points out that the general tendency of young learners in
her study “reflected an enthusiasm towards playful language learning activities, intrinsically
motivating tasks and materials, and a negative attitude towards tests” (p. 51). Tongue and
Gibbons (1982) also support the use of activities such as games in language classes, claiming
that they are likely to make the language learning experience more meaningful for children.
They suggest that such activities provide children with a purpose for using the language and
also for interacting with their peers. This is echoed by Khan (1991), who states that in playing

together, children interact, and in interacting they develop language skills.
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Halliwell (1992) draws attention to children’s ‘instinct’ for indirect learning, and
suggests that it is useful to make use of this ‘instinct’ by setting up real tasks in the language
classroom, i.e., tasks that resemble what children would do out of the classroom, in their play
environment. In addition to making the language learning experience meaningful for children,
such real tasks will enable children to experience the ‘here-and-now’ in the language
classroom. For example, instead of telling a child to hypothetically think about going to the
supermarket, if such a role-play situation was set up in the classroom with flashcards or realia,
this would become a meaningful language learning experience for children with a “real task”
that they are also likely to play out of school.

Songs, rhymes, and poems, can also create a meaningful context for language
learning (Brewster et al., 1992) as traditional songs and rhymes may be or are likely to be a
part of children’s everyday life. Similarly, making use of imagination in the language
classroom can be another means of creating meaningful language activities for children.
Tough (1995) states that imaginative play requires children to think beyond their present
experiences as they build up imagined scenarios for their play. They often use elements of
fairy stories and fables in their play (Rixon, 1991). These elements from fairy stories or fables
children read in their mother tongue as well as those introduced in their English classes could
be used for engaging children in learning by creating an environment of fantasy and
imagination for them in the classroom, and thus making language meaningful.

Another characteristic of activities in a8 young learner classroom that is conducive to
learning is their ability to offer children a level of challenge, but to also be accessible at the
same time. This phenomenon is explained by Cameron (2001) who proposes that whether
children learn or not by engaging in a task depends on the “dynamic relationship between
demands and support” (p. 26) in an activity. She suggests that if demands are very high then
children will find the activity very difficult and not succeed in completing it or in using the
target language to complete it. Conversely, if there is too much support then children will not
be challenged. Cameron gives the example of a teacher explaining the meaning of a reading
text in children’s first language as too much support, whereby children will not even feel a
need to think about the target language. Cameron suggests that the right balance between
demands and support is one where the child is challenged into their “space of growth” (p. 28),
that is, where the demands on the student are slightly higher than the support provided. This
‘space of growth’ is also described by Vygotsky’s (1978) zone of proximal development
(ZPD). ZPD refers to the distance between what children can achieve by themselves and what
they can achieve with the support of a more experienced other. Challenging but accessible
activities will help children gain a sense of achievement as they will neither be disillusioned

by the difficulty of the process of language learning nor see it as a very simple feat that they
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do not even need to put any energy into.

One means by which activities in language classrooms can be made challenging but
accessible for young children is through the interaction of the teacher and the children.
Vygotsky (cited in Wood, 1988, p. 26) believes that “a child’s potential for learning is
revealed and realised in interactions with knowledgeable others” (original emphasis).
Similarly, Bruner (1966, cited in Gipps, 1994, p. 23) sees learning “as taking place through
interaction with an interested adult”. Wood (1988) also points out that children’s knowledge
is often a product of the ‘joint construction’ of understanding by the child and more expert
members of his culture. Through the ‘joint construction’ of understanding, Wood refers to the
role the child’s elders (parents and teachers) play by giving support to the child in learning
until the child has ‘internalised’ what is to be learned. Such a concept of support is explained
by ‘scaffolding’ (Wood, Bruner and Ross, 1976, cited in Cameron, 2001, p. 8). For Bruner,
“the processes that underlie intelligent and adaptive thinking are not exclusive inventions of
the child, rather, they are communicated, albeit in subtle ways, from the mature to the
immature” (original emphasis) (quoted in Wood, 1988, p. 10). This interaction between the
“mature and the immature” for supporting children’s learning is frequently acknowledged in
the literature (see Donaldson, 1978; Wells, 1985).

Moon (2000) approaches the idea of ‘supporting’ children’s learning through some
practical suggestions. She talks about revising vocabulary, keeping instructions simple, giving
children a purpose for doing activities, demonstrating and modelling how to do an activity,
giving clear feedback to children’s responses, and very importantly choosing and creating
activities that are interesting to children as means of supporting children’s learning. Moon
also suggests that teachers can assist children’s learning through repeating phrases, and
framing questions. Using language at children’s level, adjusting speed of talk such as pausing
to give children time to think, and using gestures are all further examples for how teachers
can support young learner’s understanding.

A study that emphasises supporting children’s understanding of the target language
was conducted by Cabrera and Martinez (2001). They looked at the influence of ‘interactional
adjustments’ on primary school children’s comprehension. They argue that not only
comprehensible input, which they refer to as linguistically adjusted input, but also
‘interactional adjustment’ is necessary to support children’s understanding. By ‘interactional
adjustments’ they refer to repetitions, comprehension checks, and gestures. In their
experimental study, stories were read to one group of children using ‘interactional
modifications’ and read to another group without using such ‘interactional modifications’.
The results showed that the use of repetitions, comprehension checks and gestures helped

children’s comprehension.
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Hence, activities in the young learner classroom should be concrete, meaningful, and
challenging but accessible. The above discussion has also showed that these three
characteristics of activities combine together to form activities conducive to learning.
However, an important characteristic of classroom activities is missing, and that is that they
should be oriented towards being target language-based.

Halliwell (1992) emphasises that teachers should be aware of the language learning
potential the activities they use offer children, and not just use activities like games as a filler
at the end of class time. In a similar vein, Moon (2000, p. 88) suggests that a language-
learning activity should involve learners in work that requires use of the language they are
learning. In other words, it is important for teachers to recognise the linguistic aim of the
activities they use in the class and not use activities like games only for the sake of getting
children to enjoy themselves (Rixon, 1991). Rixon warns against teachers becoming so
overjoyed at children having fun that they fail to realise that the children are not learning any
language, in other words, that the activity does not have a “linguistic challenge” for the
children (p. 33). She argues that teachers should consider the “language pay-off” of a game
they intend to use in their young learner classes (p. 35).

It should also be pointed out that if activities are made to be concrete, meaningful,
and challenging but accessible, then a focus on the target language is facilitated. For example,
by playing games that the children are familiar with, by engaging children in concrete
activities, and by providing children with an appropriate balance of demands and support, a
teacher will be better able to maintain a target language focus in classroom activities.

In sum, the characteristics of young learner language activities that are conducive for

learning, include:

®  Activities that are concrete so that children can experience the ‘here-and-now’;

*  Activities that are meaningful so they relate to children’s own experiences;

* Activities that are challenging but accessible so children receive appropriate amount
of support but can also feel confident as a result of accomplishing tasks;

*  Activities that are target language-based so the aim of teaching language to children
is fulfilled.

2.2.3 Challenges in teaching young learners for the first time

From the above exploration of the characteristics of young learner classrooms and the types
of activities used in young learner language classrooms it is possible to outline a set of
challenges facing teachers who have not taught in such a classroom environment. Taking into

consideration the context of the teachers who are the focus of this particular study, the
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Turkish educational context, which was outlined in section 2.1 of this chapter, this section
looks at possible challenges such a group of teachers may face in teaching young learners for
the first time.

In terms of establishing a classroom environment that is conducive to learning,
teachers who are used to teaching older learners are likely to recognise that the nature of a
young learner classroom is different from a high school or language school classroom. One of
the more striking aspects of the young learner classroom may be children’s need to feel secure
in their classroom environment. Teachers of older students may be somewhat unfamiliar with
such a notion as older students may be less likely to show their teacher any need for security
explicitly. Similarly, teachers of older learners are not likely to spend as much energy on
trying to make the classroom environment predictable for their students. Once they enter a
classroom with younger children they may recognise the need for creating class rules, and
routines. Teachers of older learners may struggle to determine what kind of rules and routines
to create for their new younger age group, as they will most likely not be able to foresee the
type of class management issues they will need to deal with. This challenge may become
more substantial if teachers have not had much contact with children in their daily lives, and
less substantial for teachers who have children of their own, or who have been around young
children long enough to know their general characteristics.

In the Turkish culture, it may be difficult for teachers to see the value of explaining
children the purposes of activities, involving children in decision-making processes, or giving
children responsibilities. The reason for this is that, as described in Section 2.1.5, in Turkish
society, children are not encouraged to take responsibility for their own learning. Instead they
are usually told what to do and what to say, and they are not encouraged to talk when their
elders are talking, or to ask too many questions. It is a challenge for teachers who may be
influenced by such public perception of children to get to know children for who they are, and
discover what they can do on their own. It may take time for teachers teaching children for
the first time to begin seeing children as active learners, who can be given responsibilities and
a say in the classroom.

In addition to the challenges teachers may face in establishing a classroom
environment conducive to learning, former teachers of older students may also face
challenges in trying to set up language activities that are conducive to learning. In the Turkish
education system, the methods used in teaching high school or adult learners English include
a more transmission-based approach (see Section 2.1.6) where there is a lot of translating,
writing down of grammar rules, memorisation of grammar rules, drilling, and practising
grammar rules through worksheets. In other words, language is most often not introduced or

practised in any meaningful context. English language teachers who are used to this way of
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teaching languages may be surprised to find out that young children are not as capable as
older learners of learning a language when it is not embedded in a meaningful context. The
challenge, therefore, for teachers who teach English to young learners for the first time, may
involve getting to know about children’s interests, how their minds work, what they enjoy,
what they do out of class, and in their home environment, so that they can begin to make the
language learning experience more meaningful for them.

A further challenge for teachers teaching young learners for the first time is exactly
how, or to what extent they make use of classroom activities. It may be easy for teachers to
get used to the different types of activities that are common in young learner classrooms, like
games and songs, as there is ample guidance for how they can use these activities in their
textbooks and teacher’s books. However, it may not be as easy for teachers to think about the
linguistic aims of such activities. Teachers may be mostly concerned with getting the games
or songs or other such activities to function properly or with whether children like and enjoy
these activities or not. Within the focus on whether children enjoy the activities or not, or
whether the activities ‘work’ or not, teachers may overlook the opportunities for language
learning created by these activities.

Once teachers become more in charge of the classroom environment, they are likely
to divert their focus to the language content of activities. In other words, if teachers can
establish, perhaps together with their students, some class rules and routines and create
criteria for appropriate behaviour in their classroom, and get their young students to take these
rules and these criteria seriously and follow them, thereby achieving a class environment that
is conducive to learning, they may then have the opportunity to deal with teaching of the
target language. Without having an environment that is conducive for learning to take place, it
may be very difficult for young learner teachers, especially those who are teaching young
learners for the first time, to focus on the language that they are teaching, and whether
children are learning the language or not.

The characteristics of a young learner classroom environment, and young learner
language teaching activities suggest a set of challenges that teachers who move from teaching
older learners to teaching young learners may face. These challenges require these teachers to
go through a change process. The following chapter reviews the literature on the change
process teachers go through when entering new teaching contexts, or when they are exposed

to curricular innovation.
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3 Perspectives on Teacher Change

This chapter starts with a brief section that situates the present research within the teacher
change literature. This initial section suggests three areas of the teacher change literature that
may be relevant to the present research. These three areas, covered in the subsequent three
sections of this chapter, are: a) teacher change process in the context of teachers having
moved from their pre-service training to their first year of teaching, b) teacher change process
in the context of a prescribed response to a curriculum innovation or reform, c¢) teacher
change process in the context where there is no prescribed response to a curriculum
innovation or reform. The chapter concludes with a summary of insights that are carried

forward to the next chapter.

3.1 Situating the Study

With the progressive development of research in the area of teacher education since the
beginning of the 1980’s, the notion of studying ‘the teacher’ has been receiving considerable
attention. Freeman and Richards (1996, p. 1) have clearly indicated the need to “understand
more about ... what they [teachers] know about language teaching, how they think about their
classroom practice, and how that knowledge and those thinking processes are learned through
formal teacher education and informal experience on the job”.

The present research investigates English language teachers’ process of change
following a transition from one teaching context to another. It is very rare to find studies that
focus on experienced teachers who change teaching contexts and how they cope with such a
transition. Burns (1996) conducted one such study. She looked at teachers who moved from
teaching advanced level learners to beginner level learners. Another example is teachers
starting to teach in a new country. Beynon et al. (2004), as well as Freema (2004) conducted
studies of how immigrant teachers coped with the new culture they became a part of after
years of experience of teaching in a different culture. Facing such a transition, as Burns
(1996, p. 154) suggests in her title, is like “starting all over”.

Burns’ study (1996) is of particular relevance to the present research as it focuses on
English language teachers’ experiences of transition. In her study of six experienced English
language teachers of advanced adult learners who began to teach beginner level students,
Burns was interested in how teachers’ forms of practice could change with reflection. All her
participating teachers received support from in-service sessions and curriculum support
teachers. waever, they identified the needs of their learners themselves and made their own

decisions about planning and preparation of course content, materials and assessment tools.
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Burns provides a detailed analysis of data from one of the participating teachers. This teacher
stated that she felt like she was “starting all over again” (p. 154) although she was an
experienced teacher. She admitted to “feelings of uncertainty about the best way to proceed”
with her new beginner level learners (p. 159). She said that she had to make changes about
her view of language use and usage. With her previous advanced learners her language use
was ‘communicative’. However, she experienced a tension about whether to focus on
language use or usage with the beginner level students. The other teachers also suggested that
most of the time they were ‘feeling their way around’ during the lessons and they relied on
their previous teaching experience to “test out successful approaches to planning” (p. 169).

Studies such as the one conducted by Burns contribute to the literature on
experienced teachers and the specific challenges they face, or the advantages they have over
their novice counterparts when they encounter a new teaching context. According to
McAlpine and Crago (1995) prior experience helps teachers to predict certain outcomes and
make decisions about their practice. If teachers have a lot of prior teaching experience they
may find it easier to predict outcomes and “anticipate possible situations in lessons™ (Tsui,
2003, p. 27) and therefore make decisions more efficiently and appropriately in their new
context by drawing on their previous experience.

However, if the new teaching situation, for example teaching young learners for the
first time, is sufficiently different from their previous practice, then it may be more difficult
for teachers to make the necessary adjustment to their teaching techniques. This may be
especially true if teachers were set in their ways of teaching. In such cases, changing what
already exists may be more of a challenge than learning from scratch. As Sikes (1992)

explains:

Experienced teachers who have been teaching for some years will have
developed ways of doing things which they have found to work for them in
their situations. Consequently they may be reluctant to abandon tried and tested

methods for new ones which they may be afraid will fail. (p. 47)

In such situations, personal qualities (e.g., being a risk-taker or having confidence) may play a
role in experienced teachers’ transition from one context to another. That is, teachers who
have some years of teaching experience behind them may be able to carry forward their
confidence in their practice to a new teaching context. This may be an important difference
between a novice teacher and an experienced teacher. In a similar vein, teachers who have
taught for some years may be more open to taking risks in the classroom. In comparison,

novice teachers may be more likely to follow the textbook or curriculum closely and ‘play it
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safe’ to avoid any troublesome situations.

Beyond the studies conducted by Burns (1996), Beynon et al. (2004) and Freema
(2004), I have not managed to identify studies that investigate the transition of experienced
teachers from one teaching context to another. However, there are three areas of existing
research that may help inform the present investigation. The first of these areas is the study of
pre-service teachers moving to their first year of teaching. Research conducted on teachers in
their first-year of teaching, after completing their pre-service training, may provide useful
insight for the present study since moving into a first teaching post is one type of transition,
the same way as moving from one teaching context to another is a type of transition.
Although the background knowledge, experience, age, motivation and expectations of
experienced teachers is different from first year teachers, in the absence of studies looking at
experienced teachers’ process of transition, studies that look at first year English language
teachers experience of transition may be useful. They are likely to explore what teachers
experience when they first encounter a new teaching context. The second area is the study of
teacher change that takes place in the context of a prescribed response to a curriculum
innovation or reform. This literature may also be relevant to the present study as it looks at
the process of teacher change and what may influence teachers’ change process. Finally, the
third area is the study of teacher change in the context where there is no prescribed response
to a curriculum innovation or reform. In other words, teachers are not asked to change their
practices in certain ways but they change their practices because they feel the need to. This
latter area of teacher change literature is particularly relevant for this study as the teachers
participating in the present study have not had to change their practice because they were
given a prescribed method of teaching young learners following the reform. Instead, the
change resulted from their own need to change their practices. In short, the teachers in the
present study were not ‘told’ or ‘advised’ what to do following the implementation of English
into the primary curriculum.

It should be noted that none of the studies that are reviewed in this chapter are from
the Turkish context, or involving Turkish teachers. This is not because there has been no
research done with Turkish teachers as participants. Rather, this is because I have not
managed to identify any studies involving Turkish teachers addressing the substantive issues

surrounding teacher change covered in this chapter.

3.2 Pre-service Teachers Moving to their First Year of
Teaching

In this section I look at studies that investigate how newly qualified teachers cope with

teaching in their first year. Many of the studies that look at teacher transition are focused on
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the transition from pre-service teacher training programmes to the first year of teaching (e.g.,
Doecke, Brown & Loughran, 2000; Farrell, 2003; Hebert & Worthy, 2001; McAlpine &
Crago, 1995; Ngoh & Tan, 2000, cited in Farrell, 2003; O’Connel Rust, 1994; Olson &
Osborne, 1991; Richards & Pennington, 1998; So & Watkins, in press). These studies look at
what the student teachers bring with them from their training into their first year of teaching,
and how much of their practice is influenced by their education, their ‘apprenticeship of
observation’ (Lortie, 1975), their new teaching context, or their personality. In this section, I
focus on two studies that look at language teachers in particular. I do, however, refer to
studies from outside the field of language teaching where appropriate.

Farrell (2003) conducted a case study in Singapore of one newly qualified English
language teacher who was in his first year of teaching. Farrell found that the teacher went
through certain stages in his first year, starting with a sense of idealism and a strong desire to
identify with the students. He then started struggling with discipline problems and tried to
find quick fixes to these problems. He complained of lack of support from his more
experienced colleagues. After the first semester, however, the teacher began to cope better.
He established routines both inside and outside his classroom and tried to fit into the culture
of the school. He focused on his students’ learning and tried to ‘put himself in their shoes’.
The teacher finished his first year of teaching not only by adjusting to his new teaching
culture, but also by making an impact himself. For example, he convinced the principal to
look at options for abandoning the mid-term exams, which he thought were not effective.
Farrell concludes that the teacher generally coped well in his first year of teaching. However,
the teacher complained that he still had not been able to establish discipline in his classes
satisfactorily.

Farrell reports that although the teacher coped well in his first year of teaching, he did
not get any support from colleagues in accomplishing this. Farrell states that teachers who do
not get any support in their first year become more concerned with survival, whereas teachers
who do get support and are teaching in a collaborative environment are more likely to
experience professional development as opposed to survival. Farrell cites a survey of first
year English language teachers that was conducted in Singapore (Ngoh & Tan, 2000, cited in
Farrell, 2003). This survey also found that support from colleagues is important for teachers
who have just started teaching in a new context.

Studies outside the field of language teaching also support Farrell’s findings.
O’Connel Rust (1994), in a study looking at the experiences of two newly qualified teachers
in America, reports that one of the main problems the teachers faced in their new job was to
establish discipline in their classes. Another complaint was the lack of support they received

from their colleagues in their struggle to cope with their first year of teaching. In a similar
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study, Olson and Osborne (1991) followed four newly qualified Canadian teachers in their
first year of teaching. In their study, teachers claimed that establishing control over their
classes, like trying to keep children quiet and involved in the lesson, was the most challenging
aspect of their teaching. Olson and Osborne also draw attention to the positive impact of
emotional support that teachers received from their more experienced colleagues in their first
year of teaching.

Richards and Pennington (1998) investigated how five Chinese graduates of a BA
(Bachelors of Art) TESL (Teaching English as a Second Language) programme coped with
their new jobs in secondary school classrooms in Hong Kong. An important element in this
study is that English language teachers in Hong Kong are expected to follow a
communicative approach, as endorsed by the Ministry of Education. Teachers are trained
according to this approach in their university programmes. Richards and Pennington found
that the teachers in their study did not use communicative language teaching principles in
their classes. They provide a number of reasons for why the teachers “abandoned ... the
principles and practices to which they were most centrally exposed in their teacher education
course” (p. 186). One of the reasons they give is that teachers were influenced by their own
prior experience as students in the Hong Kong school system, which emphasised textbooks,
exam preparation, teacher control and use of L1 (in this case Cantonese), alongside the use of
English, in giving instructions. Other reasons had to do with the school contexts. That is, all
five teachers began their teaching believing in the merits of a communicative approach but
were soon confronted with practical constraints that prevented them from using the approach
in their classrooms. These constraints included crowded classes, unmotivated students and
exam pressure. Other constraints involved experienced teachers exerting pressure on the new
teachers to conform to the norms of the school, heavy teaching and non-teaching workloads
and a general lack of discipline in the school. Richards and Pennington claim that, “without
any relief from these factors and without any reward for innovating in the face of them, the
teachers would naturally be led back towards a conservative teaching approach to align
themselves with the characteristics of the existing teaching context” (p. 188).

It should be noted that Richards and Pennington seem to take CLT (Communicative
Language Teaching) as an ideal, and from this, treat any constraints present in the context as
undesirable obstacles to achieving this ideal. In addition, if the teachers’ pre-service education
offered a similarly ideal model then the teachers may not have been equipped to deal with the
contextual constraints as well as could be. An alternative approach would be to view CLT less
like an ideal, and more like something that might need adjusting in response to the context
(see Holliday, 1994). The problems simply “exporting” western teaching approaches to the

“wider world” create for teachers who try to implement the change are addressed by Wedell
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(2003, p. 442). Had teachers in Pennington and Richard’s study been presented this
alternative model where CLT is not viewed as an ideal in their pre-service education then they

might have been more able to deal successfully with the contextual constraints.

3.2.1 Summary

The above studies illustrate some of the experiences of newly qualified teachers. Lack of
support from more experienced colleagues seems to be one of the factors that make the first
year of teaching difficult for those teachers. First year teachers in Farrell’s (2003), O’Connell
Rust’s (1994) and Olson and Osborne’s (1991) studies all emphasised the importance of
receiving support, whether it be related to teaching or emotional support, during their
adjustment to their new teaching context. The teacher in Farrell’s study (2003) managed to
develop his own routines and tried to live by the school rules in order to *fit in’ to his new
context after some time. However, he did these without the support of any colleagues and
expressed that had he received some support it would have helped in his adjustment process.

Newly qualified teachers in Richards and Pennington’s (1998) study found it difficult
to use what they learned about teaching in their university teacher education programmes in
their real classrooms. They reverted to techniques they were taught with when they were
students. In other words they were influenced by their apprenticeship of observation (Lortie,
1975). Other reasons that teachers in their study did not use what they learned in their training
were related to ‘unexpected’ practical constraints imposed by their school contexts, like
managing large classes and dealing with discipline problems. Instead of trying to implement
the communicative approach, which they were trained to use in their teaching, these teachers
found themselves putting most of their effort into establishing means of interaction with their
students. Such interaction may have been important for these teachers to establish some
control over their classes and successfully manage their students. In a similar vein, in the
studies conducted by Farrell (2003), O’Connell Rust (1994), and Olson and Osborne (1991),
teachers beginning to teach for the first time all mentioned that they experienced most
difficulty in their first year in trying to establish contro! and discipline in their classes.

Richards and Pennington (1998) also found that teachers in their study, although
expected to teach using the principles of communicative approach, tended to focus more on
direct grammar teaching. Reasons for this were the requirements of the context, such as
having to prepare students towards examinations. This is especially a problem if there is a
mismatch between the teaching curriculum and the assessment system.

The studies reviewed in this section all highlight the importance of contextual factors
on teachers’ adjustment to their new school in their first year of teaching, but possibly also

how teachers need to be supported to deal with contextual factors.
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3.3 Teacher Change in the Context of a Prescribed Response

In this section I review studies that look at how teachers change when a curricular innovation
or educational reform is introduced, and there is a prescribed response available.

Most of the studies that look at the process of teacher change (how teachers change
their practice, their attitudes, their thinking, their beliefs and values) investigate teacher
change that takes place following an educational reform at the national level (Day, 2000;
Lamie, 2004; Spillane, 2002) or a curriculum innovation at school level (Briscoe & Peters,
1997; Johnston, 1988; Pennington, 1995; Shaw, 1996; Wideen, Mayer-Smith & Moon, 1996).
The work of Hargreaves (1994) and Fullan (1991) provide detailed accounts of the impact of
educational change on teachers and how teachers respond, or are expected to respond to these
changes.

Richardson (1990, p. 11) states that in this literature on teacher change (where
imposed change is being investigated), ‘change’ is defined as “teachers doing something that

others are suggesting they do.” She goes on to say that:

The constant changes that teachers make when meeting the changing needs of
the students in the classroom or trying out ideas that they hear from other
teachers is not recognised in these formulations. A critical feature in this
literature is that someone outside the classroom decides what changes teachers
will make. (p. 11)

Lamie (2004) investigétes four teachers involved in a curriculum innovation, the
implementation of CLT in Japanese schools. With the implementation of CLT, teachers were
provided with strict guidelines in how to teach English. Teachers were expected to change
their existing practices in accordance with the guidelines. Lamie’s study uncovered a number
of factors that influenced teachers’ change process. One of the main factors that influenced
the success with which teachers changed their practices was the quality of the training they
received. One of Lamie’s participant teachers’ lack of self-confidence prevented him from
trying out new techniques in CLT. However, his confidence was re-established as soon as he
received adequate training in how to use the new technique. This shows that guidance given
to teachers in implementing a curricular innovation is important in building their confidence.

Lamie states that the influence of the school environment and culture on their change
process was stressed by all the participating teachers. For example, they all pointed out that
the unsupportive principal was a potential barrier to change.

The teachers participating in Lamie’s study talk about the influence of awareness of
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what they do in class and why they do it, on their development as teachers and the change
process they go through in adapting a new approach (CLT) into their teaching. However, the
study shows that teachers becoming aware of their practices and reflecting on their teaching is
important for teacher change only in so far as it involves the context in which the teacher
works and not only teachers’ skills, knowledge and attitudes.

All the teachers in Lamie’s study shared the view that teacher training was important
to help them raise their awareness of teaching related issues. One teacher said, “One of the
main shortcomings of Japanese teachers’ training system is that teachers rarely have a chance
to get a training course” (p. 132). Lamie’s findings suggest that even teachers who are willing

to change “must be given the support to do so” (p. 120).

Lamie draws attention to the influence of feedback from students, parents or
colleagues, and student outcomes on the teachers’ process of change. In her study, teachers
said they were more likely to implement CLT in their teaching if they could see student
progress and learning based on some activities they conduct using this new teaching
approach. Another way in which teachers feel good about changing their practice and
therefore put more effort into it is through positive feedback they get from their students as
well as the parents and their colleagues.

Lamie reports on a few external factors that played a negative role in teachers’
change process. The textbooks teachers used during the implementation of CLT in their
classes did not match the principles of CLT. Lamie states that, for this reason, textbooks were
a hindrance to teachers’ attempts to change their practice. She also mentions that large classes
were also a constraint for teachers when they tried to implement CLT in their classes. Another
constraint was the examination structure of the Japanese school system. This presented a
dilemma for teachers in their attempts to change their practice in response to the
implementation of CLT because there was a mismatch between the principles of CLT and the
types of exams administered. They were particularly wary about the possibility of the adverse
effect changing their teaching practices would have on students’ success at university
entrance examinations.

In a similar way to Richards and Pennington’s study (1998), Lamie’s study also
seems to take the view that whatever stands in the way of implementing a more ‘Western’
teaching method in a ‘non-Western’ teaching context are constraints that hinder the success of
the implementation of the new teaching method. Both Lamie and Richards and Pennington
seem to be regarding the implementation of CLT, exactly as it is used in ‘Western’ cultures,
into a ‘non-Western’ culture as a normal process. Only after the implementation do they talk
about reasons why certain aspects of the particular method do not work. The findings of both

Lamie and Richards and Pennington’s studies may have been different had CLT been
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adjusted, revised and was implemented into Asian contexts by taking into consideration the
peculiarities of the context (see Holliday, 1994).

The findings of Lamie’s study led her to develop a model of change. Lamie’s model
of change includes six ‘interconnected’ factors that she suggests have an influence on how
teachers respond to change. These six factors are, personal attributes, practical constraints,
external influences, awareness, training, and feedback. By personal attributes, Lamie refers to
issues such as teacher confidence and teacher attitudes. By practical constraints she means
factors such as textbooks, resource books, class size, school type, examination structures.
Lamie uses the notion of ‘awareness’ to refer to what some might term ‘reflection’. She
suggests that for any of the other elements in her theory of change to have any influence, the
first condition is that the teacher needs to be aware of these factors. Richardson (1990, p. 12)
supports this view by pointing out that “experience is educative only with reflection”. The
external influences that Lamie refers to in her model of what influences how teachers respond
to curricular change are factors such as, the nation, the community, the parents and the school.
By training, Lamie refers to the in-service teacher training teachers are provided with. Finally,
Lamie’s model takes account of student and parent feedback as important factors that
influence teacher change.

Pennington (1995), in her study of eight Hong Kong teachers, focused on teachers’
reaction to using the process approach to teaching writing as part of a curriculum innovation.
Pennington suggests that a mutual adjustment took place between the innovation and the
context into which it was introduced, as the teachers adapted process writing to their teacher-
centred, transmission-oriented teaching culture. One of the teachers in her study “even made
attempts to relate process writing to the ever-present Hong Kong standardized examinations”
(p. 725). This provides another example in which the curriculum innovation did not seem to
have taken place with full consideration of the context for which it was intended and as a
result, teachers implementing the innovation were left to their own devices in adapting the
innovation to their own education context.

Pennington also reported a number of factors that were influential in teachers’
process of changing their practice to implement the process writing approach. The materials
provided, and the training offered in specific classroom techniques, served as an important
factor in starting a process of educational innovation and teacher change. She points out that it
may take teachers longer to change if they are not strongly supported by their colleagues and
the school administration. Also, just like Lamie (2004), Pennington found that teacher change
depended on whether or not they received a positive initial response from students to a new
teaching technique or teaching materials.

Pennington notes that the number of years of experience teachers had was also an
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influence on how quickly they could change their practice to adapt the new process based
writing approach into their classes. She found, for example, that the experienced teachers
were able to master the procedural aspects of process writing and were able to extract
principles for their own materials design quicker than less experienced teachers.

One of the most important influences on teachers’ change process was their
‘awareness’ and their ability to reflect. Pennington’s model of change is built around the
notion of reflection. Her model, influenced by Schon’s (1995) reflective approach, focuses on
the change within a teacher’s system of beliefs and practices. In her model, she proposes that
the teacher change cycle begins when “a dilemma or problem captures the teacher’s attention,
activates his or her mental processes, and passes through the cognitive-affective filter, rather
than being screened out or deflected by it” (Pennington, 1995, p. 722). Through increasingly
deep reflection, teachers in her study were able to reconsider their previous notions of
teaching and “reconstruct a teaching framework to incorporate the previously contradictory
elements” (p. 722).

Briscoe and Peters (1997) studied how twenty-four elementary science teachers
changed their practice in response to the introduction of a problem-centred learning approach.
The prescribed response, then, was to teach according to a problem-centred approach. Most of
the participating teachers were willing to experiment with problem-centred learning in their
classrooms. Briscoe and Peters found a few factors that assisted the change that the teachers
made in their practices. One of these factors was the brainstorming sessions teachers had with
their colleagues, who were also in the same process of trying to change their practice. Most of
the participating teachers stated that “knowing that a colleague would be there to try similar
activities and discuss successes and failure provided teachers with courage to take risks” (p.
59). Also, the participating teachers met with teachers from other schools on Saturdays, in the
context of regular gatherings. Those teachers who did not have ‘in-school colleagues’ greatly
benefited from these Saturday meetings. Finally, Briscoe and Peters also found that a
teacher’s individual commitment was of “equal importance to the creation of an environment
that supports change” (p. 62). In other words, their findings suggest that it is not only teacher
collaboration that helped teachers change their practice but their individual commitment had
influence on this as well.

Day (2000) conducted a study of fourteen teachers in England (six primary and eight
secondary) who were expected to change their teaching practices according to prescribed
responses to the 1988 Educational Reform Act. Day discovered a number of factors that
influenced the teachers® change process to respond to the innovations brought forth by the
Educational Reform Act. He states that for one of the teachers, organisational support had

been a key factor, but for all the other teachers, the “personal-professional qualities” had been
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more influential on their change process (p. 119). The most important aspect of these
‘personal-professional qualities’ that influenced teacher change that Day focuses on is teacher
commitment. In a similar vein to Briscoe and Peters (1997), Day states that teacher
commitment is an important element of teacher change. It may be argued that teacher
commitment to the educational change will have a lot of influence on whether the educational
change is implemented successfully or not especially when teachers are expected to change
their practice in order to implement a certain reform act or a curriculum innovation.

Another study that looked at how teachers changed their practices in relation to a
prescribed response to curriculum innovation was that conducted by Wideen, Mayer-Smith
and Moon (1996). They studied teachers involved in a school-based curriculum innovation,
which involved the changing of their reading programme. The main influences in teachers’
change process were teachers’ commitment to learning about the new reading programme.
Wideen et al. explain this saying, “one of the factors that drove the innovation at Lakeview
[the school] was the staff’s commitment to knowledge and the use they made of it” (p. 193).
Wideen et al. also found that communication and interaction among teachers, and the sense of
cooperation among them was essential for teachers’ change process. They state that the
teachers in their study “through discussion, trial, and more discussion transformed outsider’s
knowledge into their new cultural practices” (p. 196).

Finally, Hutchinson and Torres (1994) report on the role of the textbook in the
implementation of a curricular change. They collected data from an ESP (English for Specific
Purposes) context. They suggest that the textbook “has a vital and positive part to play in the
day-to-day job of teaching English, and its importance becomes even greater in periods of
change” (p. 317). They claim that the most important factor in achieving lasting change is
teachers feeling of security and confidence. Their argument, therefore, is that the most
effective agents of change will be “those that can create the supportive environment in which
teachers will feel able and willing to take on the challenge of change”, and that textbooks,
because they provide security for teachers, will be “very effective agents of change” (p. 322-
323). Kleinsasser (1993) also supports the role of the textbook in helping the process of
change, stating that, in their study, “teachers’ isolation shaped what they planned to
accomplish in their classrooms and the textbook appeared to be these teachers’ best

colleague” (p. 382).

3.3.1 Summary

The studies, reviewed in this section, looked at teachers who experience change in their
practices due to prescribed responses to curriculum innovation or educational reform.

Findings from the studies showed that there were a variety of factors that influenced teachers’
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change process.

One of the influences seems to be the ability of teachers to reflect. Pennington (1995),
in her study, draws attention to the role of engaging in reflection in teacher change. In a
similar vein, Lamie (2004) emphasises the notion of ‘raising awareness’, pointing out that it is
important for teachers to be aware of what they are doing and why in order to change their
practice.

The influential role of organisational and collegial support on teachers’ change
process was a common finding among the studies reviewed in this section. Briscoe and Peters
(1997) and Wideen et al. (1996) have both reported that interaction and cooperation with
colleagues have been influential on the change process of teachers participating in their
studies. In Day’s (2000) study, one of the teachers was particularly influenced by the
organisational support he received in trying to change his practice. A similar finding was
reported by Pennington, who suggested that teachers who were supported by the
administration could make changes more quickly.

Both Pennington (1995) and Lamie (2004) talk about the positive influence of
whether a student likes a particular innovation and whether the innovation results in positive
learning outcomes or not and the effect this has on teachers’ willingness to incorporate the
innovation into their teaching. In addition, their studies showed that parents’, colleagues and
principal’s positive feedback to what teachers were doing new in their practices motivated
teachers to change their practice.

Pennington and Lamie also emphasised the importance of in-service training for
teachers during their process of change. They claimed that such guidance from teacher
educators helped teachers implement the changes more readily.

Both Briscoe and Peters and Day focused on the importance of personal qualities,
more specifically, teachers’ commitment to change and knowledge in their change process.
Wideen et al. also acknowledged the influence of commitment, but their findings suggested
that a commitment to knowledge itself had an important influence on teacher change.

Pennington found that factors such as years of experience influenced teacher change.
She points out that the more experienced teachers could change their practices more easily
because they were able to understand the procedural aspects of the new teaching approach
and were able to adapt aspects of the new approach to their own teaching in a more skilled
way.

The studies reviewed in this section all highlight the importance of contextual factors
on teachers’ change process where there has been a prescribed response to a curricular
innovation or educational reform, as well as the most common influences that play a role in

teachers’ change process.
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3.4 Teacher Change where there is No Prescribed Response

In this section, I provide a review of studies that examines teacher change that is not a result
of a prescribed response to a curriculum innovation or reform or transition. The review
includes studies that consider teachers of English as well as different subject matters (i.e.,
technology and science) and studies that look at primary and secondary school teachers. I also
review one study, by Gebhard (1990), that investigates pre-service English language teachers’
process of change during their practicum. I first review studies that examine teachers of
subjects other than English and conclude with studies that look at English language teachers.

In a study conducted in Australia, Rennie (2001) looked at how primary school
teachers coped with teaching ‘technology’, which was newly introduced into the primary
curriculum. Rennie worked with two teachers from different schools. Neither teacher was
provided with appropriate resources and training but did have access to general national
curriculum statements. From this they had to come up with their own responses to how to
teach technology. In both schools teachers could see other teachers in their school doing
technology education successfully. However, although they could see and talk to teachers
who were teaching technology already, both teachers emphasised that they had to develop
confidence in the content and process of the new subject by themselves. That is, neither the
general national curriculum statements, nor seeing other teachers teach technology
successfully, were sufficient, and instead the teachers had to develop their own response to
the new subject as they went along.

In developing their own response as they went along, collaboration with other
teachers and their level of commitment proved to be important influences. Rennie (2001)
suggests “in the absence of [organised] professional development, it seems essential that they
[teachers] try it [teaching technology] in a supportive environment™ (pp. 66-67). In both
schools there was an established collaborative environment. One of the teachers benefited
from the support they got from their colleagues. The other teacher, however, did not make as
much progress despite the collaborative environment in her school. Rennie reports that this
was due to this teacher not being committed to changing her practice as much as the other
teacher. Rennie argues that “effective leadership and collaborative support promote change,
but they do not ensure it (p. 64). This finding shows the importance of commitment in the
context of teacher change.

Wood and Bennett (2000) conducted a study in England with nine early childhood
teachers. They looked at these teachers’ theories of play, the relationship of these theories to
practice and the change in their theories over time. This study showed that being engaged in

reflection had a positive influence on teacher change. Wood and Bennett refer to the process
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of reflection as “the bedrock of professional growth” (p. 636) and they state that reflection is
an important element of learning in that it enables teachers to develop a language for talking
and thinking about their practice.

The school in which the teachers worked provided “in-depth opportunities for
reflective consideration” (Wood & Bennett, 2000, p. 642). This involved opportunities for
teachers to come together and discuss their teaching and share ideas. Wood and Bennett point
at the importance of collaboration for reflection by claiming that if teachers engage in
interaction where they can raise their level of awareness, they are likely to experience
learning which in turn will result in changes in their practice.

One of the teachers in their study stated that an in-service course had influenced the
change in her approach to ‘play’. Wood and Bennett emphasise the role of “high-quality
professional development courses which support the process of change in teachers’ thinking
and practice at different career points” (p. 646). They suggest that such courses would need to
stimulate improvement in the quality of reflective thinking which is seen as a necessary
condition for change and development to take place and to be sustained.

Some of the teachers in Wood and Bennett’s study claimed to have changed their
practice as a result of learning through experimenting with new ideas. One of the teachers
said, “I know I learn from other people, from teachers or whatever, but I also learn very much
when I have a go myself.” (p. 642). Teachers claimed that they were able to engage in this
process of experimenting with ideas, trying and re-trying activities, because they were
constantly encouraged to reflect on their practices with the help of their colleagues.

From these various efforts by teachers developing their own responses to their
teaching situations, Wood and Bennett identified three stages of change. Stage one began with
reflective consideration of the teachers’ theories, stage two involved problematising practice,
and stage three was where teachers changed and re-aligned their theories and practice and
examined the consequences of this for future practice. Wood and Bennett summarise the
impetus for change for the teachers participating in their study as follows:

® raising their theories and practice to a conscious level of awareness;

* engaging in shared discourse;

» watching videotaped episodes of practice;

» juxtaposing their theories and practice, and identifying discontinuities;
. reconceptualising key elements in their theories and practice;

= identifying constraints which mediated their practice;

® identifying dilemmas in their teaching;

* sharing ideas and perceptions in a community of practice;

* drawing on the perspectives and knowledge of researchers. (p. 646)
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Ritchie and Rigano (2002) conducted a study in Australia of teachers’ self-initiated change.
They worked with three high school science teachers but only reported detailed findings from
one of these teachers. This teacher’s response to his teaching situation was motivated by his
“dissatisfaction with previous practice” (p. 1079) and his realisation that alternative practices
would likely provide better learning outcomes for his students. He was also committed to
improving his practice and he was encouraged by the supportive school community in which
teachers felt comfortable taking personal risks and engaging in professional discussions.

Ritchie and Rigano emphasise the importance of school culture in teacher change.
They state that in their study, “the culture at the study site supported teachers to try out new
ideas and continually strive to improve the learning opportunities for their students” (p. 1091).
The school principal was supportive of teachers® practices and the innovations teachers
wanted to implement, but in addition, the wider school community encouraged teachers to try
out ideas that might benefit students. In this community, the teachers “gained personal
satisfaction from working individually and collectively to improve student outcomes” (p.
1092).

In her survey study Bailey (1992) looked at the responses to teaching situations of 78
EFL and ESL teachers from a number of contexts around the world. For some of her teachers,
dissatisfaction with their current teaching prompted the change. For other teachers, a response
was necessary because of changes occurring in the context, although what changed is not
explained in any detail. Bailey (1992) states that for teachers to change their teaching they
must “first become aware of their current practices and perceive a need to change, they must
also have a positive attitude, an openness to change, so they can gain the necessary skills and
knowledge to bring about desired changes” (p. 254).

The changes the teachers in Bailey’s study went through in their practice over time
included a decrease in their use of error correction, an increase in using the target language, a
decrease in explicit teaching of rules, moving from relying on commercially produced
materials to using more varied materials (even teacher generated materials), emphasising
communicative competence in their teaching, and an increase in their use of group work.

Bailey (1992) also investigated what influenced the change processes. She found that
change agents such as teacher educators, speakers at conferences as well as peers and
colleagues had an influence on teacher change. The teachers also acknowledged the
importance of their students’ ideas and feedback on their change process. Another crucial
influence, similar to findings reported in other studies reviewed in this section, was the
support groups some teachers created among themselves to share their ideas and classroom
experiences. |

In his study of seven student teachers who were involved in a teaching practicum,
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Gebhard (1990) focused on the changes these student teachers made in their practices over a
sixteen-week period. He was particularly interested in the kinds of interaction these teachers
experienced in their practicum and how these interactions provided opportunities for change.
Gebhard found that five of the seven student teachers exhibited changes in their practice. The
common areas in which they changed were: 1) going from lecturing and questioning style to
more interactive ways of teaching, 2) using classroom space more efficiently, 3) expanding
the ‘real-life’ content of their teaching, and 4) correcting students’ mistakes more
strategically.

Gebhard found that the student teachers tended to change their teaching behaviour
when they had opportunities to try out their teaching ideas through a variety of activities.
Talking about their practice with teacher educators and their peers was also reported as
influencing change in their practice. In addition, the student teachers reported that they
changed their teaching each time they did practice teaching in a different context/school.
Finally, Gebhard directs the reader’s attention to a point that is relevant to the present study.
He states that each time these teachers were put in a different teaching context this move
created a stimulus for changing their practice. The notion of starting all over again with new

students and a new class automatically brought forth a need for change.

3.4.1 Summary

Teachers in the above mentioned studies were involved in change due to a dissatisfaction in
their own teaching. In other words, these teachers wanted to change their practice. In one of
the studies (Gebhard, 1990), teachers stated that having to change their teaching context was
an impetus for change. This is a similar situation for the teachers participating in the present
study. When teachers are faced with a new teaching context, it is natural that they feel a need
to change their practice in order to cope with the new teaching situation.

All the studies reviewed in this section talk about interaction with and support from
colleagues as a factor that influenced the change process of teachers. Three of these studies
(Rennie, 2001; Ritchie & Rigano, 2002; Bailey, 1992) reported that the collaboration between
teachers was important in terms of the support teachers who were trying to change their
practice received. The other two studies (Gebhard, 1990; Wood & Bennett, 2000) focused on
the importance of collaboration in how it encouraged reflection. Rennie’s (2001) findings,
however, show that interaction with and support from colleagues is effective only if the
teachers were committed to change.

Both Wood and Bennett and Bailey commented on the importance of in-service
training and other training opportunities for teachers’ change process. The teachers in their

studies said that they learned through in-service training and they became more willing to try
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out new practices in their classes.

In two of the studies (Gebhard, 1990; Wood & Bennett, 2000) teacher change took
place through teachers’ process of experimenting with new ideas and new techniques. The
student teachers in Gebhard’s study were particularly pleased about the insight they gained by
teaching in different contexts and situations (practice teaching in different schools).

Both student learning outcomes and students’ feedback to the activities used by the
teacher were reported as having an influence on teacher change process. Teachers in Ritchie
and Rigano’s (2002) study were influenced by the learning outcomes of their activities. In
other words, if they saw that their students succeeded in an activity, they tried harder to
integrate similar types of activities into their teaching. Bailey (1992) found that the teachers
participating in her study were more inclined to change their practice if they got positive
feedback on a teaching or class management strategy they tried out. For the student teachers
in Gebhard’s (1990) study, feedback from their tutors (teacher educators) and their peers were
also influential in how and to what extent they changed their practices.

In Rennie’s (2001) study, another factor that was reported as influencing teachers’
change process was the existence of other teachers already using a practice that they wanted
to integrate into their classes. Teachers wanting to change their practice would then have a
model to aspire to.

The studies reviewed in this section all highlight the importance of contextual factors
on teachers’ change process where teachers were not faced with a prescribed response to a
curricular innovation or an educational reform, and they present some common contextual
factors that played a role in the changes they made to their practice and their approach to

teaching,

3.5 Conclusion

There are many contextual factors that are reported, in the studies reviewed in this chapter,
which influence teacher change (positively or negatively). These factors can be summed up

as:

* interaction with and support from colleagues;

* textbooks and other resources;

® teacher training;

* student learning outcomes;

= feedback from students, parents and other members of the school (e.g., principals and

colleagues).
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There are also some personal factors that are reported to have an influence on teachers’

change process. A list of personal factors that may influence teacher change are:

* having a sense of commitment (where there is an imposed change);
» Dbeing experimental in class, trying out new ideas;

* being reflective.

All the studies reviewed that report on personal qualities as potential factors in teacher change
also emphasise the influence of contextual factors on the shaping of these personal qualities.
An appropriate example is how, in Lamie’s (2004) study, a teacher gained self-confidence in
his teaching as a result of teacher training and guidance provided for him.

Richardson (1990), in her quote below, reiterates the importance of contextual factors

on teacher change.

The teacher-change literature is quite convincing in its consideration of the
effects of the nature of school organisation on teacher change. For this reason,
individual teacher change should be viewed within the culture and norms of a
collective of teachers, administrators, other personnel, and students in a

particular school. (p. 14)

Hargreaves (1992) also supports this view pointing out that teachers do not develop by
themselves but rather they “learn a great deal from contact with many other people who are
knowledgeable about and have experience of teaching and learning” (p. 216). The way they
do this, according to Hargreaves, is by taking courses from ‘experts’, studying for higher
degrees, or undertaking training in new techniques and approaches. In a similar vein to
Richardson (1990) and Hargreaves (1992), Hoban (2002) suggests that, “teachers do not
develop their strategies and styles of teaching entirely alone” (p. 217). Despite the importance
placed on context, Lieberman (1996) argues that such a focus on context has been missing in
research conducted on professional development.

In the present study, I investigate the extent to which the influences that play a role in
teachers’ change match those influences that are reported in the literature as provided in the
bulleted list above. I also explore whether there are any other influences that emerge from the
present study that have not been reported in the literature on teacher change. A discussion of
the influences on the change process of teachers participating in this study is made in light of
the bulleted list presented above (see Chapter 7).

To sum up, the present study looks at teacher change embedded in the context in
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which it is taking place, in addition to taking account of personal qualities of teachers, their
attitudes and their ‘apprenticeship of observation’ (Lortie, 1975). The following methodology

chapter presents how teacher change was investigated in the present study.
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4 Methodology

The purpose of this chapter is to introduce the research questions, the research design, the
methods used to generate the data and the procedure of analyzing the data for the present
study. The chapter consists of five sections. In the first section I introduce the research
questions and explain how these relate to the aims of this study. In the second section I
discuss the research design. In the third section I provide a brief description of the pilot study.
In the fourth section I describe the process of selecting and contacting the teachers who
participated in the study. The fifth and sixth sections describe the data generation and data

analysis procedure.

4.1 Research Questions

The aim of this study is to find out how teachers, whose previous experience was limited to
teaching either adult or high school students, adjust to teaching young learners in their first
year of working with them. The teachers’ transition happened in the context of an educational
reform in Turkey, that introduced English into the primary curriculum. As a consequence,
English began to be taught at primary level. Due to the sudden introduction of this reform,
many English language teachers found themselves teaching primary school children without
any training by the Ministry of Education (see Section 2.1.2).

In order to understand the experiences of the teachers participating in this study, the

following four research questions have been formulated.

1. What changes in approach, if any, do teachers who formerly taught older learners,

experience in their first year of teaching English in primary school?

In this question, ‘older learners’ refers to high school students or adult learners.

The aim of the first research question is to track changes in the way teachers approach
teaching English to young learners in their first year of working in primary school. This
question is descriptive in nature. That is, it is answered by a description of the areas in which

teachers changed over the period of a school year.
2. What influenced the changes the teachers experienced, or did not experience?

The aim of the second research question is to get an understanding of possible factors that

influenced the changes described in responding to the first research question. The question
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provides a tentative explanation of what may have influenced teachers’ change process based

on the evidence gathered from teachers’ interview and observation data.

3. What are the similarities in the changes the teachers experienced, or did not

experience?

This research question aims to identify the common patterns in the changes that the teachers
experienced, over the period of their first year of teaching young learners. Hence, this third
question builds directly on the first question, by highlighting the common change patterns
among the participants in the present study. Just as was the case for the first research

question, this third question will yield answers of a more descriptive nature.

4. What are the similarities in what influenced the changes the teachers experienced, or

did not experience?

This final research question looks at the common factors that influenced the changes
identified in the third research question. This question aims to bring together the findings
gathered from the previous questions in order to take a general look at the more common

influences on teachers’ change process.

4.2 Research Design

The research follows a case study approach. Yin (1994) suggests that a case could be an
individual event or entity. Cohen and Manion (1994, p. 120) view case studies as in-depth
observations of the ‘characteristics of an individual unit, which could be a child, a class, a
school or a community’, that aim to probe deeply into the various phenomena that constitute

the individual unit. Furthermore, Yin (1994) defines a case study as:

An empirical inquiry that investigates a contemporary phenomenon within its real
life context, especially when the boundaries between phenomenon and context are

not clearly evident. (p. 13)

Teachers® shifting from teaching older students to teaching younger students is the
contemporary phenomenon that this study investigates. It is also a situation in which the
boundary between the phenomena under investigation and the context surrounding it is not
clear; the teachers making the transition are the cases, and the context they are in (the

transition they are making) defines the boundaries of both the cases and the phenomenon.
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Case studies make use of a variety of data generation instruments in order to be able
to make thick descriptions and gain rich insights into the phenomenon to be investigated. An

overview of the relationship between the data generation instruments used to explore the

cases and the research questions is provided in Table 4.1.

Research questions Primary data generation Secondary data generation
instruments instruments
1. What changes in Hierarchical focusing a. Observation of classes of
approach, if any, do teachers interviews with the participant teachers

who formerly taught older
learners, experience in their
first year of teaching English
in primary school?

participant teachers

Post-observation
interviews

2. What influenced the
changes the teachers
experienced, or did not
experience?

Hierarchical focusing
interviews with the
participant teachers

Post-observation
interviews

a. Observation of classes of
participant teachers

b. Casual observations in
the form of field notes

¢. Documents collected
from participant teachers

3. What are the similarities
in the changes the teachers
experienced, or did not
experience?

Hierarchical focusing
interviews with the
participant teachers

Post-observation
interviews

a. Observation of classes of
participant teachers

4. What are the similarities
in what influenced the
changes the teachers
experienced, or did not
experience?

Hierarchical focusing
interviews with the
participant teachers

Post-observation
interviews

a. Observation of classes of
participant teachers

b. Casual observations in
the form of field notes

¢. Documents collected
from participant teachers

Table 4.1: The relationship between research questions and data generation procedures.

The primary source of data for all the questions was interviews with the teachers. The two
types of interviews used in this study were ‘hierarchical focusing’ (Tomlinson, 1989) and
post-observation interviews. The additional data generation sources that were used to support
interview data were classroom observation notes, field notes and documents. The methods of
data generation are discussed in detail in sections 4.5 and 4.6.

The analysis of the data generated for this study recognises the social constructivist
nature of both teachers’ practice and the research process. The social constructivist approach
is built on the assumption that ‘the terms by which the world is understood are social artifacts,
(and] products of historically situated interchanges among people’ (Gergen, 1985, quoted in
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Schwandt, 1994, p. 127). In other words, with social constructivism the emphasis is on the
collective generation of meaning as shaped by the conventions of language and other social
processes’ (Schwandt, 1994). The methodological approach of this study assists in revealing
the meaning individual teachers construct from their interaction with the social and physical
elements of their new teaching context. In addition, the interaction between the researcher and
the participating teachers are viewed through a social constructivist perspective. This means
that the interaction between the researcher and the teacher, for example, during interviews,
are considered as a process which results in data generation rather than the researcher simply
gathering interview data from the participant teacher.

The analysis of the data generated is influenced by an interpretivist perspective. That
is, it is based on the assumption that, “many important human activities are conducted by
systems in which multiple actors attempt to form coherent interpretations of some set of
phenomena” (Hutchins, 1991, p. 287). Applied to the ‘human activity’ of doing research, this
approach becomes significant in situating the research in the researcher’s, the participants’
and the audiences’ interpretations of the phenomena. In one sense, the strength of such
research may depend on the extent that the interpretations of these different parties are
‘coherent’.

Wideen et al. (1996), in talking about the interpretivist view of teacher development
and change, argue that such a view takes a more teacher-centered approach and recognises the
limitations of outside experts who try to change teachers’ practice through programmes such
as supervision or staff development. The role of the researcher, in a similar way, changes
from being someone who comes from outside the school environment and advises teachers on
what to do, to someone who attempts to “understand and interpret developmental change, and
who engages in the joint construction of knowledge with teachers” (p. 188).

This study also emphasises teachers’ own perspective by taking an emic approach to
data generation and data analysis. The interview schedules are so prepared that during data
generation I, as the researcher take careful consideration not to impose my own thoughts and
views on the matters discussed. Furthermore, the analysis of the generated data is driven by
the participating teachérs’ articulated topics rather than me, as the researcher, imposing my

own categories for analysis (see Section 4.5).

4.3 Pilot Study

I conducted a pilot study between October 2000 and February 2001. This was the school year
previous to the one in which the main fieldwork took place. The purpose of the pilot study
was to try out the effectiveness of the data generation instruments and to gain experience in

using these instruments. With respect to interviews, I used the pilot study to practise how to

60



minimise my interference when teachers were talking, especially focusing on allowing them
to generate their own constructs (as compared to introducing constructs myself). For
classroom observations, I used the pilot study to gain practice in focusing on what was
important for the purposes of the study, and to practise becoming as unobtrusive as possible
during the observation. I used the pilot study to refine my interview questions to suit the
purposes of the study, based on the responses I got from teachers. I also used the pilot study

to develop an effective classroom observation schedule.

4.3.1 Description of pilot study participants

During the months of September and October (the beginning of the 2000/2001 school year), I
got in touch with three teachers (two female and one male) who had recently started teaching
English at the primary level. All three teachers had previously worked in a language school,
where they had taught a range of adult students, including university students, businessmen,
and housewives. They had no previous experience of teaching in any type of primary or
secondary school. All the names used in the pilot study are pseudonyms.

At the time of the pilot study, one teacher, Tuna, had just started to teach pre-school
children, aged three and four, as well as kindergarten children, aged five and six, in a private
primary school. She had graduated from university about three years earlier. Her university
teacher education programme included an introduction to teaching English to young learners
but not a full module exclusively devoted to teaching English to young learners. The second
teacher, Kerim, had just started to teach fourth and fifth grades (ten to eleven year olds) in a
private primary school. He had graduated from university about six years earlier and had not
had any ‘young learners’ training at all. The last teacher, Bilge, had just started to teach
grades one to three (seven to nine year olds). She had graduated from university about three
years previously, but she had not had any young learner training as part of her university

programme,

4.3.2 Piloting the data generation instruments

I asked the three teachers, Tuna, Kerim and Bilge, whether they would be willing to help me
with my research by allowing me to interview them and observe their classes. I briefly
explained the topic of my research, making a general statement that it was about teachers who
were in their first year of teaching at the primary level. I also requested, and was granted,
permission to audio-record the interviews.

I conducted two types of interviews, ‘hierarchical focusing’ interviews (Tomlinson,
1989) and post-observation interviews. Both interviews were semi-structured. They served

the purpose of developing effective questioning techniques and ensuring interview questions
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were appropriate for the purposes of the research.

The hierarchical focusing interviews lasted between 45 minutes and an hour. 1
conducted the interviews in Turkish in order to limit any possible tension caused by speaking
in a foreign language. I transcribed these interviews and then translated them into English so
that I could discuss them with my supervisors in Leeds.

[ made arrangements with the three teachers to observe their classes and got
permission to audio-record these lessons. I only conducted one classroom observation with
each teacher. I was not able to conduct observations systematically over the school year as
was the plan for my later main study.

After each observation, I conducted a twenty-minute semi-structured interview with
the teacher. I started the interview with the following question: “What do you think about the
lesson you just had?” Once the teacher started to bring up topics, I only prompted him/her if I
felt it would be useful for the purposes of the study that he/she elaborate on a topic.

The specific lessons learnt from the pilot study are detailed in Sections 4.5 and 4.6,

which describe the instruments used to generate data for the main study.

4.4 Selecting Participants and Getting Access to Schools

In this section I firstly discuss the criteria for selecting the participants for my study, I then
describe the process of selecting participants and the ethical considerations involved. Finally,

I give a brief description of the participants.

4.4.1 Criteria for selecting participants

The criteria for selecting participants for my study were determined by the aim of the study.
Consistent with the case study approach of the present research, the participants were selected
according to the principles of purposeful sampling (see Yin, 1994; Patton, 1990; Silverman,
2000). That is, the aim of the research required participants who had just started teaching
English at primary level, and whose previous experience was with adult (language school) or
young adult (high school) learners. Neither the age of the teachers, nor their gender was a
criterion for the selection of participants.

I aimed to work with five participants (although I included four participants in my
thesis, the reasons for which are explained in Section 4.4.2). I expected this number to strike a
right balance between the feasibility of data generation, manageability of the data, and
capturing some variety of the phenomenon under investigation, thereby being consistent with
a case study approach. That is, it was important that I had enough time with each teacher
during the period of a school year, that I had enough time to manage and analyse the data 1

generated and that I work with enough teachers to gain a variety of perspectives on the
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phenomenon under investigation.

There was also an element of convenience sampling (see Robson, 1993). That is, as I
lived in Istanbul at the time of data generation, and as the research was to take place over a
school year, the teachers selected were only from those who taught in different schools

around Istanbul.

4.4.2 Contacting participants, access and ethical issues

I started my ﬁeldwofk in September 2001. In the three years before I started the fieldwork
(September 1998-September 2001), I worked as an educational consultant for a publishing
company in Istanbul, Turkey. Through this job, I got to know many teachers, especially in
private primary schools. It was, therefore, relatively easy for me to get access to these schools
and to find teachers who fitted my selection criteria.

In August, the month before schools opened for the 2001-2002 school year, I went
around a large number of schools asking the heads of English departments whether there was
a teacher in their department who fitted my selection criteria (a teacher who had started
teaching English to young learners (grades one to four) with previous experience of teaching
high school or adult learners). If there was such a teacher, I asked to be introduced to
him/her. In meeting the teacher, I explained that I was undertaking a doctoral study that
involved working with teachers who had just starting teaching young learners. 1 asked the
teacher if he/she would be willing to take part in such a study over the period of a school year.
I clearly explained the amount of interviews and classroom observations I was planning to
conduct. Once the teacher agreed informally, I brought him/her an informed consent letter
(see Appendix A) explaining the stages of my data generation, details about possible
publications and the ethical standards I would follow. The consent form follows the
guidelines provided by the British Educational Research Association (BERA, 2000). The
form needed to be signed by the teacher if he/she formally agreed to take part in the research.
With the head of English departments’ consent, I then wrote a letter to the principal of the
school asking for permission to conduct research in their school. Once this permission was
granted, 1 got back to the teacher to fix a date for our first interview. All teachers, heads of
department and principals approached in this way agreed to participate in the research.

If the teacher was teaching more than one grade, I specifically asked to observe
his/her youngest class. If the teacher was teaching more than one class in this grade I left it to
the teacher to decide in which class I could conduct my observations. In such instances, the
teachers unanimously chose the class where they stated they had least class management
problems.

The teachers and I were aware that a year long relationship would inevitably affect
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both parties. All the teachers, without exception, stated that they looked forward to being able
to talk about their new experience with me and that this would help them develop in this new
field they embarked on.

A further influence on my relationship with the teachers was my previous role as an
educational consultant. Within the context of English language teachers in Turkey, the
existence of publishers and educational consultants is well established. Educational
consultants, although not to the extent of teachers, administrators and students themselves,
have become a part of the school culture, especially within English departments. This
suggests that educational consultants may also have an impact on the teacher change process.
This was especially the case in primary schools when I started my research, as teaching
English to young learners was such a novel experience for many of these teachers. In the three
years before I began my fieldwork, I gave a number of seminars on ‘Teaching English to
Young Learners’ in schools, as part of my job. I also made frequent school visits to help
teachers with the materials they used or any other methodological questions they had. It is my
observation that teachers in Turkey expect educational consultants who work for publishers to
provide them with help in methodological issues. This role seems to be different, in the
_ teachers’ minds, from that of someone simply introducing textbooks and providing support to
teachers in the use of textbooks.

Although I had not met any of the participant teachers before the research took place,
and although I was not working as an educational consultant any more when I started my
fieldwork, I had to bear in mind that the teachers might have seen me not only as a researcher
but also as someone who would help them in their development as young learner teachers. In
order to avoid misleading the teachers I made it clear to them, at the start of the research, that
as a researcher I needed to take on a more neutral role in my relationship with them, and that
for this reason they should not expect any overt help from me in their development as young
learner teachers. However, I tried to draw teachers’ attention to the benefits of being involved
in such research for them. I told them that by participating in such a systematic process of
verbalising their thoughts, and thereby reflecting on their practice, they would inevitably
contribute to their own professional development. All of the teachers gave me the impression
that they valued such an opportunity, some even commenting that they rarely got chances to
talk with their colleagues about their work because of busy working schedules. Also, I told
them that I would be happy to discuss anything about their work and their experiences after
the fieldwork was completed.

All the same, I recognise that it is impossible to expect the teachers to get rid of their
perceptions of me as an educational consultant and I acknowledge that the teachers may have

refrained from saying things they felt I would not approve of or that I would believe was
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wrong in our interviews.

4.4.3 Description of participants

Five teachers agreed to participate in my research. All the participants had just started
teaching English at primary level, and their previous experience was with adult (language
school) or young adult (high school) learners.

At an early stage in the data generation process, one of the teachers experienced a
major and sudden bereavement. In my judgement, this affected her behaviour in the lessons
considerably. She showed significantly different reactions to what the children did or said
compared to before her experience of this bereavement. Even so, I continued working with
this teacher all year, but when looking at the data more closely at the analysis stage, I felt that
the data was not representative of what her year would have been like had she not
experienced the bereavement. For this reason I decided not to include her case in this thesis.

Table 4.2 shows a brief description of the four participants who have been included in
the thesis. In the fifth chapter, at the beginning of the analysis of each case, there is a more

detailed description of the teachers, their background, and their respective schools.

Age | Previous teaching | Experience Currently
experience before move teaching
Sevda 26 High 3 years 1* grade

school students

Gamze 31 High 9 years 1* grade
school students

Imge 24 High 1 year 1* grade
school students

Tomris 30 Adult students 1 year 3" grade

Table 4.2: Overview of participants

The names of the teachers, as used in this thesis, are pseudonyms,

The following three sections introduce the instruments used to generate data for the
present study. Each instrument is first discussed from a theoretical perspective. This is
followed by an account of insights gained from the pilot study. Finally the instruments used in

the main study are outlined.
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4.5 Data Generation Instruments: Interviews

As pointed out in section 4.2, the use of interviews was central in this study as they generated

the main data used for answering the research questions.

4.5.1 Theoretical perspective

May (1997) states that, “interviews are used as a resource for understanding how individuals
make sense of their social world and act within it” (p. 129). Yin (1994) suggests that
interviews are an integral part of case studies, and when used in case studies, they are usually
open-ended, whereby it becomes possible to ask interviewees for the facts of a matter as well
as their opinions about events. This study makes use of interviews to get at teachers’ approach
to teaching English to young learners for the first time, and over the period of a school year.
Through participating teachers’ accounts I can better understand the teachers’ own reality and
how they make sense of their new teaching experience. Similarly, interviews with teachers
can help explain the observations I conducted in teachers’ classrooms.

The interpetivist and social constructivist elements that influence this study have also
played an important role in the choice of interviews as the main instrument for generating
data. Interviews allow flexibility in one’s line of inquiry, such as following up on what the
interviewer has said and getting into deeper levels of understanding through face-to face
interaction (Robson, 1993). Such deeper level understanding through face-to-face interaction
was especially important for a more insightful interpretation of data. Coming from a social
constructivist perspective, interviews created opportunities for a shared understanding of the
phenomenon to emerge between the participating teachers and me as a researcher. Interviews
also allowed me to take a more emic perspective, as they allowed opportunities for teachers to
reveal their own thoughts and their own beliefs and attitudes.

At a more practical level, the advantage of face-to-face interviews, as suggested by
Robson (1993), is that they allow at-the-moment modifications of one’s line of inquiry, such
as following up on interesting responses. This has been an important element in the data
generation in this study whereby I was able to get at valuable insights from teachers through a
continuous process of probing them further about topics they brought up during the
interviews. More details about this are providbed when discussing ‘hierarchical focusing’
interviews (Tomlinson, 1989).

Another feature of interviews that carries significance for the purposes of the present
study is that, they leave little time for the interviewees to reflect on the answers they give. It
takes place more spontaneously, which may be useful in getting at deeper feelings. It allows
for the interviewer to get at immediate reactions, which, in many cases, may be more genuine

than thought-through reactions. It is important for this study that teachers’ instinctual
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responses are captured as this may lower the chances of teachers being influenced by external
factors (such as talking with colleagues or reading on the subject before giving an answer).

Written journals could have been an equally appropriate means of generating data for
a case study such as this one. However, I preferred to use interviews as my experience of
interacting with teachers in the Turkish education system showed me that the circumstances
under which teachers work do not leave them much time for their own personal life,
especially in private schools. Although all the teachers I worked with stated that they were
happy to contribute to my research, and to have the opportunity to reflect on their practice,
had I asked teachers to participate in the study through written journals, I suspected that I
would not be able to generate as much data as I had through face-to-face interviews. I felt that
teachers would find writing journals in their spare time a burden, as | knew they already spent
a lot of time on preparing lessons and materials at home. In addition, in the Turkish culture,
talking about issues and discussing them verbally is always the preferred method over writing
about them. Therefore, it also seemed culturally more appropriate to generate my data mainly
through interviews.

A disadvantage of interviews, which is rather important for this study, is that, the
interviewer, under any circumstance, will have an influence on the interviewee. This
influence may be reflected in what the interviewees say, possibly in the form of not
expressing what he/she wants to say simply because the interviewer is there. This may be
even more problematic due to the use of audiotapes to record the interviews. In this study,
my former job as an educational consultant (see Section 4.4.2) may have had an additional
impact on what the teachers said in the interviews.

I used two types of interviews, hierarchical focusing interviews and semi-structured
interviews following classroom observations that I refer to as, post-observation interviews. I

discuss these two interviews in the following sections.

Hierarchical focusing interviews

Robson (1993) defines focused interviews as “an approach which allows people’s views and
feelings to emerge, but which gives the interviewer some control” (p. 240). The ‘hierarchical
focusing’ interview, developed by Tomlinson (1989), takes this one step further by doing
justice to both the researcher’s agenda as well as “facilitate [the] emergence of the
interviewee’s perspectives and definitions of issues” with as little influence as possible from
the researcher (p. 155). Hierarchical focusing interviews allow opportunities for the
researcher to carry out interviews as “open-endedly as possible, ... within a non-directive
style so as to minimise researcher framing and influence” (Tomlinson, 1989, p. 162). For

this, the researcher designs an interview schedule with an agenda that comprises a number of
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general questions and related sub-questions that is of interest for the purposes of the study.
During the interview, the researcher introduces the general questions, however, he/she does
not immediately ask the sub-questions. Instead, he/she uses probes, such as “would you
explain this further” or “is there anything else that you could say about this?” to allow the
interviewee the chance to say all there is in his/her mind. Tomlinson argues that, in this way,
it “was possible in principle that the interviewer might find sufficient ideas and aspects
emerging that he or she never needed to introduce any of the remaining items in the agenda,
since these were all covered sooner or later” (p. 165). Only when there was nothing
forthcoming from the interviewee on a sub-question would I ask that question.

Robson (1993) defines a probe as, “a device to get the interviewee to expand on a
response when you intuit that she or he has more to give” (p. 234). My probing techniques
included paraphrasing or summarising what the teacher said. My probes served to initiate a
topic by picking up on a certain issue the teacher mentioned but did not elaborate. In probing
I tried to refer to constructs that the teacher had already expressed, or statements she made so
that I did not introduce new constructs. The main aim of this was to minimise my influence,
as a researcher, on what teachers said. It was important that the manner of summarising and
paraphrasing was constructive and triggered free talk from the teacher rather than making the
teacher feel that what he/she was going to say was already said (summarised or paraphrased)
by the interviewer.

In the present study, hierarchical focusing interviews were used to approach teachers
with an agenda guided by my research questions, but at the same time trying to avoid
imposing my thoughts, ideas or constructs on teachers’ talk. The hierarchical focusing
interview is seen as particularly relevant to the theoretical positioning of the research. It
serves the social constructivist approach in that it can reveal “the subject’s contribution in
perception and ‘sense-making’ cashed out in terms of the social construction of reality”
(Tomlinson, 1989, p. 156). This would be compatible with an open-ended questioning
technique, commonly used in exploratory studies, but at the same time it would require the
interviewer to have an agenda that falls within the limits of the specific phenomena to be
investigated. The hierarchical focusing interview is also compatible with the interpretivist
nature of the research in its concern for the ‘indivisible interplay between the knower and the
known’ and consequently, the “emphasis on the importance of [an] individual perspective”
(Tomlinson, 1989, p. 156). To this effect, hierarchical focusing interviews may be useful in
letting the interviewees’ perspectives emerge, which in one sense may reflect their
interpretations of the existing phenomenon. However, it would also allow for the interviewer
to have control over the aspects of the phenomenon under investigation by “steering one’s

interlocutors implicitly towards one’s intended topics” (Tomlinson, 1989, p. 159).
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The main purpose in using the hierarchical focusing interviews in this study was to
get teachers to talk about their experience of changing teaching contexts (such as teaching a
young age group after having taught older students for a number of years) and to compare and

contrast their previous and new teaching situation.

Post-observation interviews

The interviews I conducted after the classroom observations were similar in nature to the
hierarchical focusing interviews. These interviews also consisted of open-ended questions and
as such they allowed the interviewee freedom in what they wanted to say. However, in these
interviews, I did not have a particular agenda. After each observation, I asked the teachers one
question, in order to facilitate their talk. I asked them, “If you were to do the same lesson
again, what would you do differently and what would you do the same?” After asking this
question, I continued the interview by only probing them about the topics they introduced,
asking them to make clarifications, and elaborations about what they said. In this way, I was
able to get at teachers’ own thoughts and their own constructs related to the lesson they
taught. Most importantly, I was able to get insight into what was important for the teachers
about the lesson they conducted and about teaching young learners in general, rather than
imposing my ideas about what was important in teaching English to young learners. Through
using both the hierarchical focusing interview schedule and the post-observation interviews I
was able to keep to an emic perspective in generating data for this study.

The main purpose of the post-observation interviews was to capture teachers’
ongoing experiences in the classroom. The use of these interviews helped in the investigation
of change in teachers’ attitudes, approaches to teaching young learners over the school year.
The post-observation interviews also allowed me to probe further into issues raised by

hierarchical focusing interviews.

4.5.2 Lessons learnt from piloting interviews

As described in section 4.3.2, I conducted one hierarchical focusing and one post-observation
interview with each teacher during the pilot study. After conducting pilot interviews in
various places, I found that I needed to avoid situations where there would be noise or where
the teacher would feel reluctant to talk (for exémple, in the presence of other teachers). In
short, the pilot study showed that the most productive place to have an interview was an
empty classroom.

The pilot study soon showed me that it was difficult to keep track of my interview
agenda, while at the same time maintaining eye contact with the teacher and to pick up on

issues she mentioned. I used the rest of the pilot study to practise my interview technique,
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focusing in particular on, 1) being as non-threatening as possible, 2) decreasing my use of
evaluative statements which could have psychological effects, and 3) studying most of my
questions before the actual interviews so as to keep eye-contact with teachers as much as
possible.

As mentioned in section 4.3.2, in the beginning of the post-observation interviews I
asked the teachers, “What do you think about the lesson you just had?” I found that teachers
did not say much when I asked them such a question. I saw that this question failed to focus
the teachers’ minds sufficiently and delayed their response as they tried to think of where they
should start. By contrast, I found that when I directed their attention to a specific instance in
the lesson this triggered much more talk. However, I did not want to use this technique in the
actual data generation either, as I thought it would affect teachers’ responses. That is, I would
be telling them what I thought was important in the lesson they just taught, rather than
allowing them to point out the parts of the lesson they thought were noteworthy. The question
1 eventually used to initiate the post-observation interviews in the actual data generation, as
provided in Section 4.5.1, was, “If you were to do the same lesson again, what would you do
differently and what would you do the same?” I discuss this question in more depth in Section
4.5.4

Piloting the post-observation interviews showed me that talking to teachers right after
a class resulted in spontaneous and genuine sharing of experience. I also observed that if the
post-observation interview was delayed in time teachers sometimes used the delay to plan
what to say in the interview, thereby making it less spontaneous. This, then, highlighted the
need for scheduling the post-observation interviews as close in time as possible to the lesson
that I observed.

I will now go on to describe the procedure I used to conduct the hierarchical focusing

interviews and the post-observation interviews, in my main study.

4.5.3 Procedure used in hierarchical focusing interviews

I conducted two hierarchical focusing interviews with each teacher, one at the beginning and
one at the end of the school year. The first interview took place before any other data
generation happened, in September and early October (see Table 4.3 in Section 4.8),
depending on the arrangements made with each teacher. For the pilot study I had conducted
only one hierarchical focusing interview with each teacher towards the beginning of the
school year. I felt that having a follow up interview to the first one at the end of the year
would be useful to more easily compare teachers’ progress over the school year.

At the beginning of the first hierarchical focusing interviews, I asked each teacher for

some background information about themselves such as their age, their previous teaching
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experience, which grades they taught in their new school. A sample of the sheet I recorded
this information can be found in Appendix B. There were also occasions during the
hierarchical focusing interviews in which teachers talked about themselves. I tried to prompt
teachers to give information about themselves whenever it was appropriate during these
interviews.

Each hierarchical focusing interview lasted for 40 to 45 minutes. This is consistent
with Robson’s (1993) suggestion that interviews under half an hour are unlikely to be
valuable because it may be difficult to cover much ground when there is restricted time, and
those over an hour may make unreasonable demands on the interviewees in terms of their
time. The length of the interviews also needed to be in keeping with the teachers’ work
schedules. That is, interviews were usually scheduled when a teacher had a free period; such a
free period would usually be 40 minutes in length.

All the interviews were audio-recorded, so that I could transcribe the interviews and
then conduct a more detailed analysis of what the teachers said. The use of audio recording
was included in the informed consent letter the teachers signed. In order to let them express
themselves as freely as possible the interviews were conducted in Turkish, the teachers’
mother tongue.

The agenda for the hierarchical focusing interview was compiled from my experience
of working with Turkish primary English language teachers over the last few years, as well as
a survey of the needs of classroom teachers in Turkish primary schools conducted by Eser
(1998). Although Eser’s study was conducted in state primary schools, many of the issues
raised in the teachers’ surveys complemented my observations over the past three years of
working with private primary school teachers, as well as drawing my attention to certain
aspects of the phenomenon that I was unaware of.

The hierarchical focusing interview schedules can be found in Appendixes C and D.
As teachers began talking about the main question in my hierarchical focusing interviews, 1
probed them for further information on the sub-question under each main question, if and
only if the teacher did not touch on any of these sub-questions while he/she was answering
the main question. Once I felt that the teacher had run out of things to say for a main question,
I introduced the next main question. All the questions I asked the teacher directly appear in a
box. The questions I prepared in case I needed to probe the teachers are the ones that do not
appear in boxes.

All of the teachers had at least two weeks of teaching by the time I conducted the first
hierarchical focusing interview (see Table 4.3 in Section 4.8), which seemed sufTicient time
for them to develop some initial understanding of teaching young learners. There were seven

main questions. The teachers were first asked questions about the reasons for changing their
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teaching context. This was important to get an insight into teachers’ motivation for involving
themselves in such a change, and it was especially helpful in shedding light on whether they
asked to teach the younger grades in their new context or whether they were told by the head
of department which level they would teach. The teachers were then asked to describe their
old and new teaching context and then how they felt about teaching in both contexts. These
questions were important in getting insight into teachers’ previous teaching contexts,
especially in order to make comparisons with their new context and to find out about
teacher’s attitude towards their previous job. Teachers were then asked about their
experiences so far in their new teaching context and also about their feelings about teaching
children. The answers they gave to what feelings they had about teaching children was useful
for understanding teachers’ attitudes towards children. They were also useful as supporting
evidence for what they said in interviews and their actions in the classroom.

Teachers were also asked methodological questions about teaching English to
children and whether they had received any in-service training on teaching English to young
learners. I asked these questions as they appear in Appendix C, but in Turkish.

In the hierarchical focusing interviews the questions asked in the beginning and end
of the year were similar so that a comparison could be made more easily. However, in the
second hierarchical focusing interview teachers were asked about what they felt about their
experience of having taught children as well as what advice they would give to a new teacher

who was in their position the following year (see Appendix D).

4.5.4 Procedure used in post-observation interviews

I conducted seven post-observation interviews for each teacher. As with hierarchical focusing
interviews, post-observation interviews were audiotaped for further transcription. Permission
for this was asked in the informed consent form signed by the teachers.

The interviews lasted around half an hour. However, there were a few instances when
the teachers had a free lesson after their observed lesson and they talked for about forty
minutes. If this was the case, I did not want to interrupt the teachers’ train of thought or what
they wanted to express, by giving the time as an excuse. As such, a few of the post-
observation interviews were longer than others.

In most instances I was able to conduct these interviews right after the lesson
finished. To achieve this I tried to observe classes after which the teacher did not immediately
have another class. There were é very few instances where I had to wait for a teacher for one
class period before I could interview them.

I used a set question at the start of each post-observation interview. I experienced a

problem with this during the pilot study where the teachers had difficulties starting to talk
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about the lesson, not knowing where to begin (see Section 4.5.2). During the actual fieldwork,
each time I had an interview with a teacher after their lesson, I started by asking, “If you were
to do this same lesson again, what would you do differently and what would you keep the
same?” | found this question to be useful as it asked for a ‘concrete’ answer. The teachers
always found one or two things about their lesson that they could use to answer this question.
This starter question was also helpful for identifying issues which were more or less
important for the teachers, assuming that the more immediate issue in the teachers’ mind
would be the one he/she mentioned first.

In the post-observation interviews, the starter question was the only question on my
agenda. For the rest of the interview I asked questions based on what teachers talked about.

In other words, I followed the teachers’ agenda.

4.6 Data Generation Instruments: Classroom Observations

In this section I give a brief theoretical perspective on observation, then I talk about my
experiences of piloting the classroom observation technique. Finally I describe the procedure

used in conducting classroom observations in my main study.

4.6.1 Theoretical perspective

Robson (1993) refers to observations as being an appropriate tool for looking “at ‘real life’ in
the ‘real world’” (p. 191). In order to look at a contemporary phenomenon in depth, as is the
aim of the present case study, it may not suffice to look at only what people say. It may be
more enlightening to look at their actions as well. Robson points out that whereas data from
interviews and questionnaires may show discrepancies between what people say they do and
what people actually do, data from observations is more direct. Unlike observations,
interviews and questionnaires depend on people’s articulated/written views or opinions,
which may often be different from the actual thoughts and feelings they carry. Observations,
by contrast, allow the researcher to get at more direct input. As such, Robson suggests
observations may be useful in validating or corroborating the messages obtained through
other instruments. This is one of the main purposes of the use of observation in the present
study.

Although observations provide more direct input compared to interviews due to
awareness of being observed, there is 2 danger of behavioural change on the part of the person
being observed. In classroom observations, teachers may change their behaviour if they
regard the researcher as someone who will judge their performance implicitly or explicitly
(e.g., in the form of writing it up in a thesis). Teachers may prepare their lessons more

carefully, or in a different way than they normally would. Robson (1993, p. 208) suggests two

73



strategies that can be used to minimise such ‘observer effects’. These are a) ‘minimal
interaction’ with the group and b) ‘habituation’ of the group to the observer’s presence. I tried
to limit my interaction with the children during the lessons I observed as much as possible. [
found that this was relatively easy when I had an observation schedule in front of me that
occupied my attention. The children, in the beginning of the year, would come to check what
I was doing but very quickly their attention in what I was doing decreased. In order to get the
children ‘habituated’ to my presence around them, I tried to come in to the school frequently,
and not only when I had an observation scheduled. Not very long after the observations
commenced, children seemed to get on with their work as if [ was an accepted party in their
classroom. At least, the teachers told me the children were not reacting particularly differently
from other times because of my presence.

Observer factors may also come into play in the activity of observation (Malderez &
Bodoczky, 1999). It is possible that the observer has a tendency to see what they expect to
see, or to focus on different things depending on their own mood at particular times. It is
important to take account of these factors in the analysis of the data,

A further potential limitation of observation is that it is time-consuming. However, if
the aim of a study is to get at a rich account and deeper understanding of a phenomenon, as is
the aim of the present case study, it is necessary to use instruments such as interviews and
observations, even though these are time-consuming.

The two distinct roles researchers can take on in observations are participant observer
and non-participant observer (Cohen & Manion, 1994). The participant observer is typically
described as engaging him/herself in the activities and the social life of the participants he/she
is observing (Yin, 1994; Robson, 1993; Cohen & Manion, 1994). Non-participant observers,
on the other hand, stand back from the group they are observing (Cohen & Manion, 1994).
That is, in the example of a classroom, they do not participate in the activities conducted or
answer teachers’ questions.

During the observation of lessons, my role as a researcher lay somewhere between a
participant observer and a non-participant observer. I did not participate actively in the
lessons, during the observations. However, 1 did become a part of the routine of the classes I
was observing. I interacted with children after class. My role may be characterised as what
Robson (1993, p. 198) describes as a ‘marginal participant’. In order to make the teacher and
the students feel comfortable I tried to sit at the back, somewhere not as visible, and tried not
to interact with the students or the teacher during the observation although this was not such
an easy task. It is my feeling that the teacher and the students became used to my presence
after some time.

The classroom observation served three purposes for the present study. Firstly, the
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observation notes were used to triangulate what teachers said they did in the classroom during
the interviews. Secondly, they were used as a supplementary source of evidence in addition to
the interviews for any changes teachers made to their practices. Thirdly, the observational

notes were useful for me to prompt the teachers during the post-observation interviews.

4.6.2 Lessons learnt from piloting classroom observations

To begin with, in order not to restrict myself to focusing on only a narrow part of lessons, I
avoided using an observation schedule in the pilot study. Instead I tried to get an overall
impression of the lesson. However, conducting the observations in this way made it difficult
for me to focus on aspects of the lesson that would be useful in answering my research
questions. Therefore, I decided to prepare an observation schedule that would provide some
focus for what to observe in the lessons. I prepared a schedule in which 1 recorded my
observations in three columns. One column showed the events that happened, another gave a
description of what happened, and a final column was for my comments. Once I began using
this observation schedule I found that it provided useful guidance. However, it was still not as
effective for answering my research questions as I wished it to be. As a result of the pilot
observations I prepared a slightly more detailed observation schedule for my main study. 1
discuss this schedule in the coming section.

During the pilot observations I also found that audio-recording the lessons was of
great help. Audio-recordings were helpful in two ways. On the one hand they freed me to
focus more closely on non-verbal behaviour, as I could check the recording later to see what
was said. As such, I was able to make more exclusive notes about the ‘actions’ of the teachers
and students during the lessons. In addition, the audio-recordings were a useful resource that
could stimulate my recall of the lessons when I looked through my observational notes on

later occasions.

4.6.3 Procedure used in classroom observations

Soon after I conducted the first hierarchical focusing interview, 1 started my classroom
observations. I conducted seven classroom observations (and therefore also seven post-
observation interviews) with each teacher between the months of September and May. My
plan was to have fairly equal time intervals between each observation, but this proved
difficult. For one, the scheduling of classroom observation, and therefore also the post-
observation interviews, was dependent on the teachers’ and school’s schedules. In addition, I
spent a period of time away from the field engaged in preliminary processing and analysis of
data, receiving supervision from staff at the University of Leeds, United Kingdom.

My experience in the pilot study led me to use a schedule for observing the classes
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(see Section 4.6.2). As it was not possible to write down and make notes of every thing that
happened in the classroom, I was selective in my observations. I selected to observe what [
thought would be most relevant for the purposes of my study. That is, I segmented the lesson
into five-minute intervals and created five types of information I wanted to note down for
each of these five-minute intervals during my observations. These were 1) the type of activity
the teacher was doing, 2) the teacher’s miming and gestures, 3) the teacher’s movement
around the classroom, 4) the students’ actions and 5) any other comments. The lessons all
lasted 40 minutes. The observation schedule I used can be found in Appendix E. Finally, with
permission from the school administrators I audio-recorded all the lessons that I observed.

The audio-recordings were used as supporting data; I did not transcribe these recordings.

4.7 Additional Data Sources

In this section I talk about my additional methods of data generating. These include 1) ‘casual

observations® (Yin, 1994), which resulted in field notes and 2) various curriculum, syllabus

and lesson documents.

4.7.1 Casual observations resulting in field notes

Yin (1994) talks of the common use of casual observations in case studies, where the
researcher makes fewer formal observations throughout a field visit, including occasions
during which other evidence, such as that from interviews is collected. Such observations
enable the researcher to notice the pictures, posters, and other artifacts in the school setting,
which may then be used as evidence to make sense of the interview data. My causal
observations took place in all parts of the school I had access to, such as the classrooms, the
administrators/principal’s rooms, the staffrooms, the cafeterias, and in the corridors.

The casual observations conducted in the schools were recorded as field notes. Patton
(1990) states that, “the fundamental work of the observer is the taking of field notes™ (p. 239).
He draws attention to the importance of field notes for the recalling of what one has observed
at a later time. Swann (1994, p. 31) suggests that an observer may use field notes for two
purposes, 1) to record details of class or group interactions, and 2) to focus on the behaviour
of an individual speaker, and that these notes may be the main source of information or may
be used to supplement other data. In the present study, the field notes were jotted down
spontaneously during the observations and they included everything that I believed to be
worth noting (see Patton, 1990, p. 239). These notes were descriptive and contained
contextual information such as date, time, individuals who were present, descriptions of the
physical setting, the interactions that occurred, and the activities that took place, as well as

what people said. In addition to these descriptions, I also added my comments and
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interpretations when time allowed.

4.7.2 Documents

Patton (1990) describes the usefulness of documents saying that “they are a basic source of
information about program decisions and background, or activities and processes, and that
they can give the evaluator [researcher] ideas about important questions to pursue through
more direct observations and interviewing” (p. 239). According to Robson (1993) the
particular advantage of collecting documents is that one can return to these for further
analysis if necessary, that this type of data is in permanent form allowing for “reliability
checks and replication studies™ (p. 280). The disadvantage is that documents available may be
partial or limited, and thus may not always provide conclusive data on certain phenomena. It
is therefore necessary to triangulate them with other accounts. May (1997, p. 157) also talks
of the usefulness of documents when used alongside observation in allowing for comparisons
to be made between the observer’s interpretation of events and those recorded in documents
relating to those events.

The types of documents collected for this study were mainly materials such as
handouts and worksheets that the teacher gave the children to work on during class or for
homework. I also collected the textbooks that the teachers used in the specific classes 1
observed (together with the accompanying teacher’s books). The purpose of collecting these
documents was to gain a richer account of the teachers’ experience in their new teaching
context. As such, document collection was important to the underlying social constructivist
approach to research in this study.

When collecting documents for the purposes of the study, I kept in mind that meaning
can only be derived through the reading or writing of a text, that meaning does not simply
reside in texts and that meanings can change when texts are re-read in different contexts or
situations (Derrida, 1978, cited in Hodder, 1994). In other words, documents are prone to
different interpretations by the researcher and the teachers, and other members of the school
who use them. Therefore, I cross-checked any interpretations of these documents with the

participating teachers.

4.8 Timeline of the Fieldwork

Table 4.3 represents a timeline of the fieldwork. As can be noted from Table 4.3, it was not
possible to have systematic timeline, where for example I conducted the first hierarchical
focusing interviews within the same week. The teachers’ schedules, unexpected cancellations
followed by rescheduling of interviews and observations made this impossible. In addition, I

was away for the period of around six weeks, in November and December, as I had to be in
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Leeds for supervision purposes as part of the ‘split-location scheme’ I was enrolled in.

HFI 1: First hierarchical focusing interview

PO1-PO7: Post-observation interviews 1-7

HFI 2: Final hierarchical focusing interview

Dates/Teachers | Sevda Imge Gamze Tomris

HFI 1 20 Sept. 2001 28 Sept. 2001 8 Oct. 2001 S Oct. 2001
PO1 27 Sept. 2001 8 Oct. 2001 31 Oct. 2001 17 Oct. 2001
PO2 18 Oct. 2001 5 Nov. 2001 23 Jan. 2002 2 Nov. 2001
PO3 1 Nov. 2001 21 Jan. 2002 6 Feb. 2002 23 Jan. 2002
PO4 31 Jan. 2002 4 Mar. 2002 6 Mar. 2002 5 Mar. 2002
PO5 11 Mar. 2002 8 Apr. 2002 20 Mar. 2002 26 Mar. 2002
PO6 25 Mar. 2002 29 Apr. 2002 17 Apr. 2002 16 Apr. 2002
PO7 15 Apr. 2002 16 May 2002 15 May 2002 17 May 2002
HFI2 16 May 2002 17 May 2002 22 May 2002 21 May 2002

Table 4.3: Timeline for fieldwork

4.9 Data Transcription, Coding, and Analysis

In this section I describe the data analysis procedure in detail. I give a sequential description
of my attempts to manage and make sense of all the data that was generated during the school
year. I begin by talking about how I analysed the interview data, as this was the primary

source of data I used to be able to answer my research questions.

4.9.1 Transcribing the interviews

The transcription of the audio-recorded interviews began as soon as the first interviews had
been conducted and continued throughout the data generation period. This allowed me to go
back to previously held interviews with a particular teacher in order to make use of any
information in future interviews. In this sense, there was no clear-cut distinction between the
time that the data was generated and the time that I analysed the data.

Both the hierarchical focusing interviews and the post-observation interviews were
transcribed fully in Turkish. The transcriptions focused on the content of what teachers said,
as this was more relevant for the purposes of the study. The transcriptions did not include

detailed coding of pauses, intonation or other detailed information that would be used in
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discourse analysis. The focus of the study was on ‘what’ the teachers said, and not ‘how’ they
said it. As such, they were ‘broad’ transcriptions (Gee, 1999). However, the transcriptions did
include overlapping speech, as well as comments on emotional vocalisations such as giggling
and laughter, since these features were considered to be useful for interpreting ‘what’ the
teacher said.

In the transcriptions, each turn spoken by either the teacher or me as the researcher is
numbered. The transcription conventions and a sample excerpt of transcription are provided
in Appendix F.

Once transcribed, the interviews were translated into English. This means that I have
not conducted the analysis on the original language of the interviews. The reason I used the
translation of the interview data in analysis was primarily so that I could share the process of
analysis with my supervisors. In other words, it was important that my supervisors could
understand the interview data we were working on. I also felt that because my study focused
on the content of what teachers were saying, rather than analysing the discourse, the
translation would not interfere with the purpose of the study directly.

In the translation process I noticed that there were certain sayings in Turkish that do
not have an exact counterpart in English. For example, I realised that the Turkish word “bilgi’,
the literal translation of which is ‘knowledge’, could also stand for ‘information’, which in
English can be quite different in its meaning from ‘knowledge’. In such instances I made use
of the context in which the teacher used this term to interpret which meaning she was
referring to. For example, if the teacher was talking about giving some sort of information to
the students about where they should keep their notebooks, I could recognise from the context
that she was referring to ‘information’ not ‘knowledge’ when she used the word “bilgi’.

A similar concern had to do with certain phrases commonly used by Turkish teachers,
such as ‘give a lesson’ or ‘take the information’. These phrases are a colloquial part of the
Turkish language, but they also suggest a tendency towards a specific approach to teaching.
This approach sees the learner as a passive recipient of knowledge and the teacher as the one
who transmits knowledge to the passive recipient. There is a tendency in the Turkish
education system to view the process of teaching and learning as an act of giving and taking.
But some Turkish teachers who are particularly perceptive of the implications of these
phrases would not use them if they did not subscribe to a particular method of teaching. As
these phrases are culture-specific, the translation may sound awkward at times.

More generally, I aimed to do a content-based translation. That is, the most important
goal was to portray the meaning of what teachers were saying to the best of my ability. This
decision was influenced by the translations done on the pilot study data. These translations

were more literal, and T found that these more literal translations distracted the reader’s
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attention away from the meanings of what the teachers were saying, due to the frequent
awkwardness of sentences.

In order to check my translations, I gave one original Turkish interview transcription
to a colleague fluent in both languages so that she could translate it into English. I then cross-
checked my translation with hers for consistency. The majority of the transcript my colleague
translated was similar to my translation, and where inconsistencies occurred I tried asking the
teachers what they meant by certain expressions they used. This process helped produce the
insights discussed above.

When analysing the interview data I worked with the translated transcriptions bearing
in mind 1) the accessibility of the data for my supervision process, and 2) that I wanted to

conduct a content analysis, not a discourse analysis of the data.

4.9.2 Coding the interview data

In order to develop a framework for analysing the interview data, I began an iterative process
of coding and re-coding. My initial attempt at coding the data revealed statements about the
use of games, the use of the mother tongue and use of positive reinforcement. I considered
using these topics to frame my analysis. However, the coding of every individual topic that
the teacher talked about in all the interview data resulted in a very large number of topics. It
seemed impossible to base an analysis on such a large number of topics. It seemed that these
topics needed to be organised in some way.

I then began to search for ways in which all the topics that emerged could be grouped
by broader headings. The many individual topics seemed to group under four interrelated
headings. That is, the teachers talked about, 1) being a teacher (BaT), 2) language teaching
(LT), 3) teaching young learners (TYL), and 4) teaching English to young learners (TEYL).

Figure 4.1 shows how these four groups interrelate.
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Teaching
young
learners

Teaching
Language English
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Figure 4.1: Interconnected headings for topics in the interview data

If the teacher made statements about how she approached the profession of teaching,
the reasons she became a teacher, identifiable characteristics of being a teacher (like being
organised, controlling or flexible), these belonged to the group, ‘Being a teacher’. The list of
topics related to being a teacher is listed in Appendix G.

If the teacher made general statements about language teaching, such as the
importance of giving homework for language learning, her approach towards correcting
mistakes, or her approach towards exams, these were grouped under the heading ‘language
teaching’. Additional types of statements grouped under this category were those where the
teacher talked about teaching English to her previous (older) students. The following quote is
a good example of these types of statements. The teacher is talking about how she conducted
her lessons when she was teaching her high school classes in the previous years (words in

bold mean that the teacher has said these words in English, not in Turkish).

I mean a lesson like a lesson. A lesson that has a specific organisation, like a
lesson we are familiar with. 1 mean like teaching tenses, you give the
vocabulary of the unit and then a general warm-up and then if there’s a

passage you read that or if you have a grammar topic you give that, questions
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about it, homework, correction of homework, it was always like that. (Sevda,

HFI 2:108)

The full list of topics grouped under ‘language teaching’ appears in Appendix H.

If the teacher made statements about challenges or advantages of teaching young
children, or statements about the nature of young learners, their characteristics, how she
developed strategies to manage their behaviour or about her interaction with them, these came
under the heading ‘teaching young learners’. These statements did not include anything on
language learning or teaching. For the full list of topics under ‘teaching young learners’ see
Appendix L

If the teacher made statements about the methods she used in her primary English
classes, or about her approach towards using games for language teaching (for example using
games to teach specific vocabulary items), using the mother tongue in class, or the direct
teaching of grammar to the children, these would come under the heading, ‘teaching English
to young learners’. The difference between this group and the group ‘teaching young learners’
is the teachers’ focus on language in the young learner classroom. For the full list of topics
under ‘teaching English to young learners’, see Appendix J.

Below is an outline of the five headings that emerged from the data.

1. Being a teacher (BaT)

2. Language teaching (LT)

3. Teaching young learners (TYL)

4. Teaching English to young learners (TEYL)

5. Differences between younger and older learners and teaching them.

Note that these headings emerged from what the teachers said during the interviews; both the
hierarchical focusing and post-observation interviews. Although the hierarchical focusing
interviews were structured by a researcﬁ agenda (see Section 4.5.3), this agenda was not the
same as the above headings (see Appendixes C and D). Even so, it may indirectly, but not
overtly, have contributed to the emergence of the five headings. The post-observation
interviews, which also contributed to the identification for the headings, were not structured
by a researcher agenda, except for the starter question (see Section 4.5.3).

Figure 4.2 below shows one strand of the coding scheme, the heading ‘Teaching
English to Young Learners’ (TEYL), with all its topics (this can also be found in Appendix J).
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Teaching English to Young Learners (TEYL)

approach to stories

approach to projects

approach to games

approach to hands-on activities
approach to songs

approach to role-play activities
approach to portfolios

approach to use of L1

approach to revision

approach to memorisation
approach to correcting mistakes
approach to homework
approach to repetition drills
approach to vocabulary
approach to writing

approach to reading

approach to pronunciation
approach to listening

approach to teaching of grammar/language structure
approach to use of extra materials
approach to individual work
approach to group work

Figure 4.2: Coding system for * Teaching English to Young Learners’ (TEYL)

Throughout the thesis, what the teacher said on a topic is referred to as a ‘statement’. For the
purpose of this study, ‘statements’ include individual sentences or phrases, or combinations of
sentences or phrases. A statement begins when the teacher introduces a new topic and ends
when the teacher changes to another topic. There were many instances in which the teachers
articulated more than one statement in one turn. Also, there were instances in which a
statement was carried on for over one turn.

The three ways in which a teacher articulated more than one statement (topic) in a

single turn happened in the following ways:

Situation 1: Topic A I-—-—-1
I I Topic B
Situation 2: Topic A J-—eoeer]
1 I TopicB
Situation 3: Topic A I—-—eu]
TopicB 1 1

Figure 4.3: Different ways in which topics overlapped
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In situation 1, the teacher started talking about one topic and then stopped talking about that
topic and continued talking about another topic in the same turn, as in the following example.

The forward slashes indicate the two different statements (topics) in this teacher’s turn.

/I I mean, our aim is to give them some social and behavior skills rather than
Just knowledge, of course in the first grades you may be forced to speak
Turkish. You can give the commands in English but in most cases you are in a
difficult situation, when you can't explain to them because they are getting used
to the school psychologically and also they get to know their teacher slowly,
and there are a lot of sentimental issues, /| /| they can't grasp if a teacher
chooses a student, why she chooses that student. Does she not choose me
because she doesn't love me? Or if you feel you need to pay a little more
attention to someone else another student may want the same attention at the
same time, when you say put it in my folder, the other one gets jealous, he says,
‘put it in my folder too’ and this can disrupt the flow of the lesson. You put it for
now of course but (laughs) //. (Gamze, P02:052)

This teacher starts to talk about the necessity she feels to use L1 in her classroom. She then
goes on to talk about other issues that relate to her interaction with her young students that do
not relate to using L1. These two statements that appear in the same turn, are therefore coded
as different topics.

In situation 2, the teacher makes one statement but her statement gradually blends
into another statement, such that the boundary between the statements is not very clear.
Below is an example of this situation (R: Researcher, T: Teacher; words in bold mean that the

teacher has said these words in English, not in Turkish).

Which grades do you teach?
First, fourth and sixth.
Okay, and can you tell me the different things you do in these classes?

Well, in first grade we of course do activities:

What do you mean?

NN

Flashcards, also puppets, I take puppets, it's a puppet that talks
English, Italk but it understands English. There's a camera in it, it
observes them and their behaviour and it talks with me. If there's a
student who has diverted their attention 1o something else at that point

in the lesson, we don't say naughty in PYP (giggles). (Gamze, HFI
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1:073-078)

In her final turn in the above exchange, this teacher starts off by talking about using extra
materials like flashcards and puppets but then this blends into talking about what purpose she
uses a particular puppet for. As such it is difficult to clearly differentiate where she stops
talking about using extra materials and where she starts talking about a class management
strategy.

In situation 3, there is no separation at all between the two topics that appear in a
single turn. In other words, the teacher makes two or even three statements in one turn and
they do not appear in a linear order, rather the statements are intertwined. The following

excerpt provides an example of this situation.

Of course, by saying when they are drawing, I just taught them, for example 1
taught them rabbit, if I gave them a blank sheet of paper and I say let’s draw
rabbit, they draw a rabbit, and then I say colour, I say the colour for example,
both the colours will be reviewed, it’s the same in their funbooks as well. She
gives the pictures, I ask what is this, and then 1 say, well, whatever, if it’s a
table, 1 say let’s colour the table this colour, something like that. When we are
practising in on under, under the table, for example if they learned book, we
say there’s a book there, we say draw a book, they just draw them there on
their own. That'’s fun for them. There's always a review of vocabulary.

(Sevda PO4:072)

In the above excerpt, there are statements related to doing revision, to doing hands-on
activities, and practising language structures. All of these topics are intertwined within the
one turn, which made this type of turn difficult to code as separate statements.

Finally, there were also instances in which a particular statement was not confined
within a single turn. In other words, the teacher continued talking about a particular topic over

a few turns, as can be seen in the following exchange between a teacher and me as the

researcher.

T: If I had said in the beginning that I would put up the work of those who
did the best job maybe they would have worked more organised. 1 told
them at the end and then they started colouring.

R: What are you going to do with the papers?

T: I will put them up. 1don’t know if you have seen them in the
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classroom, there were triangles and stars, we did that in class, I will
take them off and I will put these up. I mean I will choose the best ones
among them, and I have a lesson with them again tomorrow, at the end
of the lesson I will say that I will put some of the papers I didn’t put up
yesterday but only of those who are good in this lesson.

(Sevda, PO3: 054-056)

Here the teacher starts off by talking about a reinforcement strategy that she could have used
in her lesson. After the researchers’ questions, the teacher starts to elaborate on the types of
strategies she used to reinforce positive behaviour. In such situations, each turn was coded as
a separate statement, in other words, one turn was considered as a boundary for statements.

As such, in this case, reinforcing positive behaviour was coded twice, once for each turn the

teacher talked about it.

4.9.3 Coding the data in MaxQDA qualitative analysis software

A qualitative analysis software package called MaxQDA was used for coding the data in this
study. The main reason this software was chosen was that it allowed me to organise all my
interview data in one place and later to retrieve whatever coded information I needed from
these data quickly.

Once the transcription and translation process was finished, all the interviews
including both the hierarchical focusing interviews and the post observation interviews were
imported to MaxQDA. Following this, I entered all the main headings, ‘being a teacher,
language teaching, teaching young learners and teaching English to young learners’ in
MaxQDA. Under each heading I listed all the topics that the teachers talked about in the
interviews. These topics are all listed in Appendixes G, H, I and J. I then coded each
statement that a teacher made as one of these topics.

Once all the teachers’ statements were coded, MaxQDA software was used for data
analysis. MaxQDA facilitated the data analysis for this study in that it allowed me to retrieve
all the statements that were coded in any combination. In other words, I was able to highlight
the name of the teacher, the specific interview and the code ‘teaching vocabulary’ and the
software would show all the statements about the topic ‘teaching vocabulary’ in that
particular interview for that particular teacher. If I wanted to look at a specific topic, like ‘use
of L1’ across all teachers, I highlighted all the interviews of all the teachers and then
highlighted the code ‘use of L1” to get at this information. The possibility of extracting many
such combinations made MaxQDA an effective tool for the analysis of my data in terms of

time and accuracy.
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4.9.4 Exploring the cases

This section describes the procedures involved in exploring the cases. The first section
describes the steps involved in exploring each individual case (participant), and the second

section describes the subsequent cross-case analysis.

Exploring individual cases

Exploration of each participant teacher (case) involved the following stages:
1. Description of personal and professional characteristics of the teacher;
2. Description of features of the teacher’s new school;
3. Presenting the attitude of the teacher towards teaching young learners;
4. Presenting teacher’s account of the differences between teaching older and young
learners;
5. Identifying the changes in the teacher’s approach towards teaching young learners

and the influences on these changes.

The first three stages are intended to provide some background information about each
teacher. The fourth stage involves an attempt to reduce the data and to create a foundation on
which to carry out the analysis. The fifth stage responds to research questions one and two. 1
will now discuss each stage in more detail.

The first two stages of analysis involve giving a brief description of the teacher and a
brief description of the school they began teaching at in the beginning of the data generation
period (the schools that participated in the study). Before starting interviews and observations
with teachers, I asked them a number of questions about their background (see Appendix B). I
made use of this information as well as other information provided by the teachers in their
interviews to talk about each teacher’s qualities and their background. In describing the
schools in which the participating teachers worked, I made use of teachers’ interviews,
particularly where they made comments about their school, as well as my observations of the
school environment, the classes and the students.

The third stage of exploring each case makes use of the interview data. Each
statement a teacher made on the topic ‘attitude towards children and teaching at primary
level’, under the heading ‘Teaching Young Learners’ (see Figure 4.2) was retrieved using the
MaxQDA software. The purpose of focusing on this topic at this stage of exploring each case
was to provide an initial accessible description of the teachers’ perspective on children and
teaching children, and how this changed over the schoo! year. To best understand the
statements retrieved using MaxQDA, they were displayed in a time-ordered sequence, so to

highlight any changes in the teachers” attitude towards children and teaching children over the
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course of the school year.

The fourth stage of exploring each case includes a particular focus on the topics
relating to the heading, ‘Differences between younger and older learners and teaching them’
(see Section 4.9.2). The reason for starting off with this was an attempt, on my part, to base
my analysis on what the teacher felt was important rather than imposing my own view about
what was important in their transition to teaching young learners. This approach also extends
my attempts not to impose constructs while interviewing the teachers. Another function of
this step was to achieve data reduction (Miles & Huberman, 1994). By basing my analysis on
the topics that were most important for the teachers, I restricted the number of topics on
which I would conduct an in-depth analysis, therefore allowing time for a more detailed
analysis of the reduced data.

All the topics that one or more teachers talked about under the heading ‘differences
between young learners and older learners and teaching them’ are listed below.

Differences between younger and older learners and teaching them
class management
use of extra materials
use of games
use of songs
use of project-work
use of L1
teaching of grammar

Stage four includes an additional data reduction technique. Using the MaxQDA
software, the number of statements made for each topic was counted for each teacher, and
then represented in a histogram. Figure 4.4 is an example of such a histogram, showing the
frequency of statements across different topics for one of the participating teachers. The
horizontal axis represents the ten most frequently talked about topics, and the vertical axis

represents the number of statements made with respect to each topic.
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Figure 4.4: Example frequency chart of the topics most talked of by a teacher

This data was then combined with the differences identified by the teacher, resulting in a final
list of topics to be explored in more depth. Hence, the final decision about which topics to
focus on for each teacher was in part an emic one, relying on what the teacher herself
identified as a difference between teaching older and young learners, but then also
supplemented by data on how frequently the teacher talked about each topic.

The fifth stage provides answers for the first and second research questions. For each
topic that was a part of the list of topics that emerged at the end of stage four, I first looked at
the changes teachers experienced, in an attempt to answer the first research question, “What
changes in approach, if any, do teachers who formerly taught older learners, experience in
their first year of teaching English in primary school?”, and then I looked at the possible
influences on these changes, in an attempt to answer the second research question, “What
factors influenced the changes the teachers experienced, or did not experience?”

To identify the changes, if, for instance, the teacher had mentioned the use of extra
materials as a difference between teaching children and older learners, I looked at each
statement the teacher made regarding this topic; beginning with the first hierarchical focusing
interview, moving on to the post-observation interviews, and ending with the final
hierarchical focusing interview. The MaxQDA software was used to quickly retrieve all the
statements on this and other topics. My purpose was to find evidence of change in the
teachers’ approach to each particular topic, e.g., ‘use of extra materials’. I supported the
analysis of the interview data with my classroom observation notes. I used my class
observation notes to confirm or disconfirm whether, for example, the teacher actually used

‘extra materials’ in their classes as much as they said they did or in the ways in which they
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said they used them, or whether there was actually any change in their practice in terms of
making use of extra materials. I followed the same procedure for identifying change across all
the other topics selected for in-depth examination in stage four. I also visually represented the
change in what I call, ‘bubble charts’. These charts are described in detail in the following
section.

To look at the possible influences on the changes that emerged from teachers’ data, I
tried to make use of all the interview data to reach an understanding of what may have
influenced teachers’ change process. The interview data on what the teacher said about being
a teacher (BaT), about language teaching (LT), about teaching young learners (TYL), and
about teaching English to young learners (TEYL) all played a vital role in understanding the
factors that may have influenced the changes that occurred or did not occur. If, for example,
the teacher showed a lot of change in her use of extra materials over the school year, data
from what she said about being a teacher (for example, that she is creative, has artistic ability
and likes to go beyond what the textbook offers) and data from what she said about teaching
young learners (for example, what she thinks children’s interests or needs are), was helpful in
making sense of the change. At this stage, I also made use of any other sources of data,
including class observation notes, field notes, and documents. In these sources of data I
looked for evidence of factors that may have played a role in the change the teachers
experienced.

I end each case with an outline of the areas in which the teacher changed (and those
areas in which she did not show any change), what the changes were and the possible factors

that influenced these changes in the form of a bulleted list.

Visual display

Soon after beginning to write my cases in a descriptive manner, I felt the need to look at the
topics and the types of statements emerging from my data from a bird’s eye view. I realised
that having a visual display of the data would give the reader (and myself) a clearer
perspective on what was going on. I therefore prepared a visual representation of the changes
in teachers’ approach to teaching young learners that took place over the school year. I
prepared these visual representations for each of the topics on which I conducted an in-depth
analysis for each teacher. I call these visual representations, ‘bubble charts’. The bubble
charts appear in the next chapter in the analysis of each individual case.

The charts serve the purpose of giving the reader a chance to see, at one time, all the
statements the teacher has made in the interviews held throughout the school year, on one
particular topic. More specifically, they allow the reader to see, at one glance, 1) the

frequency with which a teacher made particular types of statements about a topic, 2) the time
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(during the school year) when the teacher talked about a topic, and 3) how much the teacher
talked about a topic in one statement.

In the sample bubble chart in Figure 4.5, one can see a visual representation of all the
statements the teacher made on the topic of ‘extra materials’ across the interviews conducted
over the school year. The horizontal axis indicates which interview the statements are from,
starting with the first hierarchical focusing interview (HFI 1) conducted on 28 September,
then followed by the seven post-observation interviews (POl through PO7) conducted
throughout the school year, and ending with the final hierarchical focusing interview (HFI 2)
conducted on 17 May. An attempt has been made to space the interviews along the horizontal
axis according to how much time passed between the interviews. For example, more than two
months passed between PO2 and PO3, and for this reason these are positioned further apart.
On the vertical axis one can see labels that correspond to sub-topics within the overall topic of
‘extra materials’. These labels were mostly generated by the teachers’ own words, especially
where she was consistent in her wording across statements. On some occasions it was
necessary to paraphrase what the teacher said in order to arrive at a clear label for a sub-topic.
This, then, was an additional more fine-grained coding of the interview data. Finally, each of
the bubbles occupying the chart area represents one statement on the topic of ‘extra
materials’. Smaller bubbles represent relatively brief statements and larger bubbles represent
longer statements. The analysis deliberately avoided any exact word count. However, in
general, the larger bubbles in any single bubble chart normally represent around 100 words
and the smallest bubbles, by comparison, represent as few as five to ten words. It should be
noted, however, that the different bubble charts are constructed using different amounts of
interview data. For this reason, bubble sizes are not necessarily comparable across charts,

Each subtopic covered by the teachers is represented by a different colour label and
bubbles. For example, in the example chart in Figure 4.5, ‘Sharing materials with colleagues’
was represented by red bubbles and a red label, whereas, ‘Re-using materials’ was

represented with pink as it was a different sub-topic.
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Figure 4.5: Sample bubble chart on the topic of ‘extra materials’

An important analytical dimension of the bubble charts is the ordering of the labels

on the vertical axis. These were only ordered after the bubbles had been generated. The

general rule was that the sub-topic that was introduced first by the teacher was positioned first

(at the bottom) along the vertical axis, and the sub-topic that was introduced last was

positioned last (at the top) along the vertical axis. Since some sub-topics were introduced in

the same interview the following additional rules were identified to order the labels (these

were applied to the data in the indicated order).

1) If two sub-topics were introduced in the same interview, the sub-topic that

‘disappeared’ from the teacher’s discourse first was positioned first along the vertical

axis.

2) If two sub-topics were introduced in the same interview, and also ‘disappeared’ from

the teacher’s discourse at the same time (was last covered in the same interview) then

the sub-topic that contained more words (represented by a bigger bubble) in the

interview where it was first introduced was positioned first along the vertical axis.

Hence, the ordering of the labels along the vertical axis is entirely data-driven. Furthermore,

this ordering of the labels functions to highlight any changes in the teacher’s talk about a
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topic across the school year. In addition, because the labels are largely based on the teacher’s
own words, this order of the labels, and the pattern of change that they highlight, is a further

attempt at taking an emic perspective on the data.

4.9.5 Cross-case analysis

In this section, I describe how I explored similarities and differences between the four cases.
This cross-case analysis responded to the third and fourth research questions, “What are the
similarities in the changes the teachers experienced, or did not experience?” and “What are
the similarities in what influenced the changes the teachers experienced, or did not
experience?” respectively.

The first step of the cross-case analysis was to refer to the summaries that appeared as
a bulleted list at the end of each case in Chapter 5. This list was helpful in pointing out the
common threads that ran through the participants’ interview data. From this list, I focused on
all the topics in which at least two teachers showed change over the school year. For example,
three teachers changed in how they approached the topic of ‘use of extra materials’.
Therefore, the topic of ‘use of extra materials’ became a focus for the cross-case analysis.

The next step was to look at each of the topics (in which at least two teachers showed
change), to see the similarities in the changes these teachers experienced in that area. The
final stage in the cross-case analysis involved exploring what factors influenced the changes
that did and did not take place. For the individual cases, these factors were discussed in
Chapter 5. In the cross-case analysis, a further investigation of the factors was carried out for
those topics that emerged as being common for at least two teachers in an attempt to answer
the fourth research question, “What are the similarities in what influenced the changes the
teachers experienced, or did not experience?” Common factors were then discussed in an
attempt to make sense of teachers’ change process and to, later in the thesis, be able to
provide insights that could be used to guide teacher training programmes, the planning of
education authorities in Turkey and other contexts where teachers had to make such sudden
transitions in their jobs.

In the next chapter, I describe the changes each of the four participating teachers
experienced over their first year of teaching English to young learners and I discuss the

influences on these changes.
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5 Cases

This chapter includes an in depth analysis of each of my four cases. Below is a description of
the structure of how each case is presented. The reason for this particular structure is two-
fold; a) to help the readers follow my train of thought more easily, and b) to ultimately help
me in answering the research questions. This structure is based on the stages outlined in the
previous chapter.

The first section consists of a general portrait of the particular teacher;

1. The second section describes the school in which the teacher was working at the
time of the data generation;

2. The third section looks at what the teacher says (at different times in the year)
about her attitude towards teaching at the primary level;

3. The fourth section presents the topics the teacher identified as differences
between teaching older and young learners and combines this with a frequency
analysis to identify topics for in-depth analysis;

4, The fifth section contains an in-depth analysis of change in the teacher’s
approach to the topics identified in section four, and the factors influencing the
changes;

5. Each case ends with summary of the findings for the particular teacher that can be

carried forward to the next chapter in which a cross-case analysis is undertaken.

5.1 Sevda

5.1.1 A portrait of Sevda

At the time when I was conducting my fieldwork, Sevda was 26 years old. She had three
years experience of teaching high school students (aged 17-18) before she started her new
post as a primary school English language teacher. That was the only teaching experience
Sevda had since graduating from university. In the primary school Sevda started teaching
first, second, third, and fifth grades. The first grade was chosen for research purposes, as it
constituted the biggest contrast, in terms of age group, with her previous experience of
teaching high school students.

Sevda had not had any formal training in teaching young learners before she came to
teach in her new school. She said that she had attended a few seminars on young learners but
added that she “did not approach it in a conscious manner”.

Having been in and out of her classes and spending some time with her over the

course of a school year, I felt that one of Sevda’s most striking qualities was the importance
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she gave to ‘organisation’ and ‘being organised’. She said that she liked things to be
systematic and was quite happy when there was a strict framework for the tasks she was

expected to fulfill. The following quote illustrates this point.

This is a very organised school, everything is very organised, I really liked
that. Even the smallest thing, everything comes to us programmed. The system
is so well established, everything goes well, nothing confusing, everything goes

as planned and programmed, it’s very nice. (HFI 1.073)

My meetings with Sevda went very smoothly, and she always seemed happy to help me with
my research. She did not seem to be inhibited by my presence in her classes for observation
purposes. She did not seem to have lack of confidence even though it was her first time
teaching children and being observed while doing this. She had a very helpful nature. We had
a lot of informal chats outside the interview times that helped me to get to know her better.
This, in turn, fed into my work by allowing me to make more sense of the interview and
observation data.

Although Sevda did not have any children, or any close contact with children out of
school, her relationship with her first grade class made it difficult to imagine that she did not
have any experience with children. In general, her attitude was warm and suggested that she
cared about what her students felt and thought. There would be many instances during each
observation where she would hug the children. She was patient with them and seemed to find

their “naughtiness”, as she put it, natural and sometimes even amusing.

5.1.2 A portrait of Sevda’s school

The main characteristic of Sevda’s new school was that it was big both physically and in
terms of the number of students enrolled. At the time of data generation, there were about one
thousand students, and the school consisted of both a primary and a secondary level. Due to
the large number of students there were also a large number of teachers. This was also the
case for the English department.

The English language teachers were spread out over three different teachers’ rooms.
This seemed to make it difficult for all of them to get together informally. The teachers did
not seem to be allocated to teachers’ rooms according to the levels they were teaching, This
made it even more difficult for those teaching similar levels to interact with each other. Sevda
often commented on how she sometimes could not see any of her colleagues throughout an
entire day. She pointed out that one of the reasons for this was because the school grounds

were large and most of the time she found herself running from one class to the other. She
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also noted that all the teachers had busy schedules so they did not have much time to spend in
the teacher’s room, which further decreased the likelihood of her interacting with her
colleagues.

My interaction with the head of department and other teachers in Sevda’s school, led
me to believe that teachers were expected to follow the textbook quite closely. The head of
department was particularly careful about the selection of appropriate textbooks for each
level. He commented that the choices they made about the textbooks would directly influence
students’ proficiency.

One aspect of Sevda’s lessons that grasped my attention was the difficulty she faced
when she wanted to conduct a video lesson. The textbook she used had a video component
that she was expected to cover. However, every time Sevda wanted to use the video, she had
to notify the administration so that they could send out a janitor to bring the video player to
her classroom. When I asked her about this she said the video player was shared among
teachers. The video player would always be brought slightly after the lesson started and in my

experience this usually caused some distraction to the lesson.

5.1.3 Sevda’s attitude towards teaching in primary school

In this section, I look at how Sevda’s attitude towards teaching primary school children
changed over a year of working with them. In both the first and the final hierarchical focusing
interviews (see Section 4.5.3), Sevda was explicitly asked a question about her feelings
towards teaching children (see Appendixes C and D). Sevda also talked about her feelings
towards teaching children in some of the post-observation interviews (see Section 4.5.4)
without being prompted. Figure 5.1 presents an overview of all the statements Sevda made

about her attitude towards teaching children.
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Figure 5.1: Sevda talking about her attitude towards teaching children

The bubble chart in Figure 5.1 shows a gradual change in Sevda’s attitude towards teaching
children. In the initial interview, Sevda pointed out that when she first came to this school,
she wanted to teach older students (e.g., sixth, seventh or eighth grades) and that she had not
expected to be given the first grade. A comment from her in the beginning of the year, from
the first hierarchical focusing interview, shows how she perceived herself as a teacher, “I
actually think I am more appropriate for high school classes, I mean I believe I will be more
successful in high school classes”. At this point, it seemed that she was unsure about her
ability as a primary school teacher. She said she would try out the atmosphere in her new
school and if she liked the school she would ask to teach high school students in this school
next year. In sum, she was thinking her job as a primary school teacher was temporary, and if
everything went well she would return to teaching high school students. This initial sentiment
is clear from Figure 5.1 where Sevda can be seen to be talking about ‘not choosing to teach in
primary’ and ‘thinking she is better at teaching in high school’ at the beginning of the school
year.

Contrary to expectation, as the school year progressed, she seemed to like teaching
children. Towards the end of October, after my second classroom observation, she talked
about how she liked her first grade class. Then, in January, in the fourth post-observation
interview, she said that she had got used to primary level, “I have got used to them, I have got
used to primary school, I mean it’s so different from high school I can see that now.” Again,
this change is visible in Figure 5.1 (see the pink and yellow bubbles). It seems that Sevda’s
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first step towards acquiring a positive attitude towards teaching children was to get to know
her own first grade class. Once she stated that she was happy with her own students, she
began talking about how she was getting used to the primary school in general. That is, the
first change in her attitude happened in relation to her own first grade class and the next
change happened on a more general level.

In the final hierarchical focusing interview, Sevda, as is reflected in the quote below,
told me the reasons why she now enjoyed teaching at primary school. She said that it made
her feel ‘colourful’, something which may suggest a positive attitude towards teaching

children.

For one it is very colourful here, I mean that’s very important, because when 1
was in high school and jumped up and down in the class, the children, it would
be funny to the children, you couldn’t do it to them. On very rare occasions
once or twice, if they laugh you can laugh too but here you jump from branch
to branch, I mean you jump, you hop, you run, you are very active here, you
use games a lot, because of that I felt myself more colourful, I felt more active.
(HFI 2:004)

As can be seen from Figure 5.1, Sevda’s final statements clearly presented a change from her
initial opinion of herself as a primary school teacher. Whereas in the beginning of the year she
was unsure about teaching very young learners and thought of herself more suited to teach in
high school, at the end of the year Sevda said that she wanted to continue teaching at primary

level (see the red bubbles). Her own account of this change can be seen in the quotes below.

Then I was indecisive actually. I was thinking, the first time I came here, I was
supposed to teach at the high school level, then things changed and I went into
the primary level, I said to myself I will try myself this year, let me see the
school, the atmosphere and if it suits me then I will stay in this school but I will
teach at high school level in this school but now I have decided to stay in
primary school. (HFI 2:096)

I've decided on that now. I mean now I am definitely certain, then I had some

doubts, whether I could do it, but now I am sure, I will stay here. (HFI 2:100)

5.1.4 Differences between primary and high school teaching

In this section, I discuss the differences between older (high school) and younger (primary
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school) students, and teaching these two groups, that Sevda identified. The topics that are
identified are combined with a frequency analysis of all the topics Sevda talked about over the
school year, to arrive at the topics that will become subject to in-depth analysis in the next
section.

There were various instances in which Sevda talked about differences between
teaching high school students and children. However, most of these instances were when she
was deliberately asked to comment on the differences between teaching young learners and
high school students in the first and final hierarchical focusing interviews. This was an ‘open’
question that allowed her to reveal what was important for her rather than being asked to
comment on specific issues that I, as the researcher, felt was important for the study. She
pointed out, more or less, the same differences between children and older learners and
teaching them in the first and final hierarchical focusing interviews. That is, she did not seem
to have changed her mind about the differences over the school year.

In both the initial and the final hierarchical focusing interviews, the differences
between children and older learners she pointed out were 1) the need to prepare and use extra
materials in young learner classes because children learn through more visual means than
high school students, 2) that class management in young learner classes is more difficult
compared to high school classes because children have needs that high school students do not
have (e.g., young children need to be constantly praised; something which is not as necessary
in high school classes), and 3) the need to use many more games and game-like activities in
young learner classes compared to her high school classes. Each of these is discussed in the

following sections with supporting excerpts from the interviews.

Extra materials

Sevda felt that one of the main differences between teaching children and high school
students was the amount of preparation and use of extra materials necessary for teaching

young learners.

The biggest difference here, according to me, is that visual things have to be
prepared, I mean like colouring, photocopies. For example, I look at my
Jriend, a minute ago, she was preparing a wand, you need to prepare a magic
wand and stuff. ... There’s always something, there’s always a need for
preparation, colourful and active things that would suit the child’s style, to suit
the child’s style, I think that’s the biggest difference. (HFI 1:083)

She said that, in the past, she always saw her primary school teacher friends engaged in
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preparing colourful materials but that she never had that in teaching her high school students.
She said that in high school she always prepared handouts but that these were more
mechanical and served the purpose of practising “grammar points”. She claimed that audio-
visual techniques were important for children, and not so much for high school students, and
that she did not use a lot of visual materials like posters, flashcards in high school.

In the final hierarchical focusing interview, Sevda reiterated her opinion that using

visual materials was necessary in primary school classes, as illustrated by the following

excerpt.

I mean I definitely have to have a visual material when I go into that class
[first grade class she teaches), a toy, something is necessary, something
colourful, (HFI 2:106)

Class management

In the beginning of the year, Sevda said that she felt more relaxed with her high school
students. One reason for this was that her high school students were calmer and did not

require as much immediate attention as the young children she was now teaching.

Actually I was feeling very relaxed with them [her high school students]. For
example, when we enter the class, every student has a different psychology, you
enter, one day a student who is very cheerful and active can be very well
behaved and proper. For five minutes before you begin the lesson you can
share his problem, the others in the meanwhile can be somewhat more
understanding, they can act very calmly. But here [in her first grade class],
when I look at the young children, such a thing is not possible. You can only
take the child out of class because you cannot deal with the child and leave the
others unattended. 1 mean in primary school classes this is not possible.

(HFI 1:051)

Another reason why Sevda might have found it harder to talk to young children was that there
was more of an age difference between herself and the children in her class. She pointed out
that the less age difference there was between the teacher and the students the better it was.
When there was little age difference she felt that the students could learn from her
experiences, since not such a long time had elapsed since she herself had been through the

same stages as the high school students were going through.
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1 got along with them very well, the things they could learn from me- because
there wasn’t such a big age gap between us, I graduated and I started
teaching. For example, they had questions about university, we shared that.
Sometimes they would ask things apart from English, about life in general, they
can take things from you, they can make use of some of your experiences.
Because there wasn't so much of an age difference, it went better, here it has
become a bit different. (HFI 1:051)

At the end of the year, she also mentioned how there was a difference between managing her
high school students and her young students, relating it to the short attention span of her
young students. She seemed to feel that the struggle with teaching young learners was to

come up with ways in which to get their attention and engage them in the lesson.

Oh, there are lots of differences actually. I mean, for example, in the first
grade you become a child yourself, like a child you try to find things they will
like, you say what should I do that will get their attention. With older ones you
communicate by sometimes talking to them and by listening to them but their
attention span is longer, the attention span of these ones [her first grade
students] is very short, what was it with the little ones, forty seconds, it's

nothing, and we try to get those kids to sit there for forty minutes. (HFI 2:070)

Teaching activities: Use of games

In Sevda’s opinion, primary school is a more natural environment, involving the use of games
and activities. She said that by contrast, in high school, “the technique was more important”.

She went on to explain this as:

For example, the difference between the present simple tense or the difference
between perfect and past, you create a challenge within yourself about how
you are going to explain it [in high school classes], you explain it this way, and

then you explain it in another way. (HFI 1:077)

The differences in her approach to teaching English in high school and primary school can
also be seen in the following quote, where she contrasts how she approached lessons in high

school and in primary school.

It doesn’t work like where they would stay put in their seats, you would give
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your lesson, they would ask you questions, you would ask them questions, they
would answer you [in high school classes] but it would be more of using

activities [in primary school classes]. (HFI 1:069)

Sevda also felt that in primary school classes the teacher needed to use more of her

imagination and creativity compared to high school classes.

In primary school there’s more activity, it’s busier, you try to find something
new every minute, a game, I don’t know, the exercises are more colourful. At
the other school you only read the story, you gave the grammar, it wasn'’t so

colourful, here it’s very colourful. My books are fun as well! (PO4:100)

Finally, Sevda commented that she “believed games were necessary for children”, and that

“in the other school there were almost no games we played”.

Frequency Analysis and Summary
The following is a frequency analysis to check how the above three topics, selected on the
basis of what Sevda identified as differences between teaching older and younger learners,

relate to the full range of topics Sevda talked about in the various interviews across the school

year.
45 -
40 -
35 -
30 -
25 -
20 |
15
10 |
] i
0. Bl N = = = e
28 2 s § £ € g 88 2z 3
§% & ¥ O 3= 5§ 28 2% ¢
€

Figure 5.2: Frequency of statements in the ten topics Sevda talked about most

Figure 5.2 shows this analysis for the ten most frequently talked about topics. The vertical
axis represents the number of statements made on each topic. The figure shows that of all the

topics talked about by Sevda in the interviews the three topics she had identified as
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differences between teaching older and younger learners were also three topics she spoke
about very frequently. However, the analysis also shows that Sevda talked about ‘Revision’
quite frequently. Beyond this, the remaining topics seem to have been talked about a lot less
frequently.

Based on the differences identified by Sevda, between older and younger learners and
teaching them, as well as the frequency analysis in Figure 5.2, the following topics were

selected for in-depth analysis.

®  extra materials;
* class management;
= games;

= revision.

In the next section, changes in Sevda’s approach to the use of extra materials, class
management, her use of games, and her approach to revision is explored in depth.
5.1.5 Changes and influences on changes

This section contains an in-depth exploration of the topics identified in the previous section.
At this point, in addition to the interview data, classroom observation data, documents and

field notes are used.

Changes in Sevda’s approach to extra materials

In the case of Sevda, extra materials and resources means textbooks, flashcards, posters,
puppets, realia and also technical devices such as video. Figure 5.3 provides an overview of
all the statements Sevda made on this topic, as well as changes in her approach to the use of

extra materials over the school year.
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Figure 5.3: Sevda talking about extra materials

As can be seen from Figure 5.3, Sevda talked about materials fairly consistently from the
beginning of the school year until the middle of the second semester (end of January). By
contrast, she did not talk about it as much towards the end of the year. However, according to
my observation notes, Sevda did make use of materials in a variety of ways and conte