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Abstract

In some instances, firsime rative English speaking teachers embarking onr one

year contracts in South Korea have little or no experience with either teaching, or

with the English as a Second Language (ESL) context. Further, research on the
knowledge base of firdtme teachers and hotliis knowledge basénks to their

experiences in the classroom datively limited This thesis argues that there

are certain patterns and coping mechanisms thattifmst native English

speaking teachers use in the preschool classroom in order fetertheir first

year of ESL teaching. It proposes that these teachers are faced, not only with
teaching dil emmas, but with external i s
influence their practices in the classroom. Thixed methodscasestudy

examires four firsttime native English speaking North American ESL teachers
employed at a private preschobbfwor) in South Korea over the first 12 week

of their yeaflong contractsThe data derive from interviews, journal entries and
classroom obsertians collected in Korea in 2022011. Findings, which were

coded and evaluated using the software progatias.tiand SPSSsuggest that

the use of Opractical knowl edged (exper.
on past experiences) in the classroomdsessary, as little direction is given by

the staff and training is unavailable. Moreover, teacher enthusiasm and
motivation in the classroom and with administrative tasks is quickly muted due

to various cultural differences. Main differences include disparity between

levels of support expected and those offered by Korean staff, a language barrier
between Korean and English and difficulties when coping with some external

issues specific to life in Korea. Further, findings related to some of thelofiscip

techniques in the classroom suggest that consistency in the classroom is an issue
when dealing with instances of o&éspecific
by first-time English teachers are often ineffective in the classroom as a result.

Based o these findings it is questionable as to whether native English speaking
teachers are the best option for private preschools in Korea.
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1. Introduction

It has been noted that the first few years of a teé&hwreer are particularly
importantfor growth, learning and developmeand that there is a period of
struggle which teachers must contend with before they are able to effectively
control a classroom (Clandinin, 1989). In the case of-fiins¢ native English
speaking teachers working in @b Korea, this issue is only exacerbated by the
lack of skills and preparation these teachers have, along with the difficulties of
the language barriers between native English teachers and students or native
English teachers and Korean support staff. Uthis point, very few research
studies have focused on this target group and even fewer on hownfest
English as a Second Language (E8€e Sectior.1) teachers progress through
the initial stages of their teaching contracts. Within this thesiéet a way to
understand how firgime ESL teachers progress and develop by means of their
personal and practical knowledge of teaching.

My work focused directly on native English speaking teachers working

in a South Korean private English preschoolpdtaown as éhagwon( L),

meaning private academy orYaungoyuchiwor(s + +A L) meaning English

kindergarten. The teachers, who were in their-ffestir of teaching the English
language, had no formal teacher training and no prior ESL experMiydecus

was on practical knowtlge and the idea that teachers use experiences or
reflections based on past knowledggh¢u 2008 and that this knowledge is
shaped by a teacl@smpurposes and values (Clandinin, 1989). This study aimed to
determine how teachers used their personal aactipal knowledge and how it
developed over the first three months (12 weeks) of their one year contracts in
Korea. Using the case study approach, | attempted to explore the knowledge of
these firsttime ESL teachers by examining their experiences in amdbthe
classroom and by stimulating their individual reflections on their prior
knowledge through the use of journals and interviews.

My perspective within the realms of this case study research was that the
datawould give a narrativef the lives, skis and strategies of firdime ESL
teachers working in Korea. The four native English speaking teachers in this
study were by no means representative of the entire population of foreign ESL

teachers in Korea, but each of their unique experieccekl ontributeto the
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wider understanding of the issues and challenges facing native English speaking
teachers working in Korealnstruments used included interviews, recorded
classroom observations and participant journals with a focus on teacher

progression.

1.1 Purpose

In order to further understand thaique experiences of the teacherswés
essential to also understand the circumstances surrounding the English teaching
situation abroad. Govardhan, Nayar and Sheory (1999) have identified numerous
issues assmated with teaching English abroad. These include large classes, lack
of teaching aids, uror under trained local teachers with low English proficiency,
textbooks which could be inappropriate for the level of students, unfamiliar
educational bureaucrasi¢standards and regulations unknown to the teachers)
and a lack of congruence between the practices of the visitors and the hosts
(p.116). They came tihe conclusion that teaching Engligha difficult task and
that teachers also netmlaccount for dierences in culture, student attitudes, the
role of the curriculum and the availability of resources. Currently, more than ten
years on from the publication of their study, it appears that these issues are still at
the forefront of the English teachinguation abroadPark, 2012 Further, this
has only been exacerbated by téenglish feved sweeping through many
developing countries, including Korea, and the expansion of the private English
school industry(Park & Abelmann, 2004)These private languagehools are
often run by those with little or no ESL experience and are profit driven
enterprises which targ#te socicpolitical motivations in Korea of being taught
(or in the case of this study, having children who are taught) by a native English
spe&er (Govardhan et al., 199%ark, Byun & Kim, 201). Further, private
language academies target foreigners whose only qualifications are that they are
native speakers of English withBaa ¢ h edegree grem an English speaking
university.

Based on thenformation listed abovethree research questions were
identified

f To what extent do first i me ESL teachers use
knowl edged in the classroom?

10



1 How and in what ways do the lesson plam&l journal entriesf
first-time ESL teachers change esvthe course of a 12 week
period?

1 To what extent do external sources play a role in the progression
and teaching strategies of fitstne ESL teachers?

The purpose of this study was twofold. First, it set out to examine what teachers
actually did in thepreschool classroom. This included their instructional
processes, their understanding of the material, their discipline presedad

their coping mechanismdt also attempted to gain some insight from the
teacher8perspectiveshrough the use of inteiews and journals. Through these
methods, teachers were able to reflect on their experiences in Kovnesl &s

their feelingsand thought processes.

1.2 Chapter outline

This thesis iscompriseseleven chapters. Initially, chapter two, gives a main
ovaview of the key definitions before chapter three, the literature review,
examines past research &me subject of ESL teacher progression. This is
followed by thecontex (chapter 4) and the methodology (chapterwhlich
outline the procedures and straesgundertaken. Chaptsix gives the findings
from the pilot study whilst chaptesevenfollows up with a related chapter on
classroom disciplineChapterseight and nineare devoted to the final study
findings. Chapter ten focuses on the discussion siilts, links to literature and
possibilities for future researclrinally, chapterelevengives the appropriate

concluding remarks and summarizes the study.
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2. Definitions

Before proceeding with the literature review,ist important that key tersn
relevant to this thesigredefined. This sectiojustifies why specifictermswere
chosen to be included in this studige rationale behind each componand
how the terms are related to the overall project

This sectionaddressemain key definitios, gives support for the thesis
title and clarifes phrases used in the research questions. By the end of this
chapterthe scope of the study and the research questions will be clear

2.1  Key definitions

First, the location ofthe data collectionvas Sauth Korea. However, the official
nameidentified for this country ishe Republic of Korea (ROK), which was
established after World War 1l. Further, when speaking to native English
speakers actually living in South Korea, many simply referred to the goamtr
Kor ea, and whil e | recognize that the te
the purpose of this thesis, the terms South Korea, the ROK, and Korea are used
interchangeably and are used to describe the approximately 93,000 square
kilometres of landwhich lies adjacent to both China and Jafidandbook of
Korea 2000Q.

Second, it was necessary to clatifg choice of referring to my group of
participants as ESL teachers. There seemed to be many definitions feorESL
least, associated with jthere were thosehich related ESL and its counterpart
English as a Foreign Language (EFt9 the Inner, Outer and Expanding Circle
countries (Kachru, 1992) with EFL being denotedaas instance wher¢he
English languagés learned outside of the ne# situation and thus outside the
physical boundaries of native English speaking countries. However, as time has
passed, this description has become a vague representation of the boundaries
defined years agat, beingnotably argued by Smiti1981) that tlese definitions
arefioverlapping in definition and neither EFL nor ESL seems adequate to fully
describe the present staief Engl i sh | anghisaspecausizeage o ( p

situation surrounding World Englishés far too complex for such a simplistic
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label(Graddol, 2006)Conversely, | have recognized the need to assert some sort

of termwhich accurately represented the English language learning system in the

ROK and how it could be most clearly portrayed for the purposes of my study.
Nayar (1997) anged that one possible interpretation of ESL and EFL

stemmed from the breakup of the British EmpiBecauseof this breakup,

numerouscountrieswhich were depeneht on the English language through

intellectual, administrative and bureaucratic associatelied on English for

their survival. However, because the teffioreign languag@did not accurately

describe the situation present in these countries, theGgetond languagevas

seen as a better option. Nayer (1997) suggested:

Learning English becamen essential part of the educational system of
these countries and, in deference to the ethnonationalist rights of the
indigenous languageEnglishwas given the status agdeconélanguage
althoughin order of acquisition it may well have been third ourth.
This utilitarian function of English was perhaps an important feature that
eventually created an identity of ESL separate from.Es11)
South Korea may not have been part of the British Empire, but its reliance on the
United States during thiéorean War and po<t997, after the IMF crisis, was a
similar story to the reliance of those other countries which were left toféend
themselves after the breakup of the British Em@e® (Sectio.2.2).
The second reason | selected the term ESLnfg study was that the
foreign teachergsvho were my participantassociated themselves with the term.
All of the teachers, the Director and the Owner referred to the job positions held
by the study participants as ESL teachers. Further, jobs have beeordimiie
to be advertised on popular English Teaching websitesch( as
www.eslcafe.com) aESL jobs in Korea, noEFL jobs. Because this generally
suggested that the teachers thought of themselves as ESL teachers and because it
seemed to be the generaligcepted norm in Korea, ESL was chosen as the

preferred ternand was used throughout this thesis.

2.2 Thetitle

The title of this thesiss the teaching progression of firitne ESL teachers in a
South Korean private preschoolnitially when describig progression, the

dictionary defind this term as the act of moving forward or onward movement
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(progression, n.g. I have adoptethis term, howevemwhen describingeaching
progression, multiple other views became involved. Meyer and Bo{2665)
suggestionthat teacher progressioves the actual development of teaching skills
over a set time periowas included Furthermore, | incorporatedhé views of
Beauchamp (2004yvho suggestdthat teacher progressionud be assessed by

the use of a continumu based on a generic framework whiduld be designed

by the researcher. He ndt¢hat although teaching progressiaras variable,
teacheravould likely transition into a teaching style whigbes suitable to meet
their needs. It was essential for my casgady to thoroughly examine the
adaptive teaching styles of the participant teachers in order to gain an overall
picture as to what occurred during their first 12 weeks as ESL teachers. By
putting each teacherds pr ogdeesnmeanyn on
relevant trends between the participants.

I n reference-ttiamedbhevhear medftiti ag t
definad teachers who thabsolutely no experience teaching ESL before their
arrival i n the -tRiOM&adusEdchieterchaageanly With the s t
terms O&énov-see @i awsin teplitemture (Brinton & Holten,
1989; Numrich, 1996; Moni, 2000; Rivkin, Hanushek & Kain, 2005).

| have chosen to use firBine teachers for several reasons. The Yuag
that my hypothesis, relating to firdime teachers,was similar to the
autobiographical references suggested by Hamilton (2005). He sed)tjest
when embarking on something that one has never done before there is a sense of
excitement and an urge to share wbae is learning with others. Secorzohd
also noted by Hamilton (2005), and also by Moni (2000), thetdd bea steep
learning curve when doing something for the first time, especially in reference to
teachers. This, in turn, da the changes in teach@rogressionn my study
easier to identify and to document. Thiitdyas likely thatexperienced teachers
generally had a variety of learned teaching methods and styles due to their
previous pedagogical knowledge and their coping mechanisms withinShe E
setting. Therefore, since would have beeralmost impossible to find two
teachers with exactly the same teaching background, it vvawe beenlifficult
to accurately study the teaching progression of these more experienced teachers
in comparison tane another. Therefore, for the purposes of simplicity and due

to the comparative nature of this study, ftiste teachers, who had not
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participated in teacher education programs or teacher traamdgvho had no
formal experience related to teaching &imy subject)were the best participants
in relation to this study.

Finally, itwas | mportant to define the phras
term meantan educational institution thatas not run by the government but
rather one thatauld be operated by business owner with the intention of
making a profit. Known in Korean as leagwon ( ) or youngoyuchiwon
( ), this type of business could theoretically teach all levels/ages of
students in all subjects, howevéor the purposes of this studygtoseto focus
on the English classes inpaivate preschoalvhich teaches students between the
ages of 3 and 7. | have chosen preschool children for similar reasons to why |
have chosen firsime teachers. In this preschool environment, students had no
morethan two years of preschool experience before they were introduced to their
first-time ESL teachers. Some students had no experience with ESL teachers.
Once again, as suggested by Davison, Seo, Davenport, Butterbaugh, and Davison
(2004) the learning curvat the preschool level is steeper thathia latter years
of education.Therefore, byinvestigating first-time teacherswith preschool
students, Ihoped toget data at a time period whiclas critical in the

development of both teachers and pupils

2.3 The research questions

The first research questioves as follows

1 To what extent do firstime ESL teachers use their practical

knowledge in the classroom?

My hypothesis for this research question coindigeth the theories of Carter
(1990 thatteaches 6 pr acti cal knowl edge guides th
in classrooms. When defining thedterm 0rf
on the exact definition, however Fenstermacher (1994) definggr act i c al
knowl edged as exp ewhicletrachers hasbadbasedeoh | ect i on
their knowledge which they have generatedm their own encounters in
education Further to this, Meijer, Verloop and BeijagtiP99 defined practical

knowledge as having six components. Thesaprised
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1. It is personalj.e. unique to individuals
2. It is contextual,i.e. each teacher will adapt to the classroom
setting in which he or she is put
3. It is based on experience, meaning that it will develop through
teaching practice
4, It is tacit, which means that it is difficult feeachers to be able to
explain this knowledge to others
5. It guides a teacherdés teaching pra:
6. It is content related, i.eelated to the subject that is being taught.

Moreover Elbaz (1981) suggesd that five orientations of practical knowledge
exist. These include situational knowledge, theoretical knowledge, personal
knowledge, social knowledge and experimental knowled@pere is significant
overlap between the definitions above, specifically that practical knowledge is
unique to each teacher and geelto explain why they do what they do in the
classroomElbaz (1981) goes into more detail thant€a(1990), Fenstermacher
(1994), and Meijer, Verloop and Beijaaftio99 by explaining that social and
experimental knowledge include views that teasti@ve on specific subject
matter and that these relate to a general orientation to theory (B¥9).
embracing these definitions during the course of this stiidig noted that
knowledge which teachers can inherently know and can learn through experience
is 6practical knowl edge. 6

The second research question reldtethe design and implementation of
lesson plans as follows:

1 How and in what ways do the lesson plansl journal entrief
first-time ESL teachers change over the course of a 12 week
period?

A lesson planwas defined, for this study, as a set of written intentions for a
specific class; itoauld haveincluded, butwas not limited to objectives, activities
time-management information and goals. In the case of this stualgpitrelated
only to a grammar, language arts or storybook c{aes maths, science, theme or
PE classe$ see Sectior.1). My hypothesis for this research question aligned
with the ideas of Johnson and Gmbek (2003) who suggest that novice
teachers wuld initially heawvly rely on a lesson plan andowld structure the
lesson plan on a mometgt-moment basis until thewere comfortable in their
environment andid not require such detail to conduct instructional activities. |

choseto examine howeacherschange these lsson plans and the subsequent
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journal entriegshroughout the course of a 12 week period for two main reasons.
This initially relatel to the first research questiorhypothesizedhat as practical
knowledge evolve for first-time teachers, their lessorapswould alsoevolve.
Second, kchosethe 12 week benchmark as a finishing point for this evaluation,
as by 12 weeks, the participam®re 25% through their ongear contract. At

this point, teachers were generally given an internal review by the Dit@uto

were likely to receive more responsibility within their role as English teachers
(e.g. planning field trips) and might be given further direction should they not be
progressing well in their current rol e.
steep learning curve for teachers (see Section 2.2), | used 12 weeks as an
adequate evaluation time period for this study.

The third research question focdsen the exterior factors thavere
present for teachers studying in the ROK. The research questsass follows:

1 To what extent do external sources play a role in the progression
and teaching strategies of fitstne ESL teachers?
It was fairly obvious that when moving to a foreign country, such as the ROK,
factors whichwere not directly related to éhteaching of ESL in preschool
classrooms wuld haveimpaced first-t i me t eachersd percepti
mechanisms. This research question inéehtb determinethe nature of the
factors thapredominantly influenatthe participants.

In her autobiogramcal account of teaching in Taiwan, Woods (2001)
describd wor ki ng Obarefootd as a cultural e X |
This specific experience (which isne example of the phenomencommonly
t er med O c uWwsa alsoeelewarit todhe &QPlkas shoes are commonly
removed at the door and slippers are donned to maintain cleanliness throughout
homes, classrooms and ot her iwassohly t ut i ons
one of many factors that influerctéeachers working in the ROkeeChapter
8). Yet all of these experiences and the responses to them bynfiesteachers
would haveinfluenced how they actd and aughtin the classroom. With this
research question, the intent was to identify what the external fastozs how
they hal influenced the teacher why theywere relevant to teaching ESL, and

how the coping mechanisms of teachedfectedtheir classroom abilities.
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2.4  Chapter summary

It was understood that, when detailing definitions for a study, past researchers
did not always agge on the underlying meanigf a word or a phrase. Further,

the use of words in different context@s exemplified throughout the different
disciplines of resealc This chapter outlinethe key definitions relating to South
Korea, the title of the thess and some of the essential terms within the research
qguestions In the next chapterr literature review, thditerature relevanto this
thesisis critically examined and analysed, in order for the reader to gain enough
background knowledge to fully uedstand the congments of this research

project.
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3. Literature Review

3.1 Introduction

The purpose ofhis literature reviewis to outline the findings and issues raised

by other researchers and then to suggest their relationsHtips tourrent study.

Through the examination of past research anddéetificationof o6 gags o6 i n t
research, justificatioms provided for themethods undertakesnd tleories used

in this study. Itis necessary to identify the conceptual issues, framkswor

models and theories suggested by others to advoabdiy within this study. It

is also essential tanalyse these areas criticallg discrepanciesan be found in

past studies

On one hand, abundant research has lmegrluctedon some of the
materal relevant to this thesis. For example, thess ample information on the
emergence of English language use in the ROK and its adaptation throughout
history into a language which is now commonplace in Korean society, as it is
studied in public schoolsiniversities, and private institutio(dung & Norton,

2002) In part one of this literature review, the history of the ROK and the
emergence of English language useexamined.It is arguedthat it was the

i nfluence of the Uniotedt8r aédt ed 4d dhtei PRPOKa s
Korean War (195®3), which prompted Koreans to acknowledge that English

was beneficial to their future development. Yet despite this revelation, it took

several years, prospective trade interests and significant interve(diuh

persuasionpy the United States before Koreans truly recognized that English

would be an essential language for industrial groiMfestphal, Rhee & Pursell,

1979)

Despite the recognition that English was essential for communication
and trade, lague that9%9h& e&mpastwvas a more sighn
Korean history, in reference to the use of English, as the significemicial
failings in Asia led Korea to be a part of the IMF crisis (1987, weakening the
economy and subjecting botlegple and businesses to financial and emotional
hardships(Feldstein, 1998)However, while recovering from this economic low
point, English language use emerged as a desired language for Korean
youngsters to learn. The Korean government implemented gapimgrams in

the classrooms and private language institutions flourigk@d, 1999) This
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increase in English language schools continued to rise, meaningviieaenple
choice for parentgof young children)or for older students who wish to learn
English. Futher, it was not only the language schools which flourished -post
1997. During this time, Englisbecamemore of a global languag
Part two ofthe literature reviews devoted to the role of the native
Englishspeaker in the ROKsee Sectior8.3). This studyis concerned primarily
with three areas of interest as they reddt® the native English speaket) the
novice ESL teacher, 2) the native Engli s
the progression of ESL teachers in practice. First, tlaigto examine the first
time ESL teacher which metah h a t a Onovi c eecedechtglbe sh t ea
defined (see Section3.3.1), and the reasons why privat language schools
actively chee to hire these inexperienced teacmemded to beentified This
examinationis followed by a discussion on why the native English speaker
perceived to be the Oideal 6spgemeyédi sh t ea
notions suggested by Koreanthat native English teachers could give a more
accurate explanatioof the English language and the theories behind learning it.
Research for and against this area of thougliscussedThe progression of
novice teacheralso needto beexamined. In this area, past reseasaeviewed
relating to how teachers geneyalgrow and learn. Althougtihere is been
significant research relating to the progression of teachers in English speaking
countries, relavely little research has bee@ompletedon the progression of ESL
teachers, especially in relation to teacherseut any formal training. Thiss
one of the 6géeesSéctionB4 t he research
Building on teacher progression, part three of this reveeamines the
role of private language institutions in the RORhis is a neglected area of
research The paucityof researchrelating to South Korean private language
schools could have occurred for a variety of reasimefjding issues relating to
availability of language school owners, access to research within private
language schoolgndbr it could haverelatd to something much simplesuch
as the articles about South Korean private language schoels written in
Korean rather than EnglislBecause of my lack of fluency in Korean, these
articles were inaccessiblBespite all of these potential limitatigrihis section
of the literature revievattemps to describe the role of a private language school

from available past research.
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In part four of this literature review, the focusovestoward more
conceptual and theoretical models relating to this thveisisan emphasis on the
purposeof the research. This sectiog meant to prepare the reader for the
upcoming chapter on methodology by clarifying some of thenkethodological
practicesessential to this study. It also addesss he mai n Oo6sgearghs 6 i n t
and reflect on some of the issueghich arisefrom the research questions.

The last section, part fivg@rovidesa detailed summaryf the review.

3.2 A brief introduction to the history of the ROK
3.2.1 The emergence of English in the ROK

The first language in the ROK is Korean, yet currently hundreds of new job
vacancies for English teachers appear on popular ESL websitgs (
www.eslcafe.com; www.hiteacher.com; www.esljobkoreg.agjly. Korea has
become a unique environment with Englishiree forefront of daily life where it
has become a necessity, rather than a desire, to be able to speak Hnglis&
Norton, 2002) The question then becomes, how did this unique environment in
the ROK come to exist? It appeahat the dependency ohé United States
throughoutrecenthistorywas onepossiblefactor.

Out of the deepooted impact of the Korean/American relationship,
English energed as a subject whichstudied in public schools, private language
institutes and one that is used dailyKorean businesses, especially in those
which have expanded into the global market. It is obvious that English is an
essential language for Koreans. At the school used in this study, it costs
W800,000 per monti{$800 USD)for preschool students to attenshich is a
significant proport i on(thi®odouldabe tipatdid3 df y s mon
household income) (Nuna003)

3.2.2 Korea/Americarelations 19451997

One could argue that the bond between Korea and the United States started early,
as thdfirst U.S. military contingents landed in Korea in 194Sme would argue
however, that it started much earlier in 1845 (MacDonald, 1981) when
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Congressman Zadoc Pratt (an American) suggested that treaties should be made
with Japan and Korea to protecishrecked seamen. However, for the purpose

of this thesis, 1945 (or around the end of World War Il) will be used as a starting
point. From this time, th&).S. had one main goalto be an occupying force in

an attempt to disarm the Japanese tragjtispresent in Koreaand to maintain

order (Han, 1974) By 1948 (when the Republic of Korea was first established),

the United States had become the principal protector over the country. At this
point in history, the United States was responsible for ensurengéafety of the

ROK from external military threats and also played a key role in establishing
economic sustainabilittSuhrke, 1973)

ThisUS.r ol e of ¢optinued iate the mext Glecade as the
United States military was able to thwart an attelmpCommunist North Korea
to invade the ROK in June of 1950. During this time, the United States had over
157,000 casualties, lost over 33,000 men in battle deaths and spent more than
$18 billion (Kie-Chiang Oh, 1969; Sungjoo, 1988uggesting that they eve
heavily committed tomaintaining their role asgprotectod over South Korea
Since the 6éendd of t W% milKaoyrhasacontinlédto ( ~1 95 S
maintain troops in the ROK and has military bases throughout the country. In the
eyes of Koreansthis presencerimarily assiststo deter North Korea from
attempting another invasion, but to the United States, having bases in South
Koreaalso allows it to have key access to information dedker intelligencein
East AsigKim & Jaffe, 2010).

During the 20 years that followed the Korean War, the United States
provided vast assistance to the ROK in three main areas: financial aid, economic
stability, and military assistance. By 1973, the United States had given the ROK
nearly 8% of its worldvide foreign economic and military assistance and had
provided the ROK with almost $11 billion in aidthe second highest amount
given to any country at that time (the first was to Vietnam). Furthermore, the
ROK received nearly $3.5 billion to support their eaoio development
between the years of 1954 and 1930ngjoo, 1980; Stubbs, 1999)

With the abundance of aliking given to Korea, a relationship emerged
between the ROK and tHe.S. This relationship was never meant to be equal,
but was rather a compdy onesi ded OpartneldShsitipe, &8 wi th

unquestioned leader and it was primarily based on assistance and influence
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(Suhrke, 1973)This relationship allowed thd.S.to make policy decisions and

to have significant influence over the domestic fomdign policies within Korea.
Some of the decisions did not take into account what was best for the ROK
overall, such as the movement of Korean troops to Vietnam in 1965, yet Koreans
were able to see that the unique relationship that they had with$hkad some

advantages. As orioreanstudent wrote:

The peculiar fact that Korea had become the colony of aWestern
power [Japan] differentiates Korean nationalism from any other colonial
nationalism. Whereas most of the colonial nationalists ar¢eavorld
looked upon the Western powers, or white race as a whole, with at best
suspicion and at worst hatred, the Korean nationalists looked upon the
Western world as the pioneer of liberalism and a new civilizatiee,(
1963: p.277.

3.2.3 Reflectionson this period

From the end of World War Il up until 1997 was an interesting time in the
history of the ROK. Koreavasa country that had constantly been occupied by
China or Japan and found the influence of th8.to be asomewhatwelcome
change tdhe suppression they had felt in previous years. The dependency on the
U.S.in the postliberation period was not only accepted by the leaders, but also
by the general publias benefits such as the aid given to the ROK allowed for
development and sustaibility of resources after the Korean War (Wagner,
1961) From the perspective of the Korean officials, it appears that they were
fully aware that theéJ.S. wanted to influence the way in which aid was spent in
the ROK as well as how the country would depe{Suhrke, 1973)However, it

does seem thdoreanswere willing to accept these rules as a traffe as it
appears that the fear of Communist North Korea was a real threat during this
period (Haggard, Kim & Moon, 1991)Fear, as it has been shown céesd

times throughout history, can be a real motivator for change. It can also change
the way that the general public feels about their government, creating something
of a o6érally around the flagbd effect.
not spgeak up when they felt things to be unjust (as in the Rhee period) but with a
rapidly growing economy and an increase in stability throughout the region,

revolts were less frequent.
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It could have been the timing, with the economic boost after the Cold
War, it could have been the threat of Communism felt both in Korea and in the
USA, or it could have been one of many other factors which contributed to the
unique relationship that was formed during this time period between the ROK
and theU.S. Keepinginmid t hi s rel ationshisgpedand

partnershipd one can begin to see how

as the language of choice. In order to properly communicate with their American
counterparts and in order to keep their foretgade rates with th&).S, a
common language needed to prevail. In the case of the ROK, this language
needed to be English, as the Americans were unprepared or unwilling to gain
proficiency in Korean (Wagner, 1961)n the next section, Koreéapost 1997,

the relationship between the ROK and thsS. will be further examined and
continued to show howhe ROK has become a unique environment for English
language learning, and why the United States had so much influence on the type

of English learned.

324 Korea and the IMF crisis

Korea fell victim to the IMF crisis in November 1997. However, unlike some of
its neighbours who alswere affected (Thailand and Indonesia), Korea was in
the unique position of having significant U.S. influence actually ptesethe
country through the form of 35,000 U.S. troops stationed in various locations
(Pempel, 1999). Furthermore, the United States had made significant financial
aid contributions to the ROK up until this point, and therefore had a valued
interest inthe future of South Korea.

The IMF came through with a $57 billion package bailout Korea
under the agreement that significant reforms be made to the financial sector.
Seoul reluctantly agreed to the reforms which inclutteign ownership of
corporatons, an opening of domestic financial markets to foreign banks and
insurance companies, the importing of foreign cars and an end to the government
providing loans tofavouredindustries (Pempel, 1999). These types of reform
requests were typically outsidé the usual demands made by the IMF, but after

a closer look at the Korean economy, it was argued that Korea would not be able
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to pay its debts unless there was a substantial overhaul of the economy (Pempel,
1999).

Regardless of who was initially resgsiole for the reforms (some argue
that these reforms were streagn tactics by the United States to change what
they did not like abouthe Korean financial secto(Bluestein, 2003)), the IMF
crisis sped up the process of globalizatiaransparencyand @enness to
foreignersby allowing foreigners more access to what had originally been a very
private country (Kirk, 1999). Recognizing the emergence of this globalization
many Koreansealized that being able to speak English was becoming essential.
Kirk (1999) has suggested that it was this pendten the private language
school industry began to flourish. Although many were hampered by limited
funds, students attempted to learn the language in the hopes of securing better
employment or opportunities fouscess.

The desire to learn English in Korea has not subsited007, Korean
families spent $13.6 billion on private schooling (K&nPark 2010). Of this
number, Englisteducation was the top subject on the list. With this spending, the
number of privée educatiorinstitutions continue to grow based on the market
demands. This, in turn, alledfor more native English speaking teachers to find
employment in Korea creating a unique environment whgahrently has
numerous under oun-qualified native Eglish speaking individuals teaching

English classes in Korea.

3.3 The role of the native English speaker

3.3.1 Defining the novice teacher

The difficulty in defining a novice ESL teacher in the ROK is that there are no
clearstandards created througksearch in order to do so. Further, in this study,
first-time teachers are being used as participants, but can they really be classified

as teachers? They have no previous experience, no qualifications specifically
related to teachingother than a Bacheits degree from an English speaking
university) and possibly no understanding of
which is currently sweeping through the R@&ong, 2004)Pair these issues

with the fact that these firsime ESL teachers likely k@ no experience with
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preschool aged children and it seems like there will be very little chance for
anything to be accomplished in the first few months of their ESL contract other
than complete chaos in the classra@eeChapter 9.

Yet despite these amy drawbacks, what these novice teachers do have is
t he ability t o speak t he | anguage and
knowl edged on teaching, baseoflleaming t hei r ¢
but is this enough to be able to teach preschool &mglAccording to Breshears
(2004) It I's not. She states AESL teache
speaker status is not enough to qualifyanr® a t eacher gp2/)Br eshear
Further, Breshears (2004) suggests that ESL teachers are naisjonodés
because they lack the social standing granted to other professions, and that since
it is the business sector rather than professionals who determine the eligibility of
teachers to work in ESL, little can be done to raise the quality of educatibe i
classroom and to prevent inexperienced teachers entering ESL classrooms. Yet
Breshearsdéd (2004) mai n f ociu@Ganadaganddn wuni ve
woul d argue that a teachaenrKorsaisslglthe i n a |
different.

On one hand, preschool students are unlikely to question the grammar
aspects of the language in the way adults do, consequently, if teachers are
unclear about certain terminology or the logic behind the construction of a
sentence, they are likely going to &lgle to get through a class without having to
vigorously explain all the detailsee Chapte8). On the other hand, preschool
children come with other challenges. Research suggests that 10% to 20% of
preschoolers exhibit moderate to severe levels of hetnal problems (Kim,
Stormont & Espinoza2z 0 0 9) . Therefore, early chil dhc
prepared to provide behavioral supports for children with challenging behaviors
so children can learn appropriate social andrsedfg u |l at ory methavi or s o
Beckner, Mitchell & Richter, 2005 as cited in Kehal.,2009 p.227).

Relating to the &épractical knowl edgebd
Ross (1980) suggestt h at o n edived flom tritical insidents related to
personal experiensewhicharees abl i shed early in oneds |
change, even when contradictory evidence is supplied. From this Borg (2003)
further notelt hat t hese personal beliefs and exryg
a | ot about ,whiedatie (1975 dugdeqt th& eis type of idea
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i's known as a teacher 6 sBog@&@Pparguathatc es hi p
Apreservice ESL teacherso6 beliefs may be
formal language learning experiences, and in kdlihood, will represent their
domi nant model of action duri m@8).the pra
Therefore, a significant theme tha&mergest hr ou g h t he use of
knowl edged is that teachers aresdni kel y t
their prior language learning experiences. This is true for both novice and
experienced teachers. Therefore, although novice teachers may not have the
qualifications necessary to teach ESL, they may be able to rely primarily on their
Opractilecalgelbnawm order to be successful i
teaching.

From this past research, it appgd#nat in the first few months of ESL
teaching, novice teacterelyheavi l'y on their Opractical
phenomenon aloneods not tadlly represent whaits expected from this study.
This is because practical knowledge is something that is built up over time, and
perhaps even something that teachers are unaware of in the first place. Therefore,
while some aspects of practical knowledgé e examined, this study focuses
more on the coping mechanisms and changes in teaching styles that novice
teachers exhibit over a set perididwas apparent fronboth the pilot and main
study that the circumstances surrounding tbeige teachersn Korea (both
external and internalould influencetheir teaching style and classroom
management see Section6.5). It is through teacheré u s e of Opract.i
knowl edge, 6 their external experiences a
which fully influence their role as an ESL teachend that based on these

experiences, teachers need to adapt.

3.3.2 The practical knowledge of knguageteachers

For the purpose of t hiisglefineth as ®xperignceé@r act i c
reflections that teacherae, based opast personal experiendg®nstermacher,

1994 Chou, 2008 This is essential for teachers working in the ROK,imas
generalmany L2 teachers arrive in the ROK with little prior knowled§evbat

language teaching ultimately entails. Yetspi¢ée claims by researchers that

6practical knowl edged is an essenti al C o
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Golombek, 1998; Zanting, Verloop & Vermunt, 2003), there are those who

believe that novice L2 teachers cannot develop effectively withowtsthistance

of Omast er educator so and wel | respect
(Hedgecock, 2002).

Johns (199 suggests t hat | anguage teach
practice,® and this means that it has pr
orsarate communities. Hedgecock (2002)

should be functionally proficienti grammatically, sociolinguistically,
discursively, and strategicallyi n t he | anguage(s) they teec
teachers need to develop perfatime, descriptive and metalinguistic skills
which are essential if they intend to make decisions about curriculum content,
lesson planning and pedagogical procedures (Andrews,; T8@ndall, 1999
Carter, (1994) suggests that this general idea is mquEds/e of teachers being
6l anguage awared6 and that | anguage teach
knowledge of the language and the linguistic symbols and expressions from
which language teaching is composed. It is this mastery which will gareérs
confidence in the teacher and the practices in the classroom. Therefore, novice
teachers must quickly master the knowledge practices and terminology of
language teaching in order to be accepted as a memlteoi t he &écommuni t
practice. 0
Hedgecak (2002) further suggests that a solution to incorporating
novice L2 teachers into the language teaching community would be to have
experts in the L2 field transfer their theoretical knowledge to novice teachers.
This transfer of knowledge does not hawde transmitted at a particular time or
through a particular form, but can come through a variety of different modes.
This transfer, along with rigorous study of linguistic knowledge will assist novice
L2 teachers to have a deeper awareness and gairtinstg the realm of
language teaching.
Although the views of Hedgecock (2002) are logical and coherent, when
related to novice teachers pmivate South Korean preschools, his views appear
over idealistidoecause 1) there are simply not enough Engliathiers willing to
transfer their knowledge to others, and 2) perhaps current English teachers would
not be receptive to the advidadeed, imightbe ideal if ESL teachers in Korea

had mentors, and senior members of the L2 community to rely on for gaidan
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however Faneslow (1988) argues that being helped by a mentor or supervisor is
not as beneficial amatchingother teachers teacNeither of these strategies was
available to the preschool teachers used in my study, as the time pressures and
cost cutthg measures by the Director and the Owdat not allow for
observation or mentoring assistarisee Chapters 8 and.9

In the ROK, an ESL teacher at the preschool level is not required to have
any teaching experience ancaisammadnong
English speaking university, they come from one of a few select English
speaking countries eligible for Korean visgagsg. Canada, the USA, the UK,
Ireland, South Africa, Australia or New Zealarah)d they meet the health and
background checkequirements, they are eligible for employment.

Hedgecock (2002) does address this point when he notes that:

recent research unfortunately suggests that, due to insufficient linguistic
and metalinguistic awareness, language teachers are often undeegrepa
to provide the descriptive and explanatory information that so many
language learners expectgain from classroom instructiop.307)
The explanations relating to this phenomenon are vast, but are perhaps related to
the type of teacher that choosbe ROK for a place of employmei@ne former
ESL teacher in Koredatthews (2005), writes:

Going to Korea was a risk, but so was staying here depressed. Not only
would | have an amazing experience, | would be able to save money and
pay my bills. Aboveall else, | was attracted to the idea of having an aura
like a moviestar. A broad smile spread across my face as | imagined
crowds of happy Koreans cheering for the English teacher, beautiful girls
in lingerie pampering me and feeding me grafie4d2)

Matthews (2005) further describes his experiences in the ROK working for a
private language institution. His decision to go to the ROK was not based on
mastering his linguistic capabilities or improving his apilib design relevant
curricula or lesson plas. His desire was to pay the bills since he was unable to
secure employment in the United Statess important to note that this entwes

a single accountf the life of one ESL teacher and does not necessarily represent
the majority. However, it iSkely that other teachers acarrently enticed by the
same benefits that Matthews (2005) wdsee return airfare, housing, meals and
more. Therefore, since it is possible that teachers are moving to the ROK for
motives that are not directly related t&lEteaching, it is likely that when they
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arrive, they wil |l need to rely on their
ESL lessons in the classropmspecially because they would not have received
any formal teacher training prior to arrival

Theresl ts from past research seem to i
knowl edged is something that has been th
ESL teachers with the linguistic and metalinguistic awareness that is required for
the field of second languageathing. On the other hand, if Matthews (2005) is
taken as an example, it does not appear that there is concern about a lack of
practical knowledge or of linguistic awareness, rather, that teaching in Korea is a

means to Opay theskvel | sé or to increase

3.3.3 Teacher/Student issues in the classroom

It is commonly acknowledged that the current teaching practices of ESL teachers
are based on 0 p(Cradalile9; Powelh D986 Gotbpkek, 6
1998)yet, the question becomes, is theeful when teaching in another country?
Issuesof culturecanbea si gni fi cant i nfluence and gui
their preschool childre(Cheah & Park, 2006 As previously argued, the ROK is
a unique environmen(see Section3.2.3. At one pont, traditional Korean
society was based around Confucianism with significance being given to areas of
filial piety, a familyd ®riented value system, collectivism and msigeriority
(Cheah & Park, 2006). Yet unl whoalsosome of
value Confucianisinthese values changed with the emergence of the Korean
War and with the prospects of industrialization and political turise# Section
3.2.2. In current times, Korean families have modified their views on
Confucianism and tendo consider only their own families weddeing and
achievement . Further, because of the O6hi
tend to not only emphasize group conformity, but also encourage individual
success$ a view significantly differat from othe Asian countriesTherefore, it
can be said that although Koreans may consider themselves to be collectivist,
there is an emphasis on saffsertion which makes Koreans the most
individualistic among Asians (Cheah & Park, 2006).

Despite Western ideas ihg embraced in Korea, much of the

information obtained is accessed bygart s t hr ough ®B@Egks and
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English private preschool ownerghich currently, poses two main problems.

First, the Western ideas being obtained tend to clash with thei€anfviews of

parents which is creating confusion (Cheah & Park, 2006). Second, what the
parents are reading and hearing from 0ex
happens in Western society, which creates added pressure on ESL teachers who

are tryirg to meet unrealistic parental expectati¢ag. that the child should be

able to master the English language with#i2 months) One argument, as

described below, is that this situation is leadingb&havioural issuege.g.

excessive bullyingtempertantrums)in classroom situations (Cheah & Rar

2006; Shin & Kim, 2008; Kinet al, 2009).

3.3.4 Issues which novice teachers may face in the classroom

3.3.4.1 Behavioural problems

A study by Kimet al. (2009) was conducted related to challenging behas
exhibited by Korean preschool studeniBhe study, which involved 297
preschool children as well as their parents and teachers, examined child social
behaviours including peer victimization as well as teachéd relationshipsin
this study, theynoted thatl0% to 20% ofthe children exhibied moderate to
severe levels of chahging behaviour. Thisincledli nst ances such as
tantrums, moving excessively, arguing with others, disturbing ongoing activities,
aggression toward people or obgct and di sobedi encebo (p. 2
behavioursare taken from theSocial Skill Rating ScaléSRSS) whichis a
comprehensive measure of social competence in young children. Further noted in
the stug was, that since children sgensignificant amountf time in preschool,
teacheravere expectedy parents and by theuthoritiesto be early intervention
agents whowere supposed to provide behavioural support for the above
challenging behaviours.

In their study, Kim et al. (2009) created and administexélckacher
Strategy Questionnaireshich was given to a population of 236 preschool and
childcare teachers (native Korean teachers) in the ROK. This questionnaire
attempted to determine the strategies teachers used in the classroom when faced
with challengig behaviours, including appropriate practices and the level of

support offered by the preschool centre.
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Possible strategies to minimize behavioural problems among Korean
preschool children were identified throughout the study by Ktnal. (2009).
Initially, it was suggested that teachers in more supportive work environments
could assist other teachers in finding suitable strategies for working with children
with challenging behaviours. A supportive work environment was defined as
having administrator sygort, reasonable workloads, active communication
among staff and positive relationships with families {0 Kim, 2005.

The second factor whiclinked proactive teaching strategies to the
minimization of challenging behaviours was the education levetarhers. A
associatedstudy byStormont, Lewis ath Smith (200% suggested that teachers
with higher educatinal levels (graduate levelsh education were likely to
suggest proactive strategies when dealing with preschool children with
challenging behawsurs.

Finally, Kim et al.(2009) suggestthat, in generalthe relationship and
communication between parents and teachers could contribute to minimizing the
severity of challenging behaviours among preschool childreay also note that
when there isconflict in the classroom, it may be related to maladjustment.
While Kim et al. (2009) seem to refer to maladjustment of the child, | would
argue that in the case of my study, it may be the maladjustment of the teachers
which also has an impact.

My studyfocused on similar factors to the study by Kim et al. (2009).
Specifically, my study set out to examitiee difficulties that firstime ESL
teachers could face when entering a preschool classroom. First, ESL teachers
may struggle to find a supportive vkognvironment in a private preschool, as the
workloads are strenuosultiple different classes with limited preparation time)
and the working hours are lor{85-40 contact hours per week¥econd, first
time ESL teachersay lack the educational levelshieh would allow them to
most effectively deal with behavioural problems in the preschool classroom, and
finally, because of the language barrier, native English speaking teachers could
find it difficult to communicate effectively with parents whose claldrare
exhibiting challenging behaviours in the classroom. Based on the information
outlined in the study by Kinet al.(2009), firsttime ESL teachermayface an

uphill battle when dealing with students in Korean preschools.
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3.3.4.2 Peervictimization

Preschool is an important time for children. It is the first time that they are
confronted with developmental tasks and are introduced to other students who
are of a similar age. However, despite this being a very exciting time for
children, two common exgiencesnay emerge in preschool classrooinpeer
aggression and bullyingKochenderfer and Ladd (19P68uggest that it is this
type of early victimization which can lead to loneliness and school avoidance in
elementary school. Previous studies suggedtsbme parenting behaviouesg.
overprotective parentingre antecedents to peer victimization (Kochende&fer
Ladd, 1996 and others suggest that overprotective parenting is thettinthis
type of problem (Bowers, Smitk Binney, 1994 Shin & Kim, 2008). Aside
from parental behaviours, Shin and Kim (2008) also suggest that teachers are
able to prevent peer victimization in the classroom and that the relationship
bet ween teacher and child can influence
classromn. Hamre, Pianta, Downer and Mashbyg®07 suggest that teachers
who reportedhaving depression and lower sadfficacy tended to have more
conflict with children, thus creating unstable environments leading to student
insecurity.

Understanding the ess&al nature of a positive relationship betwee
preschool stude(d) and teacherit seems essential that fitiine ESL teachers
be able to identify bullying and peer victimization in the classrostoording to
Kim et al. (2009), teacharhild relationsips (or lack of relationships) are strong
predictors of peer victimisation, even more so than paeifd relationships.
This is because children often spend significant time in the classroom each day
(versus a limited amount of time at home). Ultimatélygppears that children
who continue to have conflict with teachers may be subject to increased peer

victimisation which is problematic within the social context.

3.3.4.3 Lack of mentoring support from Korean teachers

Private English preschools ofterave Korean teachers and Korean English
teachers employed at the preschool to teach any classes which are not taught by

native English speaking teachers. According to Lee, Myers and Kim (2009),
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Korean teachers who want to teach in kindergartens (presclaoels@quired to
graduate fom colleges or universitsge must have a degree related to childhood
education and must obtain a license from the Ministry of Education (MOE).
These licenses vary legreeclass, and those Korean teachers witH%ctass
teaching license are usually only allowed to teach at the private kindergarten
(preschool) level. In 2007, 33,485 kindergarten teachers (75.5%) were teaching
at private kindergartens (p.268). These private kindergarten positions are not of
the same status levas those of public kindergaris and salaries are generally
indicative of this. Teachers are required to work longer hours and for less pay
(about $800 /month) and diminished benefits. Because of this drop in status,
many Korean private kindergarten teachsuffer from lowself esteem and do
not take satisfaction in their work (Leeal, 2009).

Because several studies have identified mentoring as a way in which
novice teachers can improve theiadhing (Lofstrom & Eisrschmidt, 2009;
Stanulis & Floden 2009, it would initially seem that it should be the
experienced Korean teachemho would be able to assistith situations of
depression or lovself-esteem Yet, in these situationsand with an ever
increasing workload, one would question whether theaehers have the time,
energy or motivation to mentor ESL teachers who they know are ontshort

contracts and have no formal training.
3.3.5 Area summary

The issues described this section are onlg few of the more wellocumented

issues relatetb the area of preschool education in the R@Iughit is not an

exhaustive list of all of the concerns fitshe teachers wilbr couldface in the

classroom. However, there is a lack of research relating to the subjects associated

with the behavioursind the issues arising in the private preschool environment.

What is noteworthy, however, is the amount of influence that teachers have over

their students and the idea that a preschool teacher can directly affect how a child

will act later in their schdimg years(Shin & Kim, 2008) This paired with the

potenti al |l ack of support from qualified
that ESL teachers who come to the ROK with no experience and no formal

training could possible adversely affect the prestithildren they are teaching
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in the longer termand could potentially create an environment that encourages

challenging behaviour and peer victimization.

34 Thenati ve speakeanguageteachdre Oi deal 6

According to the current trend in Korean(aother Asian countries), learners feel
that learning English from a native English speaker means the participant is more
likely to be successful than they have learned English through a mmative
speaker l(ee & Schallert, 2008Park, 1999 This coutl be partially due to the
lack of confidence in the proficiency or teaching practigeskorea, teaching is
primarily teacher centred)f nonnative speakers. The question then arises: is
this perception of the native English speaker being superior cpustifiable?
Further, what actually constitutes a Onal
The term dédnative speakerd i s an el us
overly simplistic or misleading (Clark & Paran, 2007). Thiew is primarily
based on the notion that Ergflihas so many varieties. In Korea, since only those
from Inner Circlecountrieg(the USA, the UK, Canada, Australidew Zealand
Ireland, and South Africa)can obtain a visa as an English teacher, one would
assume t hat a oOnat i v someongwho is fromomeedth k er 6 v
those countries. Such is not necessarily the case as factors such as the large
immigrant population in countries such as the UK make way for growing
numbers of biand multilingual speakemsho may speak English, but not as thei
native languag€Clark & Paran, 2007). Further, Canada is one of the Inner Circle
countries but has a large population of French speakers who may or may not
speak English yet are still eligible for a visa in the ROKis is not to say that
bi- and multlingual speakers actuallyka the opportunity to teach ESthere is,
in fact, no data leading to the conclusion, though it should be noted that it is a
possible outcomeDespite the lack of a concrete definition, students and other
non-native English spkers still aspire to be taught by native English speakers in
their classrooms (Clark & Paran, 20@7 409).
Medgyes (1992) suggests that a native speak
puts them asuchan advantage that it cannot be outweighed by any otbier$a

relevant to learning, such as motivation, aptitude, perseverance, experience or

35



education. This phenomenal hold that native English speakers have on the
language thereforenustapply to teaching it as well, or so it is perceived in
Korea. In actualy, this theory lacks scientific validity (Rao, 2008y there are
no data to support this

The Korean government appears to think otherwise. In 1995, the English
Programme in Korea (EPIK) was establishedcaroperation withthe Korean
Ministry of Educdéion (MOE). Its purpose was to hire native English speakers as
teachers in Korea at the elementary and secondary levels. Further, in 2005, the
Korean MOE and Human Resources -ygaevel opme
Pl an for Engl i sh E(dean¢ 2009) which vield/plateaat i z at i ©
least one native English speaker in each junior high school by 2010. The
government 6s r at iisdhatanaive Erglish spebkert phovides p | a n
a more authentic English environment and a greater cultural uscleirsg.
Therefore, according to Jeon (2009) the Korean government has embraced the
idea of the native speaker as the O0ideal
the EPIK and its subsequent prograritrough this type of reasoning, the
Korean goverment has spread this type of ideology to its citizens who actively
subscribe to this type of thinking.

Butler (2007) conducted a study based around the perceptions of young
learners on native and nomtive speakers of Englism this study she worked
with 312 Gradesix students who were given a comprehension test, an attitudinal
guestionnaire and a background questionn&he found that the perception of
young Kor ean chil dren was t hat t he nat
pronunciation, was more codént in her use of English, would focus more on
fluency and would use | ess Korean in the
stated a preference to have the native speaker of English teach their future classes
as they would expect the same resultst despite this desire by students, the
study by Butler (2007) further showed that there were no significant differences
in performance between students who listened to native speaker accents and
those who listened to namative speaker accents within the stud

A similar study was conducted by Rao (2009) who examined the
perception of university level Chinese students and their perceptions of their
native English speaking teachers. He found that Chinese students felt that the

native English teachers could effl) native language authenticity, 2) cultural
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familiarity and 3) new methodol ogi cal i
negative perceptions of these same native English teachers included 1)
i nsensitivity to studentisn de teacmngandst i ¢ p
learning styles and 3) unfamiliarity with the local culture and educational system
(p.6). Conclusions drawn from this study by Rao (2009) suggested that although
native teachers may have participated in some form of teacher trainioig bef
their practical teaching commenced, they lacked the concern required to tend to
the special needs of English students in an EFL coniéxs. suggests that the
perceptions of the studentbout the ability level of the teachedsd not
necessarily coaspond with theactual ability of the native English speaking
teachers.
Shin and Kellogg (2007), in a different study, actually suggest that it is
the nonnative speaker who is the superior teacher in the classroom when
compared with a novice native Erglli speakerTheir study wasmall in scale
and comprisedone Canadian native English speaker and three Korean co
teachers with varying experience. Lessons in different subjects were observed,
recorded and transcribed. Shin and Kellogg (20@i¢ that theationale behind
the government placing native English speakers in Korean classrooms is that the
native English speaker will be flawless in their delivery of the language and will
be able to adapt the | evel of FEmcgl i sh to
Shin and Kellogg (2007) actually found that this is not the case. In their study,
they found that the output of the native English speaker was less complex in
exchange structure and also less complex in grammatical structure than that of a
Korean Engsh teacher (p.174). This led themsuggesthat the Korean theories
of the o6ideal 6 | angua gaegenaradlyntisguidedbei ng a |
What is missing from this field of research is the views of native English
speaking teachers themselvébere simply is no research available that poses a
guestion to teachers working in Korea about how they feel about their native
language status and what it means for teaching. Certainly, as suggested by
Matthews (2005), there is some indication thatueaknglish teachers are happy
with their status, but a gap exists as to how these teachers feel about being
0Oi deal 0.
Despite numerous studies which suggest that native English speakers

may not necessarily be the best candidates to teach ESL to Koreans, th
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government and the citizens of South Korea are still very much convinced that
native English speakers are ideal candidates to teach English in Korea. This is
shown through the numerous jobs posted daily (www.eslcafe.com/jobs/korea/)
demandinghative English speakingeachers with little or no experience to teach
English in Korea and the fact that currently the demand is exceeding the supply.
This thought process, although not necessarily unique to Kdreae a key
aspect of the current study, as oneitsf principle aims was to investigate
whether teachertglt qualified to teacleSL in Korea (seeChapters 8 and 9, 10

for discussioh

3.4.1 How teachers progress in practice

Firstt i me ESL teachers, although tileey are o0
take on the role of a learner in order to develop and diversify their teaching
practicesAdler (2000, as cited in Borko, 2004 suggests that teachce
usefully understood as a process of teaching, and through this participation, a
procesof becoming knowledgeable in and abou
further states that teacher learning can occur in a variety of situations from the
classroom to discussions with colleagues to external influences. It is by
examining teacher learningrough these multiple contexts that one can begin to
understand the diverse nature of teacher learning and progression. In this section,

it is argued that a tirthrecharas.g-sst, persanglr e ssi o
professional development descsban individualized focus on teaching, and
encompasses areas such as knowledge of the subject area and the desire to
understand student thinkinApelgren & Giertz, 201Q Lloyd & Cochrane,

2006. Seconds the use of professional development programs dghters, and

can include areas such as curriculum based development and teachers mentoring

other teachers. Finally, the third area encompasses peer support through the use

of the o6critical friends groupdé (CFG) |
approach toteacher progression. It is through these multiple avenues that

teachers can gain expertise in the field of ESL teaching.
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3.4.1.1 Personalprofessionaldevelopment

Lloyd and Cochrane (2006) suggest that there are six areas which can enhance
personal deelopment or growth. These should include: 1) adding to personal
knowledge 2) increasing personal skill8 ) enhancing onebds st at
learning community4 ) taking account of teachersbo
levels and learning style$) endling reflection and 6) allowing for personal
selection. Borko (2004) would add that this development should also include
knowledge of the subject, listening to the students and accurate record keeping.

Because of the diverse nature of personal profeakidevelopment, it
seems plausible that ESL teachewmuld advance in this arem some way
regardless of the circumstances surrounding their teaching environment.
According to Richards and Farrell (2005), one strategy used by language teachers
is the cowept of sedmonitoring. Semonitoring is a systematic approach to
management or observation of oneds own b
certain situations, it can be shared with others. Borko (2004) suggests that
accurate record keeping is gpé of selfmonitoring which is essential for
professional development. By maintaining a set of records through diary entries
or video recordings of lessons, teachers obtain an objective record of their
teaching strategies which can then be used to altirefr lessons.

Castle and Buckler (2009) further suggest that teachers can improve their
professional development by improving their personal skills in areas such as
motivation, concentration, confidence and wsfeem, emotion and willingness
to adaptto change. They suggest that a sound emotional state will contribute to
successful teaching strategies within the classroom and they further document
several strategies which can be used by novice teachers to assist them in
enhancing these personal skillis does not necessarily suggest that this will
be true of native English speaking teachers working in Korea, as one might
suggest that teachers need to have the desire for improvement, which may not
always be the cas&his is because, as previouslymtiened 6ee Section 3.3)2
native ESL teachers working in the ROK may be employed because of the
numerous benefits or opportunities to travel.

Because each ESL teacher working in the RO&usiqueindividual, it

is difficult to determine whether or hthese teachers actually desire to grow and
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mature in the area of personal professional developmetiess is limited
research on whether thiactually occurs with these types of participants.
However, from the literatureshich doe exist Borko, 2004;Castle & Buckler,
2009 Lloyd & Cochrane, 2006it appears that if novice ESL teachers in the
ROK simply attended to their own emotional needs and were willing to adapt to
the new environment in the ROK, theyight attain some level of personal

professionhdevelopment whether they intended to or not.

3.4.1.2 Professional dvelopmenprograms

Professionaldevelopment programs in the ROK can occur through three
avenuesFirst, curriculum based development relates to an idea where teachers
can learn througlspecific course materials designed to enhance the teaching
skills of novice ESL teachers. Second, teachers can obtain professional
development through seminars and workshops provided through companies such
as Oxford University Press (www.oxford.co.kr) whaifer strategies for
successful ESL teaching. Finally, in some circumstances, novice teachers can use
experienced ESL teachers as ergteachingr s t hr
t eac her s ®hesp pragtamsaane advertised regularly on websites and ar
easily accessible to ESL teachers in Kof®g.using these types of strategies,
novice ESL teachers can enhance their professional develapment

Despite the existence of these three avenues of professional development,
there are no direct statistics thdentify how frequently these are used by native
English speaking teachers, if at all. Further, although seminars (i.e. Oxford
seminars) are taught in English in the ROK, it is not clear if teachers are being

made aware of these opportunities.

3.4.1.3 Curriculum based development

Curriculum based development for the purpose of this thesis is described as
curricular materials used in professional development seminars to deepen teacher
understanding of instructional strategies (Borko, 2004). | wouldsalggest that

since novice ESL teachers in the ROK may not have direct access to professional

development seminars, curriculum based development should also include
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curriculum guidance procedures which can
relating to gramrar and language arts based ESL textbooks. It is through reading

these suggestions and lesson plans, that novice ESL teachers will able to gain a

better understanding of what actually is expected by the authors in reference to

the lessons being taught ippeeschool classroom.

3.4.1.4 Seminars anavorkshops

It is difficult to find a wide variety of seminars and workshops held in English in

the ROK. Yet companies such as Oxford University Press have made significant
progress when incorporating the ROK indweir worldwide teacher training

programs. Occurring once or twice a year, Oxford University Press offers

wor kshops for teachers as wel/l as oO0indi
devel opment days®o and Ot eacher trai
(www.oxford.co.kr/eng/au/os_t.htnl These types of workshops and seminars

prove especially useful for ESL teachers in the preschool environment who are

using grammar and language arts textbooks initially published by Oxford
University PressFurther,Korea TESOL (KOTESOL) is an organization which

assists in ESL teacher selévelopment by offering workshops, seminars,

chapter meetings and conferences (www.kotesol.org). Meetings of KOTESOL

are held regularly throughout the country and the cost to join is minimalo@i0,

Won = $40 USD). Through attending these types of eyents likely that

novice ESL teachers will be able to improve their professional development.

3.4.1.5Teachementoringprogram

As previously stated, ESL teachers working in private Engliskchmols in the

ROK are generally on shetgérm contracts and therefore the availability of
experienced native English speakingeachers can be somewhat limited.
However, teachers who do have the guidance of experienced teachers could be in
a better positio to enhance their professional development. Blair (2008)
suggest that mentoring allows novice teachers to reflect and grow from their
teaching practices as well as to have an outlet to give and receive support within

a safe environment. When teachinghe ROK,it is possible thalanguage and
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cultural barrierscan exist which may not be conducive to an open relationship
occurring between the novice English teacher and the Korean staff, therefore,
having a English speakingientor to assist in difficulieaching situations can be
beneficial to the improvements in teaching strategies of the novice ESL teacher.

3.4.1.6 Peersupport

It is generally accepted that at the novice level, teachers need to participate in
developmental activities in order for theest student outcomes (Vo & Mai
Nguyen, 2009). Yet it is sometimes difficult for ESL teachers in the ROK to
obtain access to this development. Further, because of the long teaching hours,
many ESL teachers simply feel they do not have the time to pursue
extracurricular activities relevant to their professional development. However,
according to Vo and Mai Nguyen (2009) the use drdical Friends Group
(CFQ) technique can further teacher developm@n€FG is defined by Vo and
Mai Nguyen, (2009) as a meith where colleagues from the same institution
work together in order to help each othEney note that the poor quality of ELT
is attributed to a lack of teacher training and poor teacher professional
development. Yet, a possible solution for these issub®e use of a CFG.

A CFG is a group of peers present in a situation where there is no
Ohi er arpcehryt icsfe 6e x( Vo &, p.R)aFor it i paieffextive, the2 0 0 9
group has to be run democratically, reflectively, and collaboratively. It appears
that the ideal group size of aRG varies depnding on which article is read
Franzak (2002) suggests that the ideal group size is between 10 and 12 teachers
who meet once a month for at least two hours, while Andreu et al. (2003) suggest
a CFG should comst of 410 members meeting for an hour a week. McKenzie
and CartReardon (2003) suggedhat 812 teachers is really the ideal size. |
would arguethat in the case of the ROK (and sinc€fGis defined ateachers
working in each separatastitution), hat teachers may be confined to their own
separate preschool for a Ck@less teachers were working in a larger (stych
as Seoylor had some sort of connection to another schbérefore,in this
example,if there were four native English speakin@dbersat a schoqlthe
group would consist of four, if there were substantially more tea¢bgysmore

than 12) then two or more CFGs could be created. The caveat to this type of
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situation, however, is that ESL teachers have to want to participdtese types
of settings, and want to create a CFGn#y not besuccessfu(or as successful)

if forced on the teachers.

3.4.1.7 The benefits of a CFG

Teachers in the ROK often feel isolated. For some, it is their first time away from
thar families; for others, the difference in culture makes them feel lost and
confused. This feeling of isolation can be translated into teaching if not properly
recognized and addressed. According to Gemmell (2003) those teachers who
work with a feeling of isolation wilsimply resort to familiar methods in their
teaching(e.g. past experiences as learnseg Section 2)3and will not embrace
problemsolving strategies in the classroom. This lack of motivatmuld hinder

the developmenaf current ESL students.

A CFG appears to limit the feelings of isolation, as teachers feel a sense
of belonging to a group, they learn to collaborate and this, in turn, leads to a
greater reflection on their teaching techniques. As a result, they have a tendency
to change their teaaly practices to better meet theeds of their students.
Teacherswho have participated in a CFG have generally found it to be an
effective technique and expressed positive opinions of it (Vo & Mai Nguyen,
2009). These optimistic views result in positiveanges occurring in the
teaching, learning, culture and climate communities within schidms& Mai
Nguyen, 2009).

Further, Bambino (2002) suggests that the use of a CFG allows teachers
to gain feedback on their teaching strategies and styles witteart df
repercussion. This is particularly useful for fitthe ESL teachers, as a CFG
could allow them to identify possible weaknesses in their teaching strategies and
ways to manage their preschool classrooms without having to ask for the
assistance ofhe Korean staff. This is essential,iaallows for communication

with others.
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3.4.2 Area summary

It appears that there are many different paths that teachers can take when they are
working in a private English preschool. It also appears that ihelg potentially

have many opportunities available to them in order to help them to improve as
teachers. In areas such as personal professional development, an optimistic state
of mind and a healthy mental outlook can result in positive results in the
classroom. Additionally, by personally reflecting on specific relevant classroom
events, teachers capmossibly better understand the classroom dynamics and
select better methods to suit the needs of the students. Second, professional
development programs arevaglable to ESL teachers in the ROK although
perhaps not to the same level that they are available in other areas. Despite this
fact, motivated ESL teachers still have several opportunities for advancement. By
taking advantage of some of these opportumitwailable in the ROK, ESL
teachers can be better qualified to use the classroom materials and can better
understand the expectations which need to be met in the preschool environment.
Finally, relating to a CFG, it appears that this type of group cofféd many
benefits to ESL teachers in the ROK. This is because of the ease in which a CFG
could be created and maintained. A CFG could offer ESL teachers the
opportunities to collaborate and discuss problematic classroom situations. It
could give them anudlet to vent their frustrations and possibly offer solutions to
perceived problems. In situations, such as in the ROK, where support from other
English teachers is sometimes lacking, a CFG could potentially be a useful tool
for first time teachers. Ultimaly, it has beersuggested that the amount of effort

put in by an ESL teacher is directly related to their degree of improvement
throughout the course of their teaching car@éo & Mai Nguyen, 2009)
Although it is realized that all teachers will progredt different rates, it seems
rational that those who have emmatedesire to improve will do so at a faster rate
than those who are teaching ESL with ulterior moti(eeg. paying off student

loans, going on an adventursee Sectio.3.2.
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3.5 The role of the private language school

The English language market in Korea is estimated to be a $3 billion (USD) per
year industry (Cho, 2007). From this $3 billion, private preschools are constantly
emerging in the market and looking for their cut othgure. Yet, according to
Cho (2007) these schools are often fiove
(p.172). Despite this description, the private language school plays a role for
students, parents, teachers, staff and language school oaitieosigh for each

of these groups the role of the preschool is different, one aspect remains constant
i the English language currently has a powerful role in the ROK and parents still
continue to push their children into private language education despite leeklust
score performances by children, the possibility of unqualified and ineffective
staff and the significant financial hardship incurred.

Private language academies in the ROK are one example of the lengths
Korean parents will go to in order for their chigd to be exposed to bilingual
education. In 2007, 46% of the kindergartens in Korea were private (6% were
public, 6% were employer provided and 42% was care provided by the family)
(TMHWEFA, 2007 as cited in SheridarGiota, Han & Kwon,2009). These
languae schools, generally located snperior Koreameighbourhoodgrovide
dnstitutional suppofto all levels of students (Lew, 2007).

Lee (2007) suggests that the need for private tutoring is based on three
sources: academic achievement, cultural factorcluding educational beliefs)
and institutional factors. In terms of older studeptssatelanguage schools can
provide assistance for achieving higher scores on standardized tests, tutoring,
college and career counselling and bilingual language ostupp assist with
university applications. Lee (2007) suggests that this type of situation is an
6achi evement gapd6 where students are at
(what is) and desire to be at another level of achievement (what should be). This
area of development seems crucially important to the future success of Korean
students, especially if they wish to pursue further education abroad.

In fact, these types of services are available worldwide for both native
and nonnative English speakers. Qses from companies such as Kaplan

(www.kaptest.co.uk) offer standardized test courses throughout the world, while
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other companies such as Sylvan Learnitgofing.sylvanlearning.comoffer
classes for extra help in math, study skills and reading. Thierefas should not
be a surprise that private language academies can be very successful businesses
in the ROK for older students and those wishing to pursue a teleizly
education in English. This in line with Leed $2007)suggestionghat cultura
factors including educational aspirations are one of the reasons why private
tutoring is so popular in the ROK. According to Lim (2008), obtaining entrance
i nto one of the top universities i s an
professionaladvancement. Further, Cotton and Leest (1996) suggest that by
attending a private language academy, the chances of obtaining this entrance into
university is more likely to be achieved. Lee (2007) suggests that parents directly
link effort with educationand therefore push their children to attain as much
education as possible (p.1212). This, paired with external influences such as the
media and advertising, leads parents to spend a significant portion of their
income on private language institutions ami¢gte tutoring. Consequently, when
parents were asked about their financial situation and the amount they spent on
fees to private language schools, many admitted that these fees constituted nearly
aquat er of their dezcessieespently reférs te memedthan g
does not directly go towards basic household bills such as rent, utilities and food)
(Kim, 2000).

It is apparent that parents are willing to spend a substantial part of their
earnings in order for their children to attend theseage language institutions,
but the question then arises: are these private language schools effective? Lee
(2007) notes that institutional factors including the teaching constraints (or
perceived teaching constraints) in public schools encourage paramsol their
children in private tutoring. Ryu and Kang (2009) conducted a study based
primarily on this question and found that althbygarents spend an average of
79,460Won per month(~$80 USD)on Englishtutoring (this isequivalent tdl-2
hoursfor older student$ the preschool monthly t& is approximatel\300,000
Won or $800 USD see SectiorB8.2.1), scoring on standardized tests for their
children only increased by 0.691.02%.C. Kang (2007) proposes two main
reasons why these results are magnificant. First, he identifies that the
instructors at private language institutions are usually hired for -tront

contractssuggesting that the school is less stable than a school which has
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consistencyHe also suggests that the quality of thestruntors is usually poor

(due to lack of training) and that poor teacher quality cannot lead to an

i mprovement i n a st udeang@807)suwgestotihanaa nc e .
parentdos decision to iInvest a Substant.i
education may be based on a subjective or cultural belief that this type of
institution is effective. This belief, coupled with the concern of not wanting to
appear negl ec & edudatiorih relatibnetd thgeers Bnicdurdges

parents to spendheéir money at these private language institutions.

Despite the existence of private academies worldwide for students
wishing to pursue higher education and for those needing a little extra help in a
particular subject, the language school phenomenon meak@and some other
Asian countries) has grown to include not just older students, but younger ones
as well. In the ROK, children as young as three years old are enrolled in
language schools across the country with enrolment rates at about 50% for
studentswho are five years of age (TMEHRD, 2006, as cited in Sheridan et al.,
2009)(students start regular elementary classes at seven years.of aggand
Shin (2008) argue that until Korean children go off to school, their parents are
primaiily concerned wth teaching thea daily life skills such as cleaning up, not
being forgetful, or keeping promises (p.133#)wever once these same children
reach an age where they can attend school, parental attitudes shift from life skills
to academic performance. Withet trends in Korea encouraging parents to start
private language lessons at earlier stages it is now emerging that Korea is
producing children with poor life skills who get high scores on exdms2002;
Yang& Shin, 2008 W.J.Lee, 201).

Because ihas beemotedthat the role of the private language institution
according to Korean parents, is a kind of necessity which their children need to
attend in order to achieve academic greatness and to instil pride in each of the
family membersparents are wihg to invest in their English proficiency of their
children (Cho, 2004)This situation represents the demand and explains why
private language schools exist, but this leads to questions of: what is the role of a
private language schodbr the owners, rad, what is the role of a private
language schodbr its English teachers?

Oneanswer to the first questiaa thatprivate language institutions are

profit-driven businesses (Sheridan et al., 2009) which seek to convince parents

47



that their language sobl is superior to the competitioh and competition is
fierce as private |l anguage schools in
2005).Although there maye other reasons, these have yet to be documented by
research Still, there are many websitesdeve d t o t he &6bl ackl i
private language schoolse.§. http://hagwonblacklist.tripod.cojn suggesting

elusive tactics by Korean language school owners to save money by breaking (or
manoeuvring around) certain laws that are put in place to pfotetgn English
teacherslt is unclear, however, whether thedsacklisting sites offer a true
representation osome hagwon owners, or if it is simply a portal that ESL
teachers use to vent particular frustrations.

Finally, it is important to exama the role of the private language
institution for its native English teachers. Once again, as with the private
language school owners, the role of the school for English teachers is likely to
vary. Some teachers are enticed by high paying jobs, freestdosidized meals
and free airfare(Matthews, 2005) while others actually are pursuing a career in
English teaching and want to make a difference in the lives of students (Johnston,
1997). Many of the teachers where | was a teacher from-2008 wanted a
holiday and a chance to experience another country. Working at a private
language school was a way to do this. Many English teachers in the ROK would
insist that teaching ESL is a job, and that the role of a private language school,
for them, is a placefoemployment. As can be showim sum,the role of a
private language institution variesd is dependenton the teachers and the

experiences they have had while teaching in the ROK

3.6 Chapter summary

This chapter has identified some of the overaghhemes behind this thesis.

First, it examined the history of Korea with reference to its American
relationships.These relationships were described as being one of the reasons
underpinning why Koreans desire to learn the English language. It is the
argunent that these past ideas still continue today. As noted bge (2011),

current EFL textbooks in Korea identify theS. as consisting of only Caucasian,
uppermiddle class individuals and presauiS. English as the most desirable
representation of thdanguage.Wi t h Koreads tumul tuous
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misrepresentation of the curredtS. lifestyle, it is not surprising that Koreans
desire to be taught by native speakers.

With this foundation being set, the next section maweithe role of the
native English speaker. In this section, novice teachers were identified as being
common in Korea. Also noted was the idea that since these teachers had no
training or formal experience, they would relygnr act i c al knowl edge
them with their language dehing. This was identified as a potential issue, as the
teachers for this study would not have had any formal ESL/EFL lessons, as they
were native speakers. It was also identified in this section that behavioural issues
may occur in the classroom and thaivice teachers may, in general, have
difficulty when dealing with these situations.

The following section discussed the idea of the native speaker being the
Oi deal 6 teacher and some of the surrout
student perceptionsnd actual conditions were presented from similar studies
(Rao, 2009; Shin & Kellogg, 2007). Finally, teacher professional development
was discussed, highlighting options for teachers including Professional
development programs, mentoring, peer suppotheuse of a CFG.

In the final section, the role of thgwonwas identified. Little research
has been done on the role of these institutions, but they are generally seen as
profit-driven enterprises that exist to fulfil the gap between what parentgwwan
terms of education) and what occurs at the public level.

In the next section, the context of my study will be examined.
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4. The context

It is necessary that the context is identified to give a-meihded description
into the nature of the studyhis chapter describes the nature and location of the
private preschool before discussing the classes examined, the participants and the

general location.

4.1  The private preschool

The preschool selectedlas located in the Naffsu (Southern Ward) sectiaof
0 Y, @ city in North Gyeongsan Province. The neighbourhood surrounding the
preschoolwas relatively modern andvas generally home to middle to upper
class citizens. The preschoobs open from Monday to Ftay from 8:30 am
until 6:00 pm;however presabol classegchildren aged &) wee only held in
the morning from 9:00 am to 2:30 pmhile the afternoonvas dedicated to the
privateteaching of elementary school children under the age of 12. This school
was chosen for a variety of reasons. First, gheschoolwas part of a larger
franchise of 32 English schools within the ROK. This mehat the rules,
classes and textbooks used in the classrooms at this presaeallso used in
most of the different franchises throughout the country. After vigitseveral
preschools throughout the ROK in 20@D08 2010 and 2011l can offer my
own opinion that this preschowlas on a par with many of the other preschools
in the countryin relation to scheduled classes, materials used and foreign teacher
workload during these period#\nother reason for choosing this preschoas
that |1 krew the Director personally through work experience in the fam
region. She very kindly agreed to assist me by allowing me into the preschool as
a researcher, rather than adker.

Preschool daysvere divided intoseven periods plus a bregix in the
pilot study),four periods before lunch artd/o periodcs after. The periods rande
from 3040 minutes each. Of thesevenperiods, the amount of English taught
in a day varid from day to day and from class to class. Clasga® formed
based on the students6é age ateddhildeeni | i t y.
who were between the ages of 3 and 7, and each wlassomposed of no more
than 12 students. Students in thé&istfyear of English studwere likely to have
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two to four classes per day with @ative English teacher, while students in their
second or third year of studyere likely to have four or possibly up to five
classes a dayaught using th&nglishlanguageThe remainder of the classes not
taught in Englishwere conducted by Korean teachers or support staff. At this
particular preschool thereere sevenset preschool classes afide English
teacherq20102011) Studentsvere introduced to a broad rangetopics taught

in English. These includemaths, science, playroom, language arts, grammar,
and storybook. Not every subjewtas taught daily, for example, playroom
(which consistd of playing games in English), only occed for one period on
Thursdays ofFridays.Despite having multiple classes in English, for the purpose

of this study, only the language arts, grammar and storybook classessed

for analysis. Ichosethese classes because they fedum grammar, phonetics,
vocabulary and reading areas essential for learning the English language. |
choseto exclude the areas of maths and science, assitlikely that students

who were enrolled at this preschoadk extra (supplemental) classes in maths
and science with other teachersCity Y (either in English or Korean) and this
could have potentially influencd or biagdthe results of this study. Lastly, | did

not select the playroom class, as thvas a typically unstructured 30 minute
period where studentsere allowed to play freely or to pasipate in English
games. This class was excluded for several reasons. First, there was no CCTV
camera present in the playroom and no place for an audio feed to be inserted.
Second, the nature of the class meant that teachers could have various levels of
involvementi meaning they might choose to just sit in a corner and watch the
children play. If this was the case, no English was spoken and the lesson would
not be able to contribute to the answering of my research questions.

For each of these classexdding playroom) the teachand all the
students wereggiven up-to-date textbools to work from and students were
required to complete a certain number of pages each week. The amount of pages
finished was negotiated by the teacher (participant) and thectDr at the
beginning of each week, with the Director having the ultimate final say if a

dispute arose.
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42  Classesnvestigated

42.1 Grammar class

The grammar based books used in this private presehded depending on the
level. Children in theyoungest class (age 3 or 4) usgaart Phonicpublished

by Compass Publishing and written by Karl Nordval and Casey Kim. This series
compries five levels and is designed to teach single letter and double letter
combinations to young children studyingf@aeign language. It is specifically
designed for children in Asia. The other classes used books wkiehfrom the

Up and Away in Englisiseries by Terence Crowther and published by Oxford
University Press. This series is composed of six different lewrelSocuses on a
0tradit i onwww.oxbom.porkipta graindmar (instruction which is a
common method of instruction for children in Koreanw.oxford.co.kr). Each

level of book containeaolourful characters and activities for students to engage
with. In this private preschool, grammar was taught three to four times per week
and textbooks varied in difficulty from level 1 to leve(l®th seriesdepending

on the student ability in the class. It was suggested to the teachers by the Director
that, b@ed on her experience with past classes, an appropriate amount of material
constituted one page per 30 minute class, although deviations could be made.
This was especially true when the level 1 textboblJp and Away in English

was being taught, as somages in the text were entirely devoted to colouring,

which was not entirely productive to the learning of the English language.

42.2 Languagearts class

The language arts textbook used for this private preschoolEngksh Time
written by Susan Riverand Setsuko Toyama, also published by Oxford
University Press whickvas another common textbook for Korean kindergarten
and elementary schools as its distinct American influences appeal to teachers and
parents alike (Park & Abelmann, 2004). Tieglish Tine textbooks range from

level 1 to level 6; however, only levels 2,and 3 were used by English teachers

at this preschool due to the advanced level of books 4, 5 alAdglish Time
primarily focuses on the preschool/kindergarten/lower elementary ledelsan

designed around a set of characters, Ted, Annie and Digigerdog) The
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language arts class at this preschool was conducted three to five times per week
by a native English teacher, with the goal (set by the Director) of completing up
to one unit pe week. A unitwas approximately four to six pages in length
depending on the level of the book.

The choice of using thegbreetextbooks within the private preschool
was based on a variety of factors. First, each set of grammar books and textbooks
camew t h a detail ed teacher 0-bystbpopookesswhi ch g
of how to teach each chapter. Since teacher turneeemelatively high at this
preschool, based on the typical one year contract for each teacher, this type of
t eacher 6s imdea foafirsttimeatehehers or for new teachers at the
preschool, aseach chapter was sadkplanatory giving clear stefby-step
instructions for each exercise within corresponding the student bluokever,
t he teacher 6ssumpkemembsuggestiors dor egch Vesgson which
could be used as the teachers gained confidence and developed their own
teaching style. Second, the publisher, Oxford University Presswell known
and recognized throughout the various regions of the ROK. This bau&been
partially due to theabundance ofnformation on Oxford University Press, as
conferences, workshops and evemtere commonly held in Seoul and the
surrounding area by Oxford English Consultants and speakers from the ROK
(www.oxford.co.kr). Third the chapters, lessons and activities preseSmart
Phonics,Up and Away in Englisland English Timewere relatively short. By
having short chapters, paremere able tsee the progression that their children

were making throughout the book.

42.3 Storybook dass

Storybook class was the one class out of the three examined where the books
used varied dramatically from class to class. Students in their first year-Egge 3
were given readers that had very few words and many repetitive phrases.
Studentss who were in their third year of the preschool (agé) &vere given

books equivalent to those which were suggested (by the publisher) to be of a
second grade {8 year olds) level for American native English speakers. The
books varied by topic, publisheand author. Th&eachers darticipant$ were not

responsible for choosing the storybooks available for their classes. These
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storybooks were chosen by either the Director or the Head Korean teacher
depending on the level of the class. Each storyljer&et in the case of the 3
year old classfame with a supplementary workbook from which students were
expected to complete activities. Once again, the activities ranged in difficulty.
Some workbooks, at the more basic levels, contained colouring and matching
exercises, while the more advanced workbooks contained activities such as
crossword puzzles and gépp exercises. Teachers were expected to finish one
storybook every three to four weeks depending on the level, once tgaiwas

not decided by the Eish teacher, but by the Director.

4.3 Initial participant identification and selection

Because it was necessary to select participants that werginfiestEnglish
teachers at this private preschool, assistance was required from the Director when
shewas looking to hire new English teachefd. the beginning of this study
(April, 2010), lexplained tathe Director at one of the private preschools | was
familiar with what | would do and what | expected of each teacher (interviews,
journals, videotapinglasses). She explained to me thla¢ usedh recruiter and

that the recruiter was responsible for finding applicants that met her criteria
which generally included gender specifications and those who were willing to
accept a salary of 1.9 millied.2 million Won per month ~ 1050200 GBP-~ for

30-35 contact hours per week. From her explanation, she suggested that it was
most common to receive resumes from finste ESL teachers because her
school did not pay a high salary and there was a heavy workldedefdre,

while 1 did not specifically ask the Director to hire first time English teacliters,

is acknowledged thahe was aware of the intentions of my study. It is important

to note however, that | had no involvement in the hiring process until the
cardidateacceptedhe position.

The Director explaired to potential teachers that they chose this
preschool, they would be asked to participate in my study for the first 12 weeks
of their placement in Korea. The prospective participants were themedllto
choose whether or not they wanted to work at this particular preschool. Once the

teachers had agreed to work for the preschool they were then sent a copy of the
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school contract, visa information (provided by the preschool), and a consent
letter andinformation sheetAppendix 1 and Appendix)2created by myself
asking for their participation within this research stu@ijese wereemailed to
each of the teachelsy the Director.Participants were also given the option of
opting out of the research digionce they had commenced employment or at any
time during the 12 week process.

In respect to the number of participants neealed after estimating the
amount of time and workload requirements for a PhD stupyrposefully chose
to select four candates for this case study research. This number was chosen
based on a past study by Mullock (2008hich examined the pedagogical
knowledge base of four TESOL teachers, which was a partial rephcatia
study by Gabonton (2000Since my study used sirail observation technique,

four participants were an appropriate number.

4.4  Selection of bcation and participants

The location was chosen primarily out of convenience. Citya¥ in an area of

the ROK thatvas familiar, as it was my city of employmeit fone contract year
between 2007 and 2008 and | knew the area well. This familiarity made day to
day practical necessities easy so data collection could be conducted more
efficiently.

Participants were also purposefully selected for participation icabe
study. This was done for several reasons. Initially it was difficult to locate ESL
teachers who had not yet started at a private preschool. Although | realize that
the industry of private preschool is large, gaining access to teachers who could
have come from any location within Canada, the USA, the UK, Ireland,
Australia, South Africa or New Zealandnner Circle countriesyand whose
intention was to work irCity Y would have been too difficult. Therefore once
the city was identified, it was simply ore convenient to locate a preschool
within this city and to ask the incoming teachers to participate in the study. The
second reason why participants were purposefully selected is due to my
confidence in the Director of the private preschool. | was cenfithatbased on

the specifications given by the Director te recruiter prospective participants
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would likely meet all of theriteria relevant for this study. Therefore, although |
did not have a direct role in participant selection and participatiknew they

werebothlikely to be successful under this Director.

4.5 Chapter summary

The intention of this chapter was to highlight some of the background
information and the actions taken for this study to be carried out. Highlighted
aspects inclded the location and nature of the preschool and justification for the
three classes (grammar, language arts and storybook) that were to be examined.
Purposive sampling was seen as the most appropriate approach to select
participants and conversations witiie Director about the nature of the study

were noted.
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5.  Methodology

5.1 Introduction

This chapter describes the methods used to investigateeaching progression

of first-time ESL teachers in &outh Korean private preschool. The general
purpose bhind the study and how the information was collected and analysed is
outlined. This chapteris in five sections. Part one will revimithe research
questions | am attempting to answer throughout this study. Part two mavide
general definition/overviewf the approach used in conducting the resedtal.

three give a description of how the dataeve collected and illustratethe
analytical procedures used to assess them. In part four, the ethical guidelines
necessary for this studgre discussed. FinBl, in part five the chapters

summarized.
5.2 Review of research gquestions

This primarily qualitative and longitudinal case study chose to examine the
progression ofour first-time native speaking ESL teachers who were employed

at a private preschoah the ROK, each of whom was on a one year contract to

teach English between 2010 and 200he goal of the study was to examine

each teacherds wuse of Opractical Kknowl e
classes and how this knowledge affected theithiegcstrategies and their ability

to modify their behaviour in an attempt to maintain classroom dqeder Section

10.2. However, | previously argued that when moving to another country
(specifically the ROK), the cultural and social interactions thatiooatside of

the classroom setting are likely to have a direct influence on an ESL teacher
(Applegate, 1975) within the preschool classroom. In ger(arad true for the

participants in my study}eachersnay well have beeent i cedp dyi guie | |
jobsand the promise of 6free altaceofeimodat i o
disappointed upon arrival to find that theyere surrounded by a completely

foreign culture (Bradley, 2000). Therefore, for the purpose of this study, it was

essential to examine the ertal influences present within the ROK and also the

coping mechanisms of these ESL teachers as an extension of what was being
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observed in the classroom. To recap, the three research questoass

follows:

RQ1: To what extent do firstime ESL teachar use t heir Opr a

knowl edged in the classroom?

RQ2: How and in what ways do the lesson plans journal entrie®f

first-time ESL teachers change over the course of a 12 week
period?

RQ3: To what extent do external sources play a role in the progness

and teaching strategies of fitsine ESL teachers?

In an effort to answer these research questions, it is essential to review
some of the maiphenomena that may influence the findingstto$ research.
Some of these were controllable. For exampierviews, observations and
journal evaluations were carried out in both a pilot and a main study to gain
insight into the progression of firitne ESL teachers. These instruments were
piloted to strive forthe highest degree of accuracy for each commone
(observations, interviews and journal entridspwever, somg@henomenavere
uncontrollable. Although this studwas based primarily on native English
speakers, a more comprehensive knowledge of Korean (my knowledge is very
limited), anda better undetanding of the culture of the ROMould have
allowed for better communication with parer#sd improved communication
with the Director or the Korean support staff.

In relation to thegamin the researchsge Sectior.4 for more detaily
it is suggestd that although private language schools have been around for
decades in the ROK, in more recent years (ft687) private preschool
education has flourished for children between the ages of 3 and 7. This is due to
the implementation of a new law relating the Korean school curriculum,
passed in 2008, where English became a mandatory subject for students from the
third grade (910 year olds) onwards, rather than the previcegulation of
learning English only in the upper elementary school y€E2syeas old) (Jo,
2008). However, despite the increase in students flocking to private English
education, relatively little research has been done on who is being empleyed (
native English speakers). Further, and more relevant to this study, is the
progreswon of the ESL teachers once employed at a private preschool. It is likely
that by hiring teachers with little to no experience in teaching English, there

58



would be a steep learning curve (Vandergraff, 2009) in the first 12 weeks of the
t eac her 6s.TarougH accgmbi@atidn of the research questions and the
gap in the research identified through other studies, the methodology for this
studywas developed

5.3 An overview of the approach

The style of research chosen in relation to this theassa cae study approach

which hal been identified by Gall, Gall and Borg (2003) as the most widely used
approactfor research in education. Although a general definition of a case study

has not been agreed upon by researchbesea definitionis provided whichis

aligned with this particular study. Most of the definitions given by other
researcherglentifyt he &éboundedé nature of case stu
on intensive and holistic description and analysis of a single entity, or social unit
(Merriam,1998).

According to Yin (2003) a case study is useful in examining both simple
and complex phenomena, uses multiple methods ofgddteering and makes use
of and contributes to the application of theory. Further, Hagan (2006) defines the
case study asnain-depth qualitative study which examines one or a few
illustrative cases. Berg (2007) suggests that by concentrating on a small group of
individuals, the case study allows nuances, patterns andaatio@tizecelements
to be uncovered. For the purposemy study, a longitudinal case studyas
identified as the best option available in relation to the research questions posed.
This was because longitudinal case studies examine one or more subjects over a
set period of time through the collection oftiis case, qualitative data. Further,
the focus of the research was primarily on the development of teachers,
something that happens over a period of time, and tegsiring longitudinal
data(Berg, 2007).

Stake (1995) suggexstthat each researcherddifferent motivations for
selecting a case study approach in research. He iddntifieee main
classifications wi t hin t he d tnginsio Ocase
instrumentaland collective Of the three approaches, the case study for this

researchwas most in line withan intrinsic case study. An intrinsic case study is
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used when a researcher wants to better understand a particular event or a
particular case; it does not necessarily represent other cases in the same field of
study. With an intrinsiccase study, my goal as a researchwas to better
understand the intrinsic aspects of the particular participants chosen for thjs study
including their actions, thoughts, emotions and feelisge Sectio®.8). Within
this type of case study, Yin (199R)entified five main skilk that a researcher
neeckd in order for a case study to be successful. The first of tivasean
inquiring mind,where the researcher continually questions the data. This should
be used before, during and after data collectios bacurred and should
challenge the researcher to ask why an event has occurred. The second skill area
identified was in the area ofistening, observation and sensinghere the
researcher must collect data without (or with limited) bias. The third wksl
adaptability and flexibilitywhere the researchean handle unanticipated events
and is able to adapt to these events with new or modified -claitacting
techniques. The fourth skiasto have a thoroughnderstanding of the issues
which meanthatdata need not simply be recorded but be truly understood in its
context. Finally, the fifth skilwas anunbiased interpretation of the datd&his
meart that the researcher mubave beerable to beopen to contradictory
findings and be able to arrive dteanative explanations based on the reqiske
Chapter 1D

According to Hartley (2004), case study research, in practice, generally
includes multiple methods of analysis. Additionally, the researcher should be
sensitive to opportunistic as well as mh@d data collection. This is due to the
complex nature of the phenomena being examined and the intrinsic nature of the
data collected. Hartley (2004) also suggests that researtoherase study
researclvalidation can be facilitated through the use isintgulation

Triangulation, in respect to research
or more data sources, investigators, methodologic approaches, theoretical
perspectives or anal yt ipmg 25B) usaewithimtdes 6 ( T h u
same study. Resedhers choose to use triangulation in order to give a
multidimensional perspective to the research being studied and to increase
external and internal validity and reliability within the research (Boyd, 2000).
The claim, according to Morakllis et al. (206), is that if a researcher used

different research methods and each produced similar results, then accurate
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measures had been implemented. Mathison (1988) deems this concept to be
6convergenced and further stathinghet hat i f
dat a, the results may be Odouldeubimately st ent 6
mean a flaw in the measurement instruments (Mathison, 1988; Niiraret al.,

2006).

The primary use of triangulation in respect to this studyeshodologic
triangulation It is also known asmultimethod mixedmethod or methods
triangulation (Barbour, 1998 Greene & Caracelli, 1997Polit & Humgler,

1995). Researchers tend to use methodologic triangulation to limit the biases that
arise from using only a singleethod and also to counterbalance the weaknesses
of one research method with the strengths of another (Mitchell, 1986).
Methodologic triangulation has been used in this study becaa#levits for the

cross verification of data and is generally preferradthe social sciences
(Lincoln & Guba, 2000).

5.3.1 Addressing the potential Imitations of case study esearch

Case study research isnaulti-methodapproachwith certain limitations. The
purpose ofdiscussingthe limitations to case study researshto provide
justification as to why a case studgproachwas themostsuitable model fothe
research questions askeédyvbjerg (2006) identifig five areas of debate. These
were

(@) theoretical knowledgecan be more valuablefor teachers to
possessthan pactical knowledge and case studies focus on
practical knowledge

(b) one cannot generalize from a single case therefore it cannot
contribute to developments in research

(c) the case study is more useful for generating hypotheses rather than
for theory testing anduilding

(d)  the case study contains some bias toward verification, and

(e) it is often difficult to summarize specific case studies

Flyvbjerg, 2006 p219

Duff (2008) buit on these five areas while adding more limitations to the area of

case study research. Théseluded:
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M case studies can use Oabnor mal cas:
o6nor mal 6 behaviour, and
(g) case studies can hageoblemswith thick description and
triangulation
Duff, 2008 p.47

In this section, | identify how these may relate to, aotentially threaten my

study

5.3.1.1 Theoretical versus practical knowledge

Flyvbjerg (2006) suggest that theoretical knowledgeheld by teachersis
fiderived fromrule-based learningy(p.223), which can be, perhaps, more easily
identifiable andtagpi bl e, whi | e 0 @ desailiedsceaperienceaso wl e d g €
or reflections that teachersvue based on the knowledge theywbkayenerated
and based on past experiencéziistermacher, 1994see Section 2)30n the
other handFlyvbjerg (2006) furthearguelt hat O pr actisbasdd knowl e
on the concrete experiences of researchers vanechntrinsically valuable in the
learning process. From this idea, Flyvijé2006) noedthat:
social science has not succeeded in producing general, context
independent theory and, thus, has in the final instance nothing else to
offer than concrete, contegependent knowledge. And the case study is
especially well suited to produce this knowledge223)
It is acknowledgd that there is a difference betwedradretical knowledge and
practical knowledge and that because it is coafependent knowledge that is
being examinedi.e. teaching ESL knowledgeny role as a researcherould
inevitably havesome influence on thgrocesgi.e. being an ESL teacher nejs
and having my own practical and theoretical knowledge lzask) accepted this
as a limitation. Despite this, would argue that researcher biass an issue
associated with most types of qualitative research,immay current study this
wasminimized through methodologic triangulatioag noted aboyeUltimately,
related to the issue of theoretical versus practical knowledge, limitations relating
to theinformationresearcHrom theoretical knowledgdo exist, yet the benefits
from the experiences dmreflections defined in practical knowledge are essential

to answering the related research questions in this thesis.
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5.3.1.2 Generalization and case study research

Generalization, as it reled to research, aims to establish the relevance,
significan@ and external validity of findings (Duff, 200@. 48) in relation to
subjects outside of the participants in this gtudot being able to generalize
from a case study is a serious potential limitation.

Yet Creswell, Hanson, Clark Plano and Morales {@3(fuggest that the
case study is not meant to generalize at all, but rather to focus on a specific case
i focusing on the contextual condition of one or a few participants. Bassey
(2003) further notes that social science research in the form of a cdgelsts
not suggest whais true, but rather whammay betrue. Moreover, Richards
(2011) suggests that instead of focusing on generalization as a means to justify
outcomes, it is more important to examine ways in which the case study could
potentially comribute to understanding the nature of the problem (p.216). This is

the approach taken in my study.

5.3.1.3 Generating hypotheses versus theory testing

This limitation is related to the one previously statedaation5.3.1.2involving
generalizationslf the goal is to obtain the greatest amount of information on a
given problem or phenomenon, then Flyvbjerg (2006) would suggest that the
case study approach is not the best possible option. However, in this study,
obtaining vast amounts of datees not he objective. Because there has been
such limited research in the area of teacher progression in private South Korean
preschools, generating hypotheses is a necessary part of thi{stadgection

2.3). Further, in order for theories to exisistnecesary for someone to generate
them in the first placeTherefore, although | concede that theory testsg
important, for the purposes of this study, the ultimate gead to obtain a

preliminary understanding of a specific group of participants.

5.3.1.4 Bias toward verification

Bias towardverificationis based on the notion that social scientists are likely to
offer subjectively compelling explanations and that a case study researcher is
biased towardconfirmation rather thanfalsification relating to heir initial

preconceived notions about the case (VanWynsberghe & Khan, 2007). This is
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because researchers tend to recall information from memory selectively and
interpret data in a selective way. Ywith Flyvbjerg (2006)and VanWynsberghe
and Khan (2007%uggest that if the phenomena being explored by the researcher
is thoroughly evaluated, then the researcher will have the opportunities to
recognize the flaws ihis/herown preconceived notions.

Bias towards verification relates directly to researchas.bArguably,
both qualitative and quantitative researchers encounter this issue, as the data
collected is inherently biased based on the questions asked or procedures
undertaken. Therefore, bias toward verification is recognized as not only a

limitation for case study research, but as a limitation of research in general.

5.3.1.5 Summarizing case studies

It is often difficult to summarize case studies as they contain a substantial
element of narrative which is difficult to summarize into scientific tiesoand
propositions (Flyvbjerg, 2006). Eisnehardt and Graebner (2007) suggest that this
IS an issue involving all types of qualitative detail within the datais is
contradicted by Richards (2003) who suggests that by using computer software
packages (@. atlas.ti), and by focusing on a specific unit or set of units, a

detailed description of these units is possible.

5.3.1.6 Abnormal cases and normal behaviour

Duff (2008) states that sometimes Oabnor
used as thories for normal behaviour. Again, this relates back to generalizations.

It would appear unwise to create a theorydibffirst-time ESL teachers in South

Korean preschools based on this study and that is not the intention. Yet, if this

study can proceedith enough caution to gain insight into the thought processes

and motivations of this particular group of individuals, it may allow tfoe

possible generation of certain hypothesglating to the progression of novice

teachers which could be exploreglfature research.

5.3.1.7 Issues with thick description and triangulation

Duff (2008) suggests that although datzalysisfor case studies is an-aepth

and multiperspective analysis, the amount of data received from all varieties of
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sources can be emwvhelming. Therefore, the researcher needs to be organized
and be able to balance between giving sufficient description within each case and
delving into the underlyingiotionsand the emerging themeRichards (2011)
suggests that there are several waysvhich qualitative researchers can deal

withthissecal | ed O6data overl|l oadéd. He suggests

a protocol which records not only an overview of the project and data collection
procedures, but also specific case study questindsan explanation of how the
outcomes might be achieved. Further, Richards (2011) suggests that using a
database (e.g. atlas.ti) is essential for case study research as it allows the
researcher to maintain an organized framework for the collected datta.oB

these conditions were metthin this thesis.

5.3.2 Justification for use of a case study

Despite the limitations of case study research, it was still seen as the best
possible approach to this research project. Because there was a lack afprevio
|l iterature on this topic, it was not
interest in this research stemmed from a set of unanswered questions specifically

focused on the intrinsic nature of this case (Richards, 2011).

54  Methodology: observation

The four participants were observed on a weekly basis throughoutZiesek
study period. The preschool classroonse approximately 12 feet wide by 18
feet long. Each classrootrad beerdesigned in a similar fashion with a large
oval table in lhe middle surrounded by 12 chairs for the preschool students.
Therewas a chair designated for the teacher, wias meant to be standing (or
sitting) at the head of the table furthest away from the door. By structuring the
room in this fashion, the teacheras facing a CCTV camera andud be
visually monitored by staff, other teachers and parents (or any other person who
wasstanding in the reception of the preschool). The CCTV camecHsdee put

up in every classroom by ti@wner of the preschool antdy remaiedon at all
times that the scho@las open. These cameras were mounted wheprischool

first opened (2002). These proved to be useful for the cwstedy,but were not
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installedfor this researchif pareris chose to drop in to the preschashile
classes were in progresthey ould observe how their chitén behavedby
watching themonitors For the observation section of my study, microphones
were fitted into the classrooms of the participants and the CCTV cameras were
attached to a persal recording device which | supplied. Participants were aware
that the grammar, language arts and storybook classes were potentially going to
be recorded each week. However, they were not told precisely which classes
were going to be recorded. By collexithe data in this way, participants were
more |ikely to teach <c¢classes as O6nor mal
physically placed in the classroom before the teaching began.

Each weekiwo clas®swererecordedout of thepossiblethree areas of
interest(grammar, language arts and storybook). Each class was betvaad 3
40 minutes long, which allowed approximatél®-80 minutes of footage per
week of each participant.

Certain security issuasere adhered tavhen handling the data protect
the teache®expectations of privacy-or examplethe CCTV recording system
was secured with a password and was always in my posseBsiancollected
were then transported to an offsite location where they lwadked and saved
into a passwordgecure cmputer program (atlas.ti 6, see Sectidn9) for
reference andnalysispurposes.

5.4.1 Data collection: observation

Although therewere multiple strategies whichoald havebeen used to collect
observational data, | chose to useca@nplete observetechnique (Creswell,
2009), where a video camegus audio supplemenvas used to document
footage which was reviewed at a later date. As a researcher, | was not
participating, or even present, in thelevant classroors at any timedirectly
before, during pdirectly after the lesson. Data were collected from a remote
point on the main level of the private preschool. Tiveeee several advantages

to using this type of technique. The first invahee lack of intervention. Because
CCTV camerasvere present ithe classroom during all preschool classesag

likely that teachers were used to the idea of being filmed andmore likely to

act naturally if they did not note the presenceaafesearcher in the classroom
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Second, @omplete observaechniquewas better equipped to document unusual
classroom aspects which alled for better insight into thessuesfaced by
participants, their solutions to thessues and how the particip:
mighthavechangeé over the course of the 12 week studydfly, using this type

of observational techniqueould be effective in exploring topics which
participants mayhave foun uncomfortable. For exampléhe study examined
preschool children as young as three yearswldch is a category of students
which maynot always arrive at school with the skills or control that they eged

i particularly in the area of bodily functions. Therefore, preschool teacheld
befaced with crying children wharere speaking in Korean about not being able
to undo a bucklegr having to use the toilet without being able to correctly ask
the question in English. If the ESL teacleeuld not realize the situation quickly
enough, an acciderould resultcausing embarrassment for the student and the
teacher at the same momemhe way a teacher handli¢he situation and the
aftereffects are important when dealing with preschool students whd ha
language barrier yet these situationsaynot alwaysbe something that an ESL

teacher would like to have recorded as part of tessdn.

5.4.2 Observation schedule

In relation to the grammar content and English language teaching thateolccur

in the preschool classroom, Numrich (1996) initially conducted a study relating

to novice English teachers, all of whom were enrolled iMast er 6s degr e
program in TESOL and all who had less than six months of prior teaching
experience. Through the use of their diary entries, she analysed their
performance in the classroom. She suggested that novice teachers were initially
unlikely to initiate error correction in the classroom, yet by the end of the
semester, novice teachers had realized the importance of such a concept.
Numrich (1996) then designed an observation coding sheet which she felt
embraced many of the typical techniques for ecarection.Numrich did not

actually use her own coding sheet in hesearchjt was created as a resolt

what she had learnefdr the purposes of aiding other researchBrst mr i ¢ hdé s
focus on grammar and pronunciation was directly relevant to my study a

focused on aspects of English language learning that are of particular importance
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to Korean parents (Butler, 2007; Park & Abelmann, 2004). Aside from these
elements, Korean parents also have certain expectations about how their children
should act inthe classroom setting (e.g. children should sit quietly and
attentively) (see Section. 3) As Numrichoés study did
classroom situationd, added a section at the end of the coding sheet entitled
O0Cl assroom Pr ob ltoekimto $ansiderationgother ve$uesavhich
first-time ESL preschookeachers might face in the classroorhis section was
piloted (see Sectio®.5) and the pilotdentified key areas surrounding discipline

in the classroom that needed to be examined. 4 than able to create a
functional coding rubric for classroom problem solving whighen added to the
coding sheet designed by Numrich (1996), met the needs of my study in respect
to evaluatiorof the observational components

5.5 Area summary

Although observations can be intrusive, this effect waeduced by using the
CCTV equipment present in the classroom. Second, private information
(sentences mentioned in the classroom to other teachers, staff or students that
were not part of the lessonpuld hae been unintentionallpbserved, as they
werenot a component of the classroom lessdmis couldhave occured in a

variety of circumstancedut was specifically linked to the idea that since the
cameraswere always present, iWwas easy to forget theyere actually on.
Therefore, itwas possible that private conversations couwdde been recorded
without the consent of all participants. However, by ensuring that the video
camerasvere closely monitored to record only the B 40 minutes of teaching

time during classroom hours, this situati@ould be minimized. If private
information was obtained, it was removed from the transcription, ensuring it did
not play a role in the actual study and to protect the privacy of the participants
There were also linmtions to this approackde Section 10.5.hs since footage

was stopped when the bell rang, sometimes the last 30 seconds to one minute of
the class were not recorded as the teacher finished the lesson. Qe
essential that as a researchamak diligent in recording the participants during

class time®nly, despite the limitations
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5.6 Methodology: interviews

An interview is a conversation that has a strucameébr purpose and is led by
one partyi the interviewer.n the current studyt iwas necessary to interview
participants to gain their insight and perspectives to meet the research objectives
(Cohen, Manion & Morrison, 2007Ysing alife worldinterview (Kvale, 2007),
which can be classified as ewdagwanld)y about
(p.11), gives powerful insight into the life and understanding of the participant.
Yet, despite the powerful nature of interviews, they require various stleces
of data to reinforce their accuracy (Silverman, 201®uch as through
obsenations and journals.

Participants participatkin three interviewsn the 12 week study. The
first interview was held over the computersing Skype) during week 0. This
was the time period after the participant had signed the contract (created by the
preschool) andhadreleasd theform for this studyConsent Letter, Appendix) 2
The interviewwas held approximately-2 days before the participant was set to
leave for the ROK. The purpose of this interview was to obtain some general
background informatio on the participant, as well as their views on ESL
teaching and on the ROKSkype had to be used due to ease hndgetary
constraints of international calling. This interview was not recorded, as the Skype
system on the computer did not allow fecordng and participants were not
willing to have their views recordetitowever notes were taken throughout the
interview.

Some of the main areas addressed included the following:

1 Background education of the participant

1 How they intended to cope with thgotential 6 cul t ur e shock

related to the ROK

Reasons why the participant chose to teach ESL

Reasons why the participant chose the ROK, and whether the

ROK was their first choice of location

1 What they expected to do, in relation to teaching, in the preschool
classroom

1 How much support they expected from other members of staff
(both Korean and English) as well as from the Director and the
Owner

T
T
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The interview was senstructured with open ended questions and was designed
to take about0 minutes to one hour. Hower, if a participant felt particularly
passionate about a certain point, or said something that could be further explored,
this was capitalized on and specific questions were then posed, which did not
necessarily follow the script initially createse€Appendix §.

The second interview was held during week six of the study. By this
time, the participants had been involved in preschool English teaching for six
weeks andhad had interactions with both the Director and the Owner of the
company. This occurdeduring thedvelcome dinnefto which each teacher is
invited upon arrival, as well as through tasks such as setting up a bank account,
pension contributions and preschool field trips. The purpose of the second
interview was to discover how, if at alhe views of the participant had changed
since their initial interview and their arrival in the ROK. The main areas of

interest were as follows:

1 What strategies have been learned in order to cope with teaching
preschool children?
1 Have difficulties arisenn teaching preschool Englisi&hd if yes,
what has happened?
1 What strategies are being used to design the lesson plans for each
class?
1 What aspects of the job have been the most surprising; is there
anything that would have been beneficial to know befaiga in
the ROK?
Which parts of the job are enjoyable and which could be changed?
Is the level of support within the preschool adequate?
Il s 6culture shockd occurring and h
What is happening outside the classroom? (epdracular
activities, travelling, etc.)

E

This interview was also structuredtiviopen ended questions and lastbdut30

to 45 minutes. Once again, if participants felt they wanted to explore an area
more indepth, they were allowed to do slb.is important tonote that it was not
possible to record these interviews. Teachers expressfdsal to participate if
interviews were to be recorded. All four teachers suggested that this was due to
lack of trust in me or apprehension that the Direatould be able taeview the
audiokideo. | am unsure where this fear originated, as it was explained to

participantsthat their answersvould be confidential. Howevetthey agreed to
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speak candidly with men the assurance that if they were approached by the
Director in te future, theywould deny any negative issues that they reported.
After this was agreed upon, notes were taken in the intenaeadshese notes
were then emailed (week 0) or shown (weeks 6 and 12) to participants for
approva) but no video or audio foage was recordedsee Chapter)8

The final interview was held in week 12, which was three months into a
oneyear contract for the participants. By this point, it agpothesizedhat the
participans would have established some means for developingegkms
(they had been completing them for 12 weeks]) for coping with the situations
that presented themselves in a preschool English classroom. Thegemerally
not given any on the job training, and therefibreas unlikely that if there were
charges to the lesson plathesewere notbased on the influencer guidance
from administrative staff. It was explained to the participémat this would be
the last interview and was the final part of their participation in the study. The

main areas of frus for the final interviews were as follows:

Describe your feelings about the ROK

What are the benefits of working in the ROK/hat arethe

drawbacks?

1 What has been the most difficult aspect of life in Korea that

you have had to adapt to?

Is living in the ROK as you expected?

Is the level of support from the administrative staff/peers what

you expected?

1 What do you wish that you had known at the beginning of
your contract that you know now?

1 What is the most significant idea you have learned about ESL

teaching?

= =4

= =4

This interview was designed to be approxima@lto 45 minutes in duration

and consisted mainly eemistructured andinstructured questionBy this point

in the process, participants were slightly more comfortable with the process, as
they hadall personally seen that the information they gave in week 6 had not
been conveyed to the Director, and that | had recofttedugh noteaking)

their opinions in a confidential manner. However, they were still not comfortable
with giving a final intervew that was recorded either with audio or video.
Therefore, | asked them to speak as candidly as possible and reassured them that

I would continue to conduct the study in the manner which was initially agreed to
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in week 0 and which was stated on their emténformation lettergee Appendix
1 and Appendix R After this discussion, interviews were conducteates were

takenand these notes were then approved by each participant

5.6.1 Discussion ofprocedure: interviews

The strategy for intervienvg participants was structured around two main
categories: theaelephone interviewand theface to faceinterview (Creswell,
2009). The telephone intervief@kype)usedfor the initial interview in week 0

was chosen mainly out of simplicity. It was neeggsto interview participants
before they had any experience with the ROK. This included any experience that
they might have had prior to their initial experiences in teaching (e.g.
communication difficulties with the Director/Reiter). This was integralo the
process of the study, as it was essential to obtain ideas on tcenmeived
notions participants had before arrival. It was strategically impossible to travel to
the country of origin of each participant in order to obtain an interview of a face
to face nature, and therefoBkype was usedlhe seond and third interviews
couldbe face to face. This type of interview technigaeethe most freedom to

the interviewer without compromising on the essential research questions which
neeckd to be answred. It was also a method that was convenient for the
participants, as itvas easily scheduled around other school activities and the
personal schedules of the participants.

Face to face interviews are particularly useful in that the researcher is
able b gai n access t o t he i ntervieweeos |
behavioural events which are essential to case study evidence (Yin, 2003).
Further, norverbal communication can be more easily observed during face to
face interviews.Despite these advages, interviews have limitations. Yin
(2003) suggests that interviews should be takevedsal reportsonly, and that
when reporting such events it is essential to note that interviews are subject to the
Acommon problems of bi dsn,acpooateeaall cwa
(p.109).

There are further limitations to the use of interviews relating to research
within a case study. Initially, interviews of this nature will often only reflect how

the interviewee is feeling at a particular time providingeesion of the truth at a
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snapshot in time (Duff, 2008). Therefore, if the participant has had a particularly
bad day on the day of the interview, the responses may be skewed and provide
inaccurate information. Second, interviews allow the researchérei the line

of questioning. Kvale (2007) and Creswell (2009) would suggest that this is an
advantage of interviews as it can check
(Kvale, 2007 p. 87), but both note that leading questions by the interviewer
coud inadvertently shape the content of an answer, thus leading to unreliable
findings. Another disadvantage to interviews of this nature is the presence of
researcher bias and interpretation. This bias is likely to occur in all interviewing
strategies; howeer it can be minimized through the review of the questions by
an external examiner (which was completed in supervision meetings related to
this thesis) and by the organization of the researcher on the day of the interview.
Finally, having unrecorded intgews is another limitation in this particular
study as taking notes as participants speak is inherently subjective. It is
impossible to record every word, phrase and gesture, making this type of
interview less reliable. However, in this case, there wastimer available option

and participants were encouraged to confirm interview notes after the fact (which

they did), and this somewhat minimized the limitation.

5.6.1.1 Using Skype for week 0O interviews

These week 0 interviews were conducted using Slamek are basically the
modern day equivalent of telephone interviews. Yet in some previous research,
telephone interviews, in relation to qualitative research, have been considered by
some as not ate-facé mteroievd (Opdenakken 2086; Sweet
2002). Despite this, there are many advantages to telephone/Skype interviews,
such as the decreased cost of travel, the ability to interview participants from a
geographically diverse area, a reduction in space requirements, an ability to take
unobstruatd notes, and an increase in safety for the interviewer (Novick, 2008).
These advantages do come at a cost, as issues, such as a possibly shorter duration
for the interview and the lack of nonverbal or visual clues, may limit the richness
of the responsg$roves, 1990). Yet this could be mitigated by the argument that
participants are in their own environment, creating a comfortable setting and

reducing pressure (Novick, 2008).
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A study conducted by Bertrand and Bordeau (2010) further supports the
use of Kype as a sound method for conducting interviews. Although their study
also used a video component, they found that Skype (or VolP) was a valid
method of conducting interviews. My study did not employ the video component,
primarily because not all pasipants had an internet camehegwever, some of
the benefits noted by Bertrand and Bordeau (2010) are still relatable (i.e. since
Skype does not record the conversations there is an increased level of trust; an
increased amount of freedom is felt by par@éeifs, knowing that the interviewer

is potentially thousands of miles away).

5.7 Area Summary

It is recognized that there are some limitations to using interviews in qualitative
data analysis; however by incorporating the use of observation with thlesres
from the interview, the study is likely to retain more validity than by using only

one of the above techniques.

5.8 Methodology:journals

Each of theour participants was required to keep a journal for the 12 weeks that
they participated in this wstly. Prior to distributing the journalsto each
participant, a set of instruction8fgpendix 12) was inserted on the first page of
each journal directing the participant to each of the tasks. Participants were also
given a set of verbal instructions retegito how the journal should be used and
were encouraged to write in the journal as much as possible. During the course of
the 12 weeks, participants were responsible for maintaining the privacy/security
of their journals. These journals, which includeldcalmponentsequired for this

study (the three taskssee below)were then collected at the end of the 12 week
period.

The set tasks were made up of three components. For the first
component, participants were asked to design a lesson plan for eaehtiofee
classes being studied (grammar, language arts and storybook). This step could
have been completeat a time suitable for each individual participakeeping
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and maintaining records for each clags a requirement for all teachers as set

forth in their initial contract (designed by the preschool); however, teaoleees

not given any direction as to what should be written in a lesson plawerd

only instructed on how to fill out the formarf example of the form distributed by

the preschool cabe found a®\ppendix13). Therefore, most of the direction on

how to create a lesson plan came from the instructions given on the instruction

page of the participantodos journal. Since
for the preschool, participantgere not undertaking any extra work for this step

of the journal, and it was expected that it would take the participants between 20

30 minutes per week to complete. Further, since it was an initial requirefent

the preschoglthe Director also received copy of the teachdysveekly lesson

pl an guide (although the Dirakadassesr 60s copy
unlike mine, which included only storybook, Language arts, Grammar and
Phoni cs. T h e wddiugecto show tlie parents, ghoblky/twish to

check on the progress of the classes). The purpose of this task, in relation to my

study, was to monitor the changes (if any) in lesson plans over the course of the

12 week period and to examine if there were any trends or routines that
develomd throughout this time perio@hanges were defined as any differences

in length or detall in the lesson plans, while trends and routines were defined as
similarities that appeared over the course of the study.

For the second step of the journal, papéeits had to reflect on how
closely the actual class followed their lesson plan. This was used only for this
study and was not a requirement by the Director. This step coultialsobeen
completed daily or weekly; however, participants were encouragedniplete
this on a daily basis. This was due to the fact that as timedodseghout the
week, itwas possible that the participarasuld have forgottenwhat occurred in
their daily lessons (memory decay) (Berg, 2007). Participants were asked to
confrm with a tick symbol (a) i f they had
exactly. Any deviation from an exact match to their lesson plan was marked with
an asterisk symbol (*) and a description of the changes and the reason for the
changes was documewt Reasons for the changes varied and could include, but
were not limited to, lack of time, changes in the schedule, interruptions by
parents/teachers, student misbehaviour, or lack of student interest. While the

initial journal entry was created in bluer black ink, participants were
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encouraged to use red ink to complete this second set task. It was estimated that

this task would take approximately 360 minutes to complete depending on the

amount of deviation from the original lesson plan. This sfeth® lesson plan

creation was only written in the journals provided and was not disclosed to the

Director. Participants were assured that they would not be assessed or

reprimanded if they did not keep to the original lesson plan. Although it was a

concernthat participants would not be entirely truthful about what they had

completed (or not completed) for fear of repercussion, it quickly became evident

that participants were easily able to complete the lesson plan créatedvas

because the effort putto the lesson plans was not at the level that was expected

(see Section 9)3

In relation to the third task within the journal, participants were

encouraged to writdown experienceelating to any feelings that they might be

having about their time aan ESL teacher in the ROK, positive or negative. It

was suggested to participants that if they had an epiphany about their preschool

classes, or simply wanted to vent their frustration about any part of their

experience in the ROK, the journal was the eléx write it down. Participants

were assured that anything written in the journals would be kept strictly

confidential and that its only use would be for this research study and possible

future articles. Participants were told that excerpts from them@icould be

reproduced for purposes relating to this study; yet they were also assured that

their identity would remain anonymous and that publishing would take place in

2012, well after their contract completion date at the preschool. It was suggested

to the participants that they should include a thim@esweekly submission for

this third step of the journal, however, it was verbally expressed to the

participants that it was acceptable if they chose to write more often than the

suggested amount.

58.1 Discussion ofprocedure’ journals

AWhat we may think novice teachers
and what they see as most rel evant
(Numrich, 1996 p.131). Using thediary method(Berg, 2007)was useful in

collecting longitudinal data from participants, as thegre able to provide
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insightsfrom the perspective of writerras a Operformer 6 and
(p.253). This method providea def ence agai n(seé SeGtiore mor y
5.8) meaning that since participantgere asked to provide a daily or weekly
entry into the journal, thewere more likely to be able to reflect on their own
performance throughout the course of the study. By having the participant act as
b ot Iperfameba n thformanbd(Berg, 2007 p. 252), the researchées able to
get a clearer picture in order to recreate and evaluate the events previously
experienced by the participant. The instructiangen to participantswere
adapted from Numrich (1996) amdere modified to include information about
disclosure, and the addition of instructions for tasks one and two. These
instructions Appendix 12) were chosen because they were almost entirely
relevant to the journal section of this study and because they weresstul in
the previous study, as evidenced by the results achibyeumrich (1996)
Therefore, itwas realistic to believe that they would serve the same purpose for
this research.

Thereare disadvantages to using journals for research purposeslynit
it is difficult to obtain consistent and complete journals from participants (Berg,
2007). This could be a result of a variety of factors, but is likely related to
participant apathy/lack of interest, or an inadequate amount of time allotted for
paticipants to fill out the necessary information; it could also be related to fear
of retaliation by the employer if negative aspects of the preschool or of the staff
were recorded within the journal. Thus, motivating participants to record entries
in theirjournals andassuringparticipants that their entries would be kept strictly
confidential appeared to be the main issues that were essential in obtaining
relevant data for this study. This could only be achieved by building a rapport
with participants wHe still maintaining a research focus. The evidence that
rapport was achieved with the participants in my study over the course of the 12
week period fee Section 8.3.1)3was the fact that all participants openly
admitted towards the end of the studytttieey felt more confident towards the

end of the 12 week period than la¢ tboeginning.
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59 Using data analysis software

For the purposes of this study, atlas.ti 6 was determined to be theusedsi
qualitative software analysis program for the dadected. This decision was
based primarily on two factors, its capabilities and its ease of use.

Atlas.ti 6 alloned documents, quotations, codes and memos to be
inputted into a Hermeneutitnit (HU) and clearly identifi¢ each category
through the usef four drop down menus. Within these &@fions, codes and
guotations ould be assigned to documents in order to facilitate nawvigat
throughout the project. vas also possible to link audio and video files to
transcription data which alloxdfor easie examination othe observational data.

In relation to this study, journals (including class plans), interview
responses, observation videos and observatamscriptswere all entered into
atlas.ti 6 and linked, through the use of document familiesrdate a network
map for all pieces of information. By effectively managing these document
families, comparisons could be made between class plans and actual classroom
practice, between journal entries and interview results and between interview
perceptims on language teaching and physical classroom observation. Further,
because it was possible to link codes between documents, atlas.ti 6 facilitated the
interpretation of study resultas it offered filtering strategies which allowed the
interrogation othe dataset to be conducted.

59.1 Coding for observations

The videos from the CCTV footage were inputted into atlas.ti with each teacher
being assigned a folder and 13 sub folders numbered by week (e.g. week 0, week
1, week 2 etc.) Two videos were infad into each file (except week 0, which

was only used for the interview with each teacher). Videos were then transcribed
and the files linked. Codes were created for the observations, based on the coding
sheet adapted from Numrich (1996). The codes the grammar and
pronunciationsectionswere as followgdiscipline codes can be found in Section
7.6.1):
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Table 5.1: Coding system for grammar elements of observation

Abbreviated Code Association for Grammar Section

code name

TNO/STA Teacher says answerirgcorrect and waits for students to |
again

TNO/ASA Teacher says O6no, 6 asks so

TCS Teacher corrects student (gives answer)

TFE Teacher repeats studentos
expression to indicate error

TI Teacherrepeatsstudeé 6 s i ncorrect an
to indicate error

TWB Teacher writes studentods
error

TWB/B Teacher writes beginning o
complete

TSAF Teacher draws stmdentds at

TCG Teacher accepts student ds
grammar

SC Teacher asks student to repeat answer (studerdasedicts)

Table 5.2: Coding system for punctuation elements of observation

Abbreviated Code Association for Puntuation Section
code name
TCP Teacher repeats answer with corrected pronunciation
TIP Teacher isolates problem sound and has student correct 3
TRA Teacher repeats answer with appropriate intonation
TWBP Teacher uses whiteboard to show sound in writingefi&t
phonetic symbols; drawing)
TA Teacher shows student articulation of problem sound
After t he coding had been compl et ed, d

participant across weeksd or Obet ween p:
comparisons to bmade along the longitudinal timeline. Findings for this section

can be found in Chaptér
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59.2 Coding for Interviews

Interviews for the participants were not recorded so direct transcription was not
possible. However, once the notes taken during tieeviews had been approved

by the participants (see Sectibrb), the notes were uploaded into the folders
(created for the observation section, see above). Because the questions asked
were the same for each of the participants, both the question asketieand
response were inputted, although only the response was coded. Codes for the
interview section were as follow®ote that within each code a (+) indicated a

positive view toward the subject while- ihdicated a negative view
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Table 5.3: Coding system used for interviews

Abbreviated Code Association for Interviews

code name

SL(+) (-) Participant made reference to their own experience
learning/using a second language

LANG (+) () Participants discussed ideas related tosqeal use of the
English language (e.g. language barrier)

CON Participant discussed terms of contract (e.g. working hoursg

HOU (+) () Participant discussed housing

JOBS (+) §) Participant discussed job satisfaction/frustration

TRA (+) (1) Participan discussed travel

ECA(+) (-) Participant discussed extracurricular activities (exclug
travel)

KOR (+) (-) Participant discussed opinions on Korea

CUL (+) (+) Participant discussed cultural differences/similarities

TEA (+) (-) Participant discussemkpect of teaching at the preschool

BOOK (+) () Participant discussed textbook or classroom materials

DIS (+) () Participant discussed an aspect of discipline or misbehavi

DIR (+) (-) Participant discussed conversations with the Director

OWN (+) () Participant discussed conversations with the Owner

HTR (+) () Participant discussed conversations with the Head Kg
Teacher

PAR (+) €) Participant discussed conversations with a parent or parer

KID (+) (-) Participant discussed a specificdstnt

OTR (+) €) Other discussions (that may be useful for journal comparis

Coding for the interviews was created after the interviews had been completed.
Often, the codes overlapped, which was not an issue. The main priority for the
codes was to g insight into the number of times participants mentioned a
certain issue to see if there were trends (or changes) across the three interviews,

but also to allow for links to be mado the journal entries.
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59.3 Coding for journals

Journals were colléed at the end of week 12. The handwrigebmissionsvere
then typed up and inputted into atlasgach submission was divided into several
entries with an o6éentryd being classified
the coding categorieselow. Jo ur n a | entries were first C
related to -e(fsbbodld DoOopidboou.td School rel a
subcategorized under the following headings:

1 Related to discipline
1 Related to parents
1 Related to students
1 Related to staff
1 Relatel to materials
1 Other

0 O+woftschool topics were categorized as:
Related to culture shock/culture specific knowledge

)l

1 Related to travelling

1 Related to social events (excluding travel)
1

Other

Once placed into a sutategory (or multiple subategories, seee6tion8.6.1),

journal entries were also coded under the same structure as the interview data
were.Due to the large amount of data collected from the journal entries, the sub
categories allowed for journal entries to be appropriately grofredeneral
analysis, while using the interview codes allowed for comparison between these

two methods.
5.9.4  Measuring discipline quantitatively

While aspects of discipline could be discussed and coded using atlas.ti, part of
the analysis required a quantitativepeoach to be taken. This aspect of data

analysis allocated a score to each instance of specific misbehaviour and the
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response by all ocating t he action t o e
overreactivity. 6 This76s discussed in det
In the case of the above quantitative analysis, atlas.ti was not the most
effective program for the complete analysis of these data. Therefore, the
Statistical Package for Social Sciences (SPSS) was used to analyse this aspect of

my study. Atlas.ti was &=l for the initial coding, but due to the large volume of
instances related to discipline, the codes were then exported (first to an MS Excel
spreadsheet) to SPSS. This transition made it easier to interpret the data.

5.10 Summary of methods

Qualitative data collection is an interpretive style of research, where the
researcher is inherently involved in the sustained and intensive experiences of the
participants (Creswell, 2009). It is therefore essential for this research study to be
concerned with coraly interpreting the data. This entails encompassing the
roles of culture, race, class or social differences inherent in the study while
identifying the social, political and historical issues underlying each situation.
Atlas.ti was deemed the most appiape program in order to facilitate thisor

the quantitative analysis, SPSS was used.

5.11 Ethical issues

The Economic and SocialeRearch Council (ESRC) (200&ted in Silverman,
2010) has identified five major areas involving ethics which neée &ddressed
by researchers who are undertaking qualitative research. These are as follows:

1. Subjects should be fully informed about the purpose and methods
of the research study and the possible future uses of the data
collected. Subjects should also bwase of what the research
entails and of any risks that might be involved.

2. The confidentiality of information supplied and the anonymity of

the research subjects is essential to the research process.
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3. Participants and associated staff must participate teniilyrand
without coercion.

4. Harm to participants must be avoided.
The impartiality of researcher must be clear and there should be
no undeclared conflict of interest in the proposed work.

(from Research Ethics FramewqrESRC, 200%ited in Silvermar2010

The first four points from this list relate to participants (and in this case the
associated administrative staff) aade addressedbelow. The fifth point relates

to the researcher and is more difficult to clarify. However, after having read the
subpaints to this issue listed by Silverman (2038 156) | can asserthat my
involvement in this researakias solely for the purpose of gaining an insight into
this areaand dd not involve personal, academic or commercial conflicts of
interest.

Another réevant subject is my personal involvement with teaching
English in Korea. | have, on two separate occasions, been employed as an ESL
teacher in the ROK. The first was with preschool children, the second with
adults. The two experiences have influenced taghysin several ways. First, the
topic and the research questions were affected by cemegonceived notions
that | had;for example, | knew that it was likely that there was going to be some
aspect of O&éculture shockiyatidadvantagecasur r ed .
it gave me a direction on which the research could be focused. Further, analysis,
discussions and conclusions drawn in this thesis, will all, to some extent be
influenced by my own personal experiences. | have attempted to limhi#sis
by limiting the amount of contact | had with the participants, Director and
Owner, before, during and after the study (although | still have the email
addresses of the participants and Director so that | can offer to send them a final
copy of my findngs upon completion).

One further ethical consideration which needed to be considered was the
secure storage of data during and after the study. Data was collected through two
means, electronic and hacdpy documents. Electronic data was collected from
observations where videotaped classes were initially stored on a secure
(password protected) laptop before being transcribed into atlas.ti (also password

protected). Hara&topy documents included interview notes shown to participants
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and journal notebooksThese were both collected from the participants and
stored at a secure location (away from the preschool) until they could also be
inputted into atlas.ti. The physical documents were then stored in a locked
cabinet until the completion of the stuflye. dter a degree is awarded) which

point theywill be destroyed (Participants were given the option of having copies
made of their journals, but no participant chose this option, nor did they ask for

their journals back).

5.12 Ethics and participant selection

As mentioned earlierthe Director of the preschool was responsible for hiring
new teacherswith the assistance @ recruiter)(see Section 4.3 Because the
preschoolwas smalland because this study needed to be completed within a
limited time fame it was necessary that the Directmnsistentlyhire teachers

with no previous teaching experience in order to obtain participants. This later
became a noissue, as the Director noted that salary restrictions and high
working hours limited her apglant pool to only first time teachers (see Section
4.3). According to Polkinghorne (2005) the researcher is required to select
participants who can give full and saturated descriptions of the experience under
investigation. Additionally, in the area of pasive selection, exemplars need to

be sought out such that the researcher tmarn substantially from the
experience. Therefore was important to select a sample from which the most
could be learned. In relating this to the ethical considerations gigsefully
selecting participants, Polkinghorne (2005) suggkdhat in the area of
qualitative research, researchers have considerable leeway when it comes to
participant selection. This is supported by Gregory (2003) whadribtt each
researcher W have hada separate moral outlook guided by the principles and
experiences that have occurred throughout their individual life. Both Gregory
(2003) and Polkinghorne (2005) would agree that the trustworthiness of the data
depend on the integrity and hongsibof the research and that as long as the
production process is transparent to the reviewers and is morally acceptable to
the researcher, there is little cause for concern. Therefore, when discussing

purposive participant selection in relation to this gtutlis suggested that the
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relevant ethical considerations have been met, and for the following reasons: (a)
the Director knew the purpose and direction of the study before the hiring
process began and knew that it involved finste ESL teachers and (l)is

likely that the Director would have hired fitsine ESL teachers anyway, as the
preschool is able to offer a lower salary to fifeie ESL teachergsee Section

4.3), thus creating a larger profit margin for the business, which is the ultimate
god of this private institution.

Within participant selection and ethics, it is necessary for participants to
be fully informed (as stated above, point 1, Sectdt). Within this study, the
purpose of the study was clearly outlined to the Director thraugranslated
document gee Appendix3 for English version It was further outlined to the
participants with the consent letter (Fggpendix1 and Appendix Pwith further
instructions being given both verbally on arrival and on the front page of the
journal entries along with the option to withdraw. Participants were unaware of
the specific nature of the research, but were not concerned about what aspects
were being researched. This can be stated, as none of the participants asked any

specific questionabout the research topic or the research questions.

5.13 Involving consent

Gregory (2003) argues that consent for participation should be fully informed
and as a consequence, voluntary. OFul Iy
researcher is respongblor ensuring that the participants are as clear as possible
about what is involved in the research and that the participants are advised of all
reasonable and foreseeable circumstances which might influence their decision to
participate. Further, for rearch to be voluntary, Gregory (2003) suggests that
the decision to participate in a study ¢
upon the individual arriving at the deci
information is given to the participanend there are not any circumstances
which would disturb the assumption of consent, it is reasonable to assume that
the ethical requirements relating to consent have been met.

In reference to this study, it was necessary to obtain consent from both

the aaninistrators and from the teachers who were participating. Initially, it was
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necessary to have the consent of the administrators, specifically the preschool
Owner, the Director and the Korean head teacher. Cohen, Manion and Morrison
(2007) suggest that iegtigators cannot expect to enter a nursery school as a
matter of right, but that they need to deem themselves wtwrthgethe facilities
needed in order to conduct their research. They further state that it is necessary
for investigators to gain volumaconsent and to indicate the possible benefits of
the research being conducted. This task initially proved to be diffisbin
contact was first made with the preschool (November, 2008)o the language
barrier at the preschool, although this sitiatwas moderately improved by
incorporating the Korean head teacher into the consent pr(feelssiary/March,

2010) as her ability to speak English and Korean allowed mediation to occur
between all members of the administration staff and myself. Throaghlation

by the Korean head teacher, the outline of the research study was described to all
staff involved, and a written copy of the research study was submitted to the
administration staff to retain on file. This report was later translated by the
Korean head teacher for distribution to ¢t
asked to see itsée Appendix 3 for English VersipnAdditionally, an article
appeared in the monthly newsletter explaining my presence in the preschool and
giving a general overew of the project Since therewas difficulty with
communication due to a language barrigr was sometime difficult to
communicate with the Owner of the company. Therefore, when he or the
Director had a questiorelating tothe study, theywould commorty send an

email which was first translated by the Korean head teacher. This was found to
be the best form of mediation when questions arose. | was able to respond almost
immediately to all of their questions and they appeared satisfied with my
responses.The participation by the administration of this preschool was
completely voluntary and in no way were they pressured to be involved.

In relation to the participants, as explained in Birch and Miller (2002), it
was nhecessary to use participant observdtiorough CCTV)and longitudinal
interviews in order to explore their life stories, as well as to acknowledge the
coherent narratives as a researcher. Therefore, it was essential to fully inform all
of the participants of this fact in order for them toyruhderstand the purpose

behind the research.
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As was previously mentioned, potential participants were notified by the
Director at the point of being offered a position at the school that this particular
preschool was participating in a research study tat if this preschool was
chosen by the teacher (potential participant), they would be asked to participate
(see Sectiorb.3). The teacher was advised that their participation in the research
study was in no way linked to their employment at the presdcaond if they
chose to opt out of the study at a later date, they would not be penalized in any
way. Participants were also given a consent letter and an information sheet
(Appendix land Appendix Pwhich outlined exactly what was expected of them
if they chose to agree to participate in the study. The actions of offering these
explanations could have affected potential participants in two ways: initially
potential participants had the option of selecting another location for
employment, as therevere hurdreds of ESL jobs available in the ROtas
shown through websites such as www.eslcafe.camj demand exceed
supply. Secondly, participants were advised that they had the option of
withdrawing from the study upon arrival, or at any point throughout 2heeek
study period, which still allowed them job security of their-gear contract. By
advising participants of their options throughout the duration of this study, the
ethical considerations initially outlined by Gregory (2003) of being fully
informedand obtaining voluntary consent were r(ete Sectiorb.11). Further,
participants were assured of job security irrespective of their willingness to
participate in the study and therefore point 4 (harm must not come to
participants) from the initial maingmnts on qualitative research (by the ESRC)
has also been métee Sectio®.1]).

Aside from teachers, administrators and support staff, there was also a
need to inform parents of student involvementhi@research. Within the terms
of this research, stients were regarded as having indirect participation and
influence. Ultimately, it was student reactions and behaviours that initiated a
specific response by the teachers, and this relationship was necessary for the
completion ofthe study Therefore, alparents were notified ithepr esch ool 6s
monthly newspaper (written in Korean, September, 2010) that | was conducting
research and that h e s c€C@8To/ddotage would be used. They were also
assured that all student identities would be kept confidertiatet several

parents throughout the duration of the stuhd none raised any concerns.
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Further, | was not aware of any concerns presented by parents to the Director or
the Owner of the preschool.

It should be acknowledged that parental consent wadireutly sought
at any point in this study. After having a conversation with the Director and the
Owner of the preschool, they determined that sending out a message in the
monthly newsletter was satisfactory (this was in accordance with the laws in the
ROK), specifically because the children were not the focus of the study. The
Director also mentioned that having a PhD study conducted at the preschool
would likely be looked upon as advantageous from the perspective of the parents
and she was not concerndabat any potential issues with student involvement,

especially knowing that the identities of students would remain anonymous.

5.14 Involving Confidentiality

Gregory (2003) suggests that participants will be unlikely to reveal their real
feelings or attudes without the assurance of confidentiality. While taking this
point into account, it appears that it is easier to assure participants of the
confidentiality of their responses, rather than to actually achieve it. In reality,
what they sa and how theyacted throughout the course of this studyould
ultimately be publishedand publicly available to some extetitese responses
could be accessed by an infinite number of individuakhough in an
anonymous formatNoting this point, there are a numlwdrstrategies that were
employed in order to provide as much confidentiality as possible throughout the
duration of this study.

Wiles, Crow, Heath and Charles (2006) suggest that confidentiality
comprises three main components: (a) ensuring the sepaditidata from
identifiable individuals, (b) ensuring those who have access to the data maintain
confidentiality, and (c) anonymising individuals to protect their identity. For the

purposes of this study, these criteria were met by the following conditions:
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Table 5.4: Conditions involving confidentiality

Criteria Actions taken to meet the criteria

(a) Separation of data from identifial 9 Data were stored in a secur

individuals facility outside of the prescho
where access was limited solg
to this regarcher

1 Anonomysing through th

renaming of participants

(b) Ensuring those who have acc 9 Issues arising in interviews (

maintain confidentiality during observations were n
discussed with other individual

1 Anything said by the participar
in the inteview was noft
discussed
with other individuals in a wa
that could identify  the
participant

1 No one else had access to

data
(c) Anonymising individuals to prote( 9 Participants each selected
their identity pseudonym which was us¢

when reporting datavithin this

thesis.

Bearing in mind the actions of the researcher, confidentiality could not be
maintained in all circumstances, especially relating to the journals. During the 12
week study, participants were given the journal and asked to follow the
directions. The journals were not submitted until the end of the 12 weeks.
Therefore, it was the responsibility of the participant to secure the journal during
these 12 weeks. As a researcher, | could not be responsible for confidentiality if
the participan left the journal open on their desk (for example) and another
teacher or a member of the administration read it. This issue was beyond my

control, but it was suggested to each participant that they keep the journal in a
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secure location if they were comoed about the content written insidgéome
participants in the final study chose to take the jounoahein order to maintain

their privacy.

5.15 The pilot study: methodology

The primary purpose of the pilot study was to test the instrumernitdhwere
initially created for use in this studysee Sections 5.8.10. Once the
instruments were edited and approved (by my supervisor), a pilot study was
carried out in the ROK ovelr7 consecutive days in March aAgril 2010 using
native English spddng teachers from different regions within the ROK.
Interviews were conducted with 30 differemative English speakingeachers

who were currently working iprivate schools irkKorea. These teachers were

selected through t he teaclsersoverd apprbachedf f e c t .

three main Korean citiesho were staying at various hostels | encountered
during my travels. These teachersre also asked to suggest friends/other ESL
teachers who might be available for interview. By the end of thewek
period, 30 teachers had been interviewed. These participants were divided into
three groups. If the ESL teachers had been teaching in Korea for less than three
months, they were asked questions fromwleek Ointerview data, if they had
been teaching ifKorea for between three and six months, they were asked the
questions from theveek 6interview schedule, and if they had been teaching in
Korea for more than six months, they were asked questions fronveible 12
interview schedule. Teachers were not #madly targeted from the preschool
education sector as it was simply too difficult to locate enough willing
participants from this sector. Therefore, teachers fronpralhte sectors were
invited to participate in this phase of the study.

In relation b the observation instruments created for this sthdigre |
left for the ROK, one teacher volunteered to have his preschool lessons
videotaped for the purpose of the pilot study (he was recommended by the
Director of the preschoglhowever upon arrivahree other teachers were also
willing to participate in some fornSix lessons were videotaped (two grammar

lessons, two language arts lessons and two storybook lessons) for the sole
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purpose of testing the observational coding shappéndix 19. The teachers
were employed by thsame private preschool that would be used for the main
part of this study, but @renot participantsselected in the final study. Data from
the observations were stored on a secure, pasgwotected laptop and brought
back tothe UK before beig transcribed andnalysed.

The same teach&mwho volunteered to havtheir classes videotaped,
also volunteered to complete the journal section of the pilot study. The
participans agreed to maintain a journal for a one week period géme week
that the videotaping of classes occurred). Once again, the jpurera@kept in a
secure location once completed by the particgpbafore being analysed on my
return to the UK.

Results of the pilot study led to some changes in data colhecti
techniques before the final study. Results of the pilot study along with the

changes made to the final study can be found ifafl@ving chapter.

5.16 Chapter summary

The general purpose of a methodology chapter is to document the rationale
behind he research design and the following data analysis. This methodology
chapter has attempted to provide information to the real¢he steps taken in

the research process, (i.e. the timing of the interviews, criteria of the journals and
structure of the adervations)The next section was on ethisd explained in an
effort to assure the reader that this study met the ethical criteria necessary for
sound and objective researdtis was shown by meeting the criteria set out by
the ESRC (2005, cited in Sdvman, 2010). This included that participants were
fully informed, that confidentiality was adhered to, that participation was
voluntary, that harm was avoided and that the researcher was impgdrédast
section in this chapter outlined the pilot stuttythe next chapter, the findings

from thispilot studyareexamined in deil.
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6. Pilot study results

6.1 Introduction

The pilot study was conducted over 17 consecutive days during March and April
2010 at a private preschool in Cityand at othewarious locations throughout
Korea For the pilot study, interviews were conducted with 30 different teachers
these teachers came from a range of different backgrounds and locations. For the
observations and journals, datarecollected from a privaterpschool. This was

the same private preschool that was then used for the main Shedglescription

of the preschool can be found 8ection4.1 This pilot study had two main
purposes. First, it was designed to test the instrumentshairdnstructionsto
determine what changes needed to be made to the instruments for the final study
This included the interview questions, the observational coding sheet and the
journal instructions and tasK&ppendix 11). The second purpose of the pilot
study was tdisplay to the Director and the Owner what the final study would
entail by using the pilot study as an examplevas essential that fate-face
discussionsoccurred to describe what would happeas due to the language
barrier, previous attempts over ttedephone to communicate with the Director
had not beerentirely successful. However, with fateface meetings and the

help ofthe Koreanhead teacher (who spoke English and Koredn@se meetings

were successful in describing the role that the predalould needto take in

order for the pilot study and final study to be completed.

6.2 The preschool timetable

Upon arrival at the preschool, | discovered thet worldwide recession (as of
April, 2010) had Hected the enrolment levels for the 204011 school year (the
school year at this preschool runs fratarch to February. As of 1 March,

201Q preschooklasses had been reduced frome classes tseven with each

class containing 12 studenEnglish tacher numbers had been restilifromsix

to five. Korean staff numbers had also been reduced. This reduction in staff
meant that each English teacher would have to work slightly more hours each
day to compensate for the lack of staff. An example of a typical schedule for a

preschool teacher befmand after March, 2010 is shown below:
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Table 6.1: Preschoolschedule prior to March 1, 2010

Time Monday Tuesday | Wednesday | Thursday | Friday
9:30- Poem Poem Poem Poem Poem
10:00

10:00 Break K3-Science| K1- LA Break K1- LA
10:30

10:30 K3-Story | Bre& Break K3-Story | K3-Story
11:00

11:00 K1- LA K3-Story | K3-Story K1-Math K3-
11:30 Grammar
11:30 K3- K1- LA K1-Art K1- LA K1-
12:00 Grammar Playroom
12:00- K3- K3- K3- K3- Break
12:40 Grammar | Grammar | Grammar Grammar

12:40 Lunch Lunch Lunch Lunch Lunch
1:40

1:.40-2:20 | K4-Story | K4-Story | K4-Story K4-Story | K4-Story

Note: K1, K3 and K4 stand for classes, for example K1 is Kindergarten class 1,
and K3 is Kindergarten class 3

Note: LA stands for Language Art®oem is where all teachers meet in the
playroom and teach alligdents together the poem for the month.

A typical schedulaluring the pilot study, initiated March 2010 is as follows,
(classes which have been changed are in)bold

Table 6.2;: Preschoolschedule afterMarch 1, 2010

Time Monday Tuesday | Wednesday | Thursday | Friday
9:30- Poem Poem Poem Poem Poem
10:00
10:0¢ K1 - | K3-Science| K1- LA K1 - | K1- LA
10:30 Theme Theme
10:30- K3-Story | K1 T | K1 - Theme | K3-Story | K3-Story
11:00 Theme
11:00 K1- LA K3-Story K3-Story K1-Math K3-
11:30 Grammar
11:30 K3- K1- LA K1-Art K1- LA K1-
12:00 Grammar Playroom
12:00 K3- K3- K3- K3- K1 -
12:40 Grammar | Grammar | Grammar Grammar | Theme
12:40- Lunch Lunch Lunch Lunch Lunch
1:20
1:20-1:50 | K4-Story | K4-Story | K4-Story K4-Story | K4-Story
1:50-2:20 | K3 T | K3 T | K3 T | K3 T | K3-
Theme Theme Theme Theme Theme
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As shown, after March 2010, breaks were removed from the schedule, lunch

was shortened by 20 minutes and a seventh class was added at the end of the day.
Further, a new class entitled 6Themed we
speaking with th Director about what was supposed to occur in this new class,

she explained that It was a class where
phrasesd each day related to a <certain
expectations for this class and after sofurther questions, she produced the
phrases for the Theme | essons for the we
and teachers were expected to teach one
for the week of 29/3/20102/4/2010 were as follows:

Table 6.3 Example ofweekly dmportant Phrasesd

Day Important Phrase

29/3 Can you eat it?

30/3 Is it delicious?

31/3 | like ice cream.

1/4 | donodot | i ke appl es.
1/5 What time is lunch?

The Director then explained that the English teachers were supposgend 30

minutes (40 minutes if it was the class before lunch) teaching the students the
daily O6i mportant phrase. 6 After some fur
lesson had not been incorporated by all franchises throughout,Kareavas

beingrun as a type of trial. Despite this fact, | decided that this class needed to be
included in mypilot stud vy . This i s b evesataugheonit by 6 The me
English teachers (as opposed to English and Korean teachers), 2) dt tieldte

use ofthe English langage in the classroom and 3)wbs not taught by other

teachers outside of the preschoshéreaghis was one of the reasons why nsath

and science classes were excluded from this study). Therefore, after this meeting

with the Director, | addedthé Theme 6 | esson to my |list o
(Language Arts, Grammar and Storyboéd) the pilot study This was relevant

to only thejournal andobservation components of my studior reasons listed

bel ow, after obser vinatigcluded iathefinahstudye 6 cl as s .
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6.3 The main teacher group

Of the five teachersvho werecurrently working at the school, four agreed to
participate in the week long pilot study (only three agreed to be videotaped).
These four teachers agreed to castgplthe journals for one week (Vabay to
Friday), to be observed andideotaped in classes relevant to this study
(Language Arts, Grammar, Storybook and Theme) and to be interviewed. All
teachers were between the ages of 22 a®dcar®l their current job athe
preschool was their first experienoéteaching ESL. Below is a list describing

the teachers and their relevant characteristics (names have been changed for

privacy purposes):

Table 6.4: TeacherBio Breakdown

Name Sex Nationality Degree Time in
Korea
Richard Male American BA English Lit | 2 days
Rebecca Female Canadian BA Finance 5 months
Daniel Male American BA CompSci | 11 months
Curt Male American BA Economics| 11.5 months

Although | had made an appointment with the Director to come in early &ond
morning, she had not passed any information on to the English teachers that |
was arriving. Further, | discovered that a new teacher, Richard, algas
commencing employment on that daye Director allowed the teachers to skip
their poem class that gand | was able to speak to theluring the 9:3a1.0:00

time slot. During this timgel briefly explained the basic outline of my study and
was able to provide instructions on how to complete the journal entries. |
received consent from the teachers alttoubree of them (not Richard)
explained that their preparation time for classes had been reduced and therefore
lessons were often not planned in advance, but rather spontaneously created in
the classroom. They also statiéeir concern that theynight not have time to
complete all components of the journal. | reassured them that | would appreciate
anything they had time to write and advised them that | would return on Tuesday
to begin videotaping the classes and would collect their journals on Friday. |
provided them with my email address and stated that should they have any
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concerns or questions regarding the study, they could email me; however, | did
not receive any emails from these teachers.

This situation confirmed that | needed to be involved withtéaehers
directly from the point of hiring rather than relying on the Director to explain any
details about my study. Therefore, in the final study, | ensured that the consent
letter and details of the study were sent with the contract so that it became
completely my responsibility that participants were fully informed. This was
necessary ethically, but also practically, as it meant that all the Director needed
to say (during the interview process when hiring) was that the preschool was

participating in aesearch study and details would follow.

6.4  The additional teacher group

For thepilot interview 30 teachers of varying levedarticipated These teachers
were recruited from variougrivate schools from three major cities throughout
South Korea. All bthe teachers were between the ages of 22 and 36 and all were
originally from one of the Inner Circle countriékachru, 1992) They were
recruited usi ng 26ofithe teacherowere eetrdited edrifige c t .
consecutive days in Korea, at \@ars hostels in three major Korean cities. In
these hostels | met several English teachers who were 1) just starting their
contract, 2) just finishingheir contract or 3) on holiday, sowas able to
interview 26 ESL teachers who were at was points irtheir contractsNine of

these teachers were in the fitsteemonths of their contracgightteachers were

in the middle of their contract {8 months) andnine teachers who were
interviewed had been teaching ESL in Korea $or months or more(see
Appendces 57). These 26 additional interviews plus the four interviews done
with the main teacher group (RichaRkebeccaDaniel and Curt) gave the pilot
study an interview total of 3dnterviews were not recorddd this phase for
multiple reasons. Firsbnly six of the 30 teachers agreed to be videotaped during
the interview, which would not have allowed for an accurate representation.
Second, the primary purpose of the interview process was to test the interview
guestions, not to examine the resultdaga as each teacher only completed one

interview schedule.
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6.5 Pilot observation data

For the observation component thie pilot study, lessons were videotaped by
using CCTV equipment already present in the preschool classredthsthe
addition ofan audio recording devic8ix lessons (30 minutes each) in total were
observed and recorded during the weiko lessons from each of the three
participating teachers. Each video recording was then loaded into the software
program atlas.ti 6 where it wasanscribed and coded according to each of the
points found on the observational coding sl{aependix14).

The observation coding sheet was adapted from one previously used by
Numrich (1996). Numrich (1996) originally focused on two aspects of teacher
student classroom interactioimcluding the use of grammar/diction and the use
of pronunciation. A third section on classroom problem solwirag added to the
coding sheet for the purposes of examining misbehaviour and discipline in the
classroon(see Seton 7.6.1).

Observations were recorded in four areas: language arts, grammar, theme
and storybook. For the language arts, grammar and theme lessons, the
grammar/diction area of the observational coding sheet was useful in identifying
some of the interains which occurred in each of the classroom lesswitl
eachconstructappearing at least once in each lesson. The pronunciation area of
the coding sheet was |l ess useful, as son
wi t h appropr i at eachernrépeatsaanswernvith cmedted 6t e
pronunciationdé were only wused sporadical
components, Oteacher isolates problem sol
Ot eacher uses whiteboard ®oommdnlgwuwsedsound i
throughout and gave meaningful results. The lack of pronunciation correction in
the classroom could be attributed to several factors. First, students in several of
the classes were learning the most basic of grammatical components, gueh as
use of 6short ad (as in cat). Since the
answers and since the words being taught were already known to the students,
pronunciation did not seem to be emphasized in the classroom, as it was not
necessary to do so. Sea d , in many c¢cl asses the use o

used where students mimicked the teadiygnsasea s i n t he t@rheme | es
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you eat it?6 Since students were simply
pronunciation practice was not necessartis situation.

Forthe two storyboolclassesthe issues which appeared in the other four
lessons were reversed. In the case of storybook, pronunciation was a key focus
by both teachers. This was likely due to the fact that in storybook class, student
had to read complete sentences from the stadyich ultimately led to
pronunciation errorswhich could then be corrected. Howevetith respect to
the grammar/diction components, in both lessons there were few qeeassiver
interactions between teamhand student, and there were few references to the
reasoning behind the grammar in the storybook. Because of these factors, the
grammar/diction section of the observational coding sheet didlwatysprove
useful in identifying occurrences in the clagsn for storyboolclass however it
still was able to identify certairelevantissues

Unfortunately, the biggest issue with the observational coding sheet was
that it did not encompass the true nature of what occurred in each of the six
videotaped classe Part three of the coding sheet was identified as classroom
problem solving, yet each of the categories was insuffiteedescribehe event

and subsequent teacher response which occurred. For example, in one grammar

l esson, under t érereprimandsd studegit foo Misbéhavmwa ¢ h
because student is not following the rul
mi nute | esson were observed. Yet these O

basic (calling out a student name in the class) to tbee reevere (physically
placing a child in the corner for misbehaving). It was apparent from the
classroom videos that discipline and classroom management could encompass as
much as 2/3 of the class (19.6 minutes out of 30 minutes) and could range from
verbal to physical action (picking up a child that is crawling under the table and
placing them back in their chairyhis seeming lack of control/organization of

the classroom went against some of the expectations expected by the Director
and the parents relag to order in the classroom (s€bapter J, and needed to

be evaluated more specificalfyor these reasons, the observational coding sheet
needed to be modified be®the final study was conduct¢fee Appendix 14

and Appendix 1p
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6.51 Changes mae to the observation components

One of the reasons why | chose this preschool was that it was part of a franchise
system in the ROK. Within this group, ruletasses and textbooks were similar

(if not exactly the same) across franchisBse Theme claswas a trial only at

the preschool used for this study. Further, the participants were not entirely sure
what the Theme class was supposed to encompass as only verbal guidelines
(from the Director) were given. Because of the above reastonss decided

only to observe thstorybook,grammar and language arts classes for the final
study. This change did not affect the number of observations collected each
week asthe storybookgrammar and vocabulary classes were taught to each of
theseverkindergarterclasses betweeni35 times per week.

The coding sheet initially developed by Numrich (1996) was valuable
for the pilot and therefore part 1 (grammar) and part (2) pronunciation remained
unaltered between the pilot study and the final study. As fothrae (classroom
problem solving), this section was modified to include more detailed aspects of

discipline, which is described in detail@Ghapter7.

6.6 Pilot journal data

During the pilot study, journals were kept by each of the four participantsér
week from Monday td-riday on the four subjects ofriguagearts, grammar,
storybook and themé&®n Monday, after being given brief instructions on how to
keep the journal, each of the participants created a lesson plan for the week
ahead.As noted abwe, participants were alspermitted (by the Director and
upon approvallo modify each lesson plan prior to the commencement of each
class throughout the week. After each day had finished, participants reflected on
whether or not they had followed theaskon plan and, if they had deviated from
the set tasks, they wrote why they had donésse Sectior®.3). Three of the

four participantsRebeccaCurt and Richard) also completed the optional task of
selfreflection, giving written insight into their é&ings and experiences
throughout the week. After the journals had been collected, questions were posed
to each of the participants on whether they felt the journal was effective and

useful for their teaching life.
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In reviewing the journals, the optionebmponentwas most useful for
data analysis purposeand according to the three partaijgs who completed
this sectionit also was most rewarding for the participating teachers. This
optional component allowed brief insight into specéuents/behaviots during
the week. For example, two of the teachers took to writing the optional
component at various points throughout the day. Below is an excerpt from one of

the journals:

another art c¢class today and again | d
any materials | could find to make crafts to decorate the room
K4 is supposed to be on the same schedule as K3 but John is so hard to
deal with and made several students upset so | had to abandon the lesson
plan again. We played a few games and sang songsséeeyed to like
it.
Aaden finally read the book and participated, yay for small miracles.
ltés blame the teacher againéthe dir e
and she is angry that K4 is not at th
under st anmbotmys$aultt hat it &s
(Journal,Rebecca. 34)

As shown from this excerpt, the teac
progressed with highlights stemming from the development of one specific child
in the classroom to ¥ points of reprimand from theif2ctor. Each bthe four
participants stated that they wished they had more time to, Wwoteever due to
the high demands placed on them by the institutioey simply did not have the
time or energy to devote to the extra requirements asked of them. Despite this
limitation,allt eachers did suggest that o6venting
better allowed them to move on and focus on the task of teachihgr than

dwelling on some of the more negative comments they would receive in a day.

6.6.1 Changes male to the journal components

The journal was, overall, a very successful tool for examining teacher behaviour,
opinions and perceived actions throughout the duration of the pilot study, and for
this reason, it was unnecessary to make any drastic chanipesjournal.

This said some minor changes needed to occur in order to maximize the
information collected. For the final study, pértee(self-reflection), which was

optional in the pilot studybecame a mandatory component but not necessarily
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on adaily basis as teachers were permitted to wiiteee times weekly reviews.
Example topicswere also included in the directions to encourage teachers to
reflect on the subject of discipline in the classroom and how they generally felt,
reacted to and deakith issues of mishehavio(see Appendid2).

Further on the subject of journateachers in the final study were only
asked to keep lesson plans for storybook, grammar/phonics, and language arts

classes (i.e. not for theme classes).

6.7 Pilot interview data

In the 30 interviews conducted, teacherse given the week 0 interview if they

had been in the ROK for less than three months, the week 6 interview if they had
been in the ROK for between three and six months and the final interview if they
had been in the ROK for over 6 months. The breakdown of teacher specialisation

was as follows:

Table 6.5 Pilot interview participant breakdown

Level O 3-6 O 6 m|Total
months months

Kindergarten only 2 2
Kinder + elementary 7 5 5 17
Elementary school 2 2
Middle school 1 1
High School 1 1 2
University students 1 3 4
Adults (nonUniversity) | 2 2
Total 10 9 11 30

The main purposeehind conducting these 30 interviews was to ensure that the
responses generated by the questions asked were appropriately related to the
intention of the question. As interviews were satnuctured in nature, there was

no difficulty achieving this target

6.7.1 Changesmadeto the interview schedule

Despite being a success overall, changes still needed to be made to each of the
interview schedules. In relation to the existing questions, minor adjustments were
made to some of the questions to make thkxarer and easier to interpret from a
This then |

researcherdés perspective.

102

ed



better strategy to embracesamewhat lesstructured approach in relation to the
order in which the questions were askdshsed onhe areasin which the
interviewee expressed the most interest. Therefore, for the final study, all
guestions were posed to each interviewee but not necessarily in the same order.
This allowed the interview to flow more smoothly and created a more
comfortalle atmosphere within the interview setting.
Questions to each of the interview schedules also needed to be added to
the existing questions related to the topic of disciplipeestions added to the
week O interstewnéinet aibn)inciddet o ESL O sect
1 Do you think the preschool children will be wbkkhaved?

1 What do you think your approach will be towards discipline?

Questions added to the week 6 interview included:
T Do you know how to use the O0star and
1 How are ypu managing discipline in the classroom?
1 Is there often disruptive behaviour in your classroom? If yes, what is the

nature of the disruption?

Questions added to the week 12 interview included:
1 What do you think should be expected of a presechget childn terms
of discipline?
1 Do you think a lack of discipline in the classroom prevents the students
from learning?

1 What can be done, if anything, to improve classroom order?

6.8 Chapter summary

The pilot study, conducted during March and April 20B€lped to modifythe
instruments which were used in the final study.

One of the major issues identified within the course of the pilot study
was the area of discipline. In some instances, misbehaviour and discipline
occurred in approximately 2/3 of the classm lesson time making it a
significant factor in the English teaching tife preschool children. Because

discipline was identified as such a prevalent action, all three of the instruments
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needed to be modified to include criteria related to disciplinghéncase of
observations, the coding sheet was modified to include specific markers related
to discipline strategies. It was also changed from a qualitative approach to
include some quantitative datath numeric values assigned\ariousdiscipline
techniques. In the area of interviews, questions were added and modified to
include specific questions aimed at targeting teacher perceptions on discipline
strategies, approaches and techniques. Finally, the journal instructions were
modified to include suggéens on how to reflect on discipline techniques or
problems relating to misbehaviour in the classroom.

The presentation of the questions to the interviewee also needed to be
modified to create a more equal relationship between interviewer and
interviewee. Questionswere still created and used in a semuctured manner,
but with the understanding that the questions did not need to be asked in any
particular order and that areas the interviewee found most interesting were

explared in a more irdepth manar.
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7. Discipline strategiesin the preschool classroom

7.1 Introduction

Below is an excerpt from the pilot study observation transcriptioRatfecca
one of the ESL teachers wheas currently employed at a private preschool in
the ROK:

oK open aymduyr &.. Randyé. sit down pl eas
RANDY! OK open your books pleaseéDor a
down and open your book, no not like that, Come on Dora, no wait, oh

OK, can you open your book please, please? Randy, sit down please, sit

down please.Yes, page 79, yes 7 and 9, 79. Alfie, why are you

walking? Sit down please. TEEHER! LOOK AT THE TEACHER. ...

Randy, get of f the floor, get out fro
Come on, OK? Open your book please. James, where is your book? Pick
tup pl ease. Dora, please sit down. Sit

a total elapsed timef 4 minutes 32 second@)ote CAPS text indicates a

raised voice level of speech)
This wasone example of the discipline issues that pldgine ESL teachersn
the preschool classroomuring the pilot studyand an issue that was also
prevalent in the main studyrhe questionwhich then needed to be addressed
was why were these discipline issues occurring in the classroom? It wiawd
beenvery easy to bime the teacher, to justify this lack of control by noting that
Rebeccahad no formal teacher training, no experiencthwareschool children
and ould notspeak Korean. Alternatively, could be attributed t®andy, Dora
or Alfie, suggesting that theyere part of the 10% to 20% of preschoolers who
were likely toexhibit moderate to severe levels of behavioural problems &im
al, 2009) (see Section 3.3)1 Kim (2003) has suggestethat this lack of
discipline has been a growing issue since 188dtha it mi ght mi mi c t
coll apsed phenomenon whi €hh198%9Thediudye n o c cu
by Chi (1999 suggestdt h a't 6classroom coll apse, 6 wh
breakdown in classroom based specific behavioural indicators, could tezlrela
to the behavioural and emotional changes of preschooleexamtr years. This
phenomenon auld include changes, such as an increase in-csgifred
preschoolers (which is relevant, as Korea is generally seen as a collectivist
society see Sectio3.3.3), as well as a lackf basic social abilities and skills of
self-control which can contribute to increased classroom stress in children and

ultimately a lack of discipline.
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This chapter exists as a direct result of the pilot study. Because discipline
(or lack of discipline) was seen as having such a dramatic role it was necessary to
highlight
1 Theprevious researabn discipline
1 The possible methods used to evaluate discipline
1 The impact that th@revious researcand method®f measuremenrtiad
on the fnal study and the changes that ensued.
Given theextent of the problem presented, this chap(and the subsequent
section on Oobservat i dnChapterpexanirreshe el at ed
following questions(note: these are the questions addedihte main study
interviewsas a result of the pilot study (see Sectonl)):

1 What can be expected of a prescheayed child in an English private
preschool?

1 What exactly is the nature of the disruption in the classroom?

1 Is alack of disciplingreventng students from learning?

1 What can be done, if anything, to improve classroom order?

Because these issues involve bwdash 6West
important to examinghem from both perspectives in order to gain a clear
understanding of theituation. Further, the relationship of the issues to the

current studyneeded to beddressedas discipline was one of the main areas

where the participants struggled during the pilot stadyl because of thiact,

the addition of discipline related gstions and codes to the final study was one

of the most significant changes made to each of the instruments.
7.2  The nature of the problem

Some would arguehat preschool is a tumultuous time for any chéd it
represents a shift toward the expansibrthe social world, peer interaction and
the increase in parental expectat{@town, 2009) Further, because this period
demands that children gain setintrol and autonomy, behaviourgroblem$

are likely to exist in most children at this level (Welkisg et al., 2005
Wakschlag et al., 2008Therefore, based on these statements, the lack of control
over the classxhibited by the teachers in tipdot study(andsubsequently in the
main studyi see Chapter)9 andthe numerous instances @hisbehaiouro by
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students in the classroooould be completely justified as simply a part of
preschool life. Yet according to Kwon (2003) such is not the cas&dmgan
preschool children. Korean preschool children embrace obedience and respect;
t hey ar dentiienmaused and selfel 1 ant in the cl assr:
Stewart et al., 2006. 439 and there is an atmosphere of quiet respect for the
teachers and within thelassroom. Others describe h@nreschoolers in Korea
listen attentivelyor are even speltiund when their teacher talks tihe group
(Bettelheim & Takanishi, 1976&rench & Song 1998 With Korean preschool
children, if a child is misbehaving, a disapproving look or a low tone of voice
should quickly remedy the situation. Such was not the aasany of the
preschool classes observed in the pilot section of this ,sthdg leading to
changes in instrument design for the final st(al/noted above)

In the pilot study, six classes of 30 minutes each were observed over the
course of the week dnrecorded with the use of CCTV. Three teachers were
involved in the observation section of the pilot stuflgbeccaCurt and Richard
(see Section 6.3or more information on théeacher group Within the sx
classes, actions relaty to discipline compsed between 40%65% of the class
time, in the sens¢hat discipline consisted of any verbal or physical action which
directed the student or the clags the factthat their behaviour warranted
changing. Tis noted, there was rdifference in thdevel of discipline given by
Richard who had been teaching for two days or by Curt who had nearly
completed his yedong contract(i.e. both Richard and Curt, on average,
responded to discipline at a level L4, see below for coding descriptions)

Obviously, trere was adifferencein the nature of the environment in
English privatepreschool classroomeersus the situations described in previous
research Studies such as those conducted by Ci&tesvart et al. (2006), Shin
and Koh (2005) and Kwon (2003) examin&orean teachers in the social
context of Korean preschools, whiclhas a very different situation from first
time native English teachers involved at private institutions. However, since
there were no direct data on discipline strategies of ESL teacherSouth
Korean private pre$mols, this type of comparisomas the closest match to the
current situation in the ROK.
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7.3  Expectations of Korean parents of their preschool children

Althoughthe ROKis a collectivist society which fosters interdependeand
group success, (Kwon, 200€heah & Park, 200&Kim & Hong, 2007 Oh &
Lewis, 2008), such is not always the case when it comes to parental expectations
of preschool children. Mothers in the ROK, who are expected to be the primary
caregivers (Park & Kan, 2009), are primarily interested in having their children
devel op into 6outstanding peopled (Zhou
great number of factors which contributes to the success of the child and
ultimately the family unit. Cheah and Pa@0(06) suggestdthat parents expect
children at the preschool level to be able to develop some control over aggression
and to gain skills of social participation (p.63). Further, Zhou and Ma (2007)
suggestdthat preschool children also need to develop paationships, receive
the teachero6s attention, wunderstand the
of collective life. Robinson (1994) examidehe education of young children
from the perspective of the institution and sugggsthat education si
Aprincipally a means to transmit a Syste
children. If these goals and expectations can be met, then the child has succeeded
in developing in a positive way.

Aside from these traits, there are certain socializabehefs which
parents of Korean preschool children find unacceptable. First, child aggression is
completely unacceptable as this type of behaviour is maladaptive and not part of
the Confucian way of life (Cheat Park, 2006). Yet mothers are aware that thi
type of behaviour can occur within the preschool classrooms and, as a whole,
embrace certain appropriate strategies to deal with this type of behavioural
problem. In the study by Cheah and Park (2006), mothers of preschool children
suggested that it wasecessary to be firm and controlling when dealing with
aggressive behaviour. This should then be followed by the employment of
teaching strategies which would then train the child to use the appropriate
behaviours. Teachers could also use verbal instngtion how to behave
followed by encouragement and requests (p.70).

Not only are parents concerned aboaggressive tendencies, these

also concerned about behaviours at the other end of the spectrum, finding social
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withdrawal an undesirable trait in gachool children. Cheah and Park (2006)
suggest that hile Korean mothers advocdiam and controlling behaviour when
dealing with aggression, they take a less direct approach towards social
withdrawal which should include asking a child for an explamatof the
reasons fordmisbehavioud or creating opportunities for the child to play with
others and thus enabling them to practice their social skills (p.71).

According to Park and Kwon (2009), parents are acutely aware that
academic success and edumadl achievements are essential for their children to
flourish in an exceedingly competitive society. Therefore, parents monitor the
academic achievements of their children from a very early age and have certain
expectations of how children and teachersusth conduct themselves in an
academic setting. Parents also realize that discipline is part of the academic
process and that teachers need to instil discipline in children at a young age in
order for future academic excellence to ocdinis occurred ineveral instances
throughout my study, as parents constantly came into the preschool to watch
their children on the CCTV monitors tdassess their childs classroom
behaviour It was also evident after speaking casually with several parents that
they somdtnes felt that the English teachers were too lenient with student
misbehaviour in the classroom, and they felt that this was hindering theigschild
development and ability to learn English.

7.4  Expectations surrounding preschool education

7.4.1 The role of the teacher in relation to discipline

According to Kwon (2002) the preschool teacher should be a facilitator and
teaching in this type of environment should be chadtred which suggests that

discipline in the Korean classroom should be limiiedorder to allow students

to learn and interact in an unobstructed environment. Further,Ktirean

National Kindergarten €Cr r i cul um stresses the OOwhol e
creativity, chil ernepted@divity andintegratedueadyi t v, pl
(Kwon, 2003) which is in opposition of the strict view of academic success

stressed by parents (Robinson, 1994). Yet this is not necessarily the case in

practice. Kwon (2003¢onducted a study in Korea and England which examined

109



how preschool educationas been affected by different policies. Initially, 175
completed questionnaires were analysed in order to gain opinions from nursery
workers, teachers and supervisa@bservations were theconducted in both
countriesat various preschool locations. Kw¢P003) suggests thain general,
Korean teachers are much stricter with pupilscomparison to teachers from
other countriesFurthermore hsuggest that Korean teachers discipline students
more frequently and are less patient in situations of mishalvathan teachers
in other countriesAdditionally, Shin and Kim (2008) also assert that British
teachersn Korea may benore lenient in respect to student misbehaviour.

These conflicting theories and practicesy partly contribute to the
confusion f&& by ESL teachers on appropriate discipline techniques in the
classroom, an issue commonly noted throughout teacher journal entries in the

pilot (see Sectio®.6) and the main studfsee Section 9.31

7.4.2 The role of the preschool child in relation todiscipline

Throughout the research processwds difficult to clarify exactly what was
expected of a preschool child in the ROK. From the parental point of view, there
were certain expectations, which were previously descrize# abovg and
includedissuessuch asself-control and understanding the rules of collective life;
however these sometimes seaehoverly idealistic for a child aged between three
and sevme, as my research suggested that some preschool children were still
learning to gain basic ator skills and control of their own bodgde Section
5.4.7). The Early Childhood Care and Education (ECCHyAEReport, 2006)
programme ligd four objectives whictwere specifcally relevant to preschool

children in Korea. These include

Instilling habits for a healthy life and balanced physical development

Developing an ability to understand others and to express ideas through

the use of appropriate language

1 Having pride in what one does and developing an ability to expres$ an
feelings through thenedia of music, dance and painting

1 Developing the basic habits necessary for daig/dind to foster a love of

family, peers and neighbours

= =4

(EFA Report, 2006: p.7)
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Neverthelessbecause these characteristiere overly general, thegould not
give firsttime ESL teachers a clear aodncise understanding of whatuld be
expected of a child in their preschool clé$shis document was in faetctually
seen at all by ESL teacherg)nd further, what the guidelinebould bef these
objectiveswere notbeing met. Further, thebjectives dl not address the criteria
of academic successvhich was a significant contributing factor for parents
enrolling their children in preschool education (Kwon, 2dR@binson, 1994

Robinson (1994) conducted observaio200 hours in six classrooms
with elementary school students), interviews (180 students and 30 parents) and
questionnaires (58 teachers from the elementary schools observed). Based on
these methods, Robinson (19@#gw several conclusions. First, teach in the
elementary schools felt that the scelmnomic status of the parents
predetermined the education ability of the children (i.e. parents of low income
levels are less concerned about education) and mothers in particular had a
powerful influence wer the achievement of the child (unless they were poor, in
which case it seems that teachers felt there was little that could be done with
respect to academic achievemerfBecond, Robinson (1994nade several
comments on specific discipline issues. Hggasts that in general cases of
misbehaviour, teachers will in 80% of cases call out the names of the students
they know to be o6l ow academic achieversao
behaviours by teachers included verbal scolding, a pincheear, stern looks
and corporal punishment. Teachers (due to the large class size) were less
concerned with finding out exactly which student had initiated the misbehaviour,
but that singling out a student would, in general, calm down the entire class.
Robinson (1994) noted that this was a cultural aspect of school life in Korea and
it is important to note that native English speaking teachers may not be aware of
the common discipline practices in Korean schools.

What mayhave beemmore helpful to ESL ted&ersmight bea list of certain
behavioural indicators in response to how a preschool child shotiact. For
example,the NHK Educational Corporatiorf1998 as cited in Kim, 2003
suggestindicators could have included
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Textbooks and notebooks netady even after class started

Hitting or playing with a classmate during the class

Standing up and moving around during the class

Tearing apart the worksheets or handouts

Throwing away erasers or other objects during the class

Stepping out of the room wiblit permission during the class (p.142)

E R

Despite the fact that these indicators were written for a Japanese classroom, they
seem to be relevant to the issues currently occurring in preschool classrooms in
the ROK asbased on the results of my stuthoth the pilot and main)these
behaviours were consistently exhibitédm (2003) suggests that although these
points may be relevant to classrooms in Korea, the problematic situations related
to discipline could be more directly linked to the loss of interestlassroom
learning after a few months or years of stud@nd to emotional changes.
Additionally, it could be possible that the emphasis on academic achievement is
placing unnecessary stress and pressure on preschookchi{kwon, 2004)
whichis, in turn, causing them to act inappropriately. Because of the discipline
issues occurring in the classroom, learmingy not behappeningeffectively in
schoolg(Kim, 2003)

7.5 The nature of disruption and the discipline techniques of
ESL teachers

Young chidren have enormous energy and short attention spacsmbination
which then leads to rambunctious behaviour (Brown, 2009). Therefore, it is no
surprise that the preschool classrooms in this study experienced high levels of
disruption throughout each diie six 3Gminute classes videotapéu the pilot
studyand further in each of the observed classes in the main &edyChapter
9). For the purposeof this thesis disruption will hereafter be referred to as
specific misbehavioutaken from the studgy Arnold, McWilliams and Arnold
(1998 , and is understood t-eomphamt adisa(@g,r e s S i V €
hitting, pushing, verbal aggression, grabbing a toy and ignoring teacher direct
requests)o (p.279).

Within the pilot study, there were, @verage, 97 instances of specific

misbehaviour occurring in each 30 minute preschool class. Single action/reaction
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sequences occurred an average of 11 times per class while discipline sequences
occurred, on average, 17 times per class and ranged in leagthhwo to 12
instances of teacher discipline. Of these instances, boys in the class committed on
average 20% more instances of specific misbehaviour than girls, which is
consistent with the findings from Firmin and Castle (2008). Class time devoted
to discipline ranged from approximately 40965%, suggesting that discipline
techniques were one of the main issues thattfirst ESL teachers faced in the
preschool classroom. This result is consistent with the findings by Aatad
(1998) and confirm¢ he t houghts of Micklo (1992) t|
biggest challenge in the classroom.

Discipline techniques by teachers can range from the most imild
ignoring the child, to the most severecorporal punishmente.g., hitting the
child with a ruler or an open hand)Yet while no instances of corporal
punishment occurred in the classroom during the observations conducted in this
study, itwas no €cret that corporal punishmengés widely practised throughout
the ROK (Brown, 2009). In 1998, th€orean government banned corporal
punishment, but after an outcry by educators, the ban was rescinded in 1999.
Currently, corporal punishment is a legal means of discipline in Korea, but only
as a last resort (Brown, 2009). Some suggest that by usingrabopemishment,
South Korean schools work against the best interests of the chifré&arg,
2007) as students involved in instances of corporal punishment are having their
human rights limited and are being violated by teachers. Despite contrasting
views, it is important to note that corporal punishment does exist at some level in

the ROK and therefore needs to be included within this study.

7.5.1 The star and X method

Thepreschoolinthisstudg dvocated the star and O0X06 st
varying degrees by the three teachers participating in the observation section of

the pilot but less frequently in the main stubge Section 9.11).2The premise

of this strategy was to reward good students by giving them a star next to their

name which was witien on the classroom whiteboard (if students had 3+ stars at

the end of the day, they received a treat). Alternatively, if a student did not

follow the classroom rules or committed an act of specific misbehaviour he/she
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was givena verbal command and aX dwas then recorded on the whiteboard

One O06X06 symbolised a warning. I f the st

reccivedas econd 6X. 0 Tditdas35 smcontde 6&Hi me out 6

known as the o6baby chai reoféaashclmssradm). chair

If, when the student returned to the table, he/she continued to misbehave, he/she

was then sent from the class to a Korean member of staff or to the Director for

further discipline and did not return for the remainder of the cBassed on my

casual discussions with the Korean teaclters method was generally accepted

by the Korean stafbut through my observationg/as not used consistently

among the ESL teachewsccording to participant journala the pilot study(see

Section6.6), this wasdue to several factors, but wasmarily related to théacts

that the teachers were generally not given a list of class rules, were not given

directions on how to use the star and 060X

what type ofspecf i ¢ mi sbehaviour warranted an 0X
In the pilot study, \Wwen the ESL teachers chose not to use the star and

0X6 method, they employed a variety of d

misbehaviour. These strategies encompassed both verbal andaphysperties

and a summary is displayed in the table below:
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Table 7.1 Teacher actions towards misbehaviour

Action taken by teacher to specifig Example

misbehaviour

=1}

Speaking in a firm tone Do not throw yol

Yelling at the studels) AnSI' T DOWN NOW! o
Speaking in a singsong tone R Asit do V_:F:‘ ol ea
Speaking to the class as a whole i Everybody need:
Using repetitive phrases ALOOK at-CHE&®KR! DEA
Reasoning with the student il f you il tl dow
sticker.
Ignoring the student
Taking away a privilege nlf you donot S i

have playroom [ cl

Using body language Angry face with hands on hips

Physical action Picking the child up and placing the

on the baby chair

Note: CAPS text idicates a raised level of speech

The strategies employed by teachers and listed avexe the most common
deviati ons fr om tobservedntthepresaaoolghowévirdheyme t h o d
do not encompass all of the strategiessible

Discoveringthe drategies employed bthe teachers was only the first
step inexploringhow firsttime ESL teachers cogden the classroom in relation
to discipline. The next step required analysis of the data using dicpeeihod
of analysis. Datdrom the pilot studywere coded(see Sectior?.6.1) using the
methods previosly used in a study by Arno&t al.(1998) where the relationship
bet ween daéanddwerreactivé discipline and childimisbehavioud
was measured in young children in day ca@ece thecoding system was
deemed useful in the pilot study, it was further implemented in the final study

(see Chapter)9
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7.6  General procedures for the evaluation of discipline

It was evident from the preliminary observations that discipline occurredoin tw
forms. It occurred as single action/reaction sequenaeeaning that if a specific
misbehaviour occurred, it was followed by a discipline strategy which ended the
specific misbehaviour. The second type of occurrence wadighipline strand

This typeof behaviour included the initial misbehaviour by the student followed
by a discipline response from the teacher, which then did not end the specific
misbehaviourgtudent does not follow the commart led to a different type of
misbehaviour. An examplef the two strands of classroom discipline can be seen

in the figure below:

Teacher
Discipline
Reaction

End of
misbehaviour

Initial Specific
Misbehaviour

1. Single action/reaction di scipline sequence

End of
misbehaviour

Teacher
Discipline
Reaction

Initial Specific
Misbehaviour

Student does
not change
behaviour

A

2. Discipline Strand

Figure 7.1: Two possible scenarios relating to discipline

When evaluating the observations from the pilot study, discipline was initially
identified as either a single sequenar a discipline strand. If the event was
classified as a single sequence, the teacher received one numerical code related
to the discipline action which was taken. If the event was classified as a
discipline strand, teachers received a numerical codedadn discipline action

within the strand until either the initial specific behaviour was resolved or until
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the class endefi.e. every discipline action received a code regardless of whether

it was in a strand or a single instance)

7.6.1 Coding for discipline

Arnold et al.(1998) focused on discipline strategies of preschool teaaindéng

United Statesndtheir procedures were adoptedaaisacceptable method for this

study because the issues addressed by Arnold et al. (1998) were similar to those

found within my pilot studyHowever some researchers, such as Wakschlag et

al. (2008)havesuggestdthat it is difficult to set empirically derived parameters

on issues of mizehaviour. This has beeudressed, asy using the pilot study

data, it was pssible to create a coding system based on observed instances of
misbehaviour and disciplindt was evidenthat therewere not equal divisions

between each of the codes, but rather that each ctetkiffito a spectrum based

on the laxness and overreadi\criteria suggested by Arnoket al.(1998).They

divided teacher response to specific misbehaviour into two categjosigscific

laxnessand specific overreactivity Laxness refers to fAa tea
rules, not following through on requesisdirectives, and coaxing or begging a

child to behave rather t han using firm,
overreactivity refers t o Airesponding to
frustration, or annoyance rather than being calm andéssini keo (p. 279) .
study by Arnoldet al. (1998) used a continuum from 1 to 7 for both specific

laxness and specific overreactivity. A score of 7 would suggest high levels of

laxness or overreactivity with a score of 1 being classified as a low lével o

laxness or overreactivity. It is nentirely clear what type of teacher response

would warrant each level of classification from the information supplied in the

article related to their study. However, by using the data colléciadthe pilot

study, it was possible to identify specific actions undertaken by teachers in the
classroom, and then to place themtiwe categories of being either specific

laxness or specific overreactivity. Teachers could then be given a score based on

how they responded toaeh instance of specifienisbehaviour Specific

misbehaviour was defined as any behaviour deviating from the expectations set

out by the preschool (i.e. anything except the student sitting and listening or

participating when asked to do sépr example,fithe teacher chose to ignore
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the act of specific misbehaviour, they would receive a higher laxness score than

if they chose to wait for a period of time before addressing the issue.

Table 7.2 Specific Laxness

Code Example description for acts of Specifc Laxness

L7 Completdy ignoring thespecific misbehaviour

L6 Laughter at specific misbehaviour

L5 Delay in response

L4 Not following through with specific discipline

L3 Reasoning/begging with student to behave

L2 Use of Opl eas eplinedirectionshe end of
L1 Directing the entire class rather than the student misbehaving

Table 7.3 Specific Overreactivity

Example codes for acts of Specific Overreactivity
o7 Corporal Punishment
06 Physical Action
05 Hitting the table or board with &ir hand (or other body part)
o4 Taking away @rivilege
OX] Yelling at the student
02 Speaking in a firm tone
o1 Speaking in a monotone (or neutral tone)

Within these codes, it was possible for teachers to use more than one method of
discipline atthe same time (e.g., yelling while using physical action). In such a
case the highest codé¢ the twowas allocated to the teacher in such an instance

(the teacher might receive an owaactivity score of 6)This is a deviation from
the study by Arnold edl. (1998),as hei r study was focused o
(i.e. the relationship between child and teacher). They then separated out the

i nstances of O6specific misbehaviourd for
my study, | had initially agreed (arekplained to) the Director that the focus of

my study would be the teachers and that while the childarid be videotaped

(using theCCTV equipment), they would not be the focus. Therefore, | needed
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an alternative method. | chose to use the higher nurfb&vo discipline

techniques were used at the same time (another possibility would be to average

them) because | felt it gave the most realistic account of what was happening (i.e.

if a teacher was using Ophysi ogianacti ono
averaging system, this would give them a score of O4, but in my opinion this was

not adequate based on the behaviour).

7.7  Pilot study results on discipline leading to changes for the

final study

Because the subject of discipline strategies weatedc after the pilot study
observational data had already been collected, the ability to examine the
longitudinal changes in discipline techniques over time was not possible within
the weeklong data collection of the pilot study. Howeyedata from the pot

study were successfully inputted into the Statistical Package for the Social
Sciences (SPSS) for all six of the videotaped preschool lessons.

Based on the data from the pilot study and from the analysis within
SPSS, it was reasonable to assume tbattlie final study the following
entitiesareas of interesthould be evaluated:

1 The mean and standard deviation of the central variables which include 1)
discipline responses, 2) the single action/reaction discipline sequence and

3) the discipline strand

- Which techniques are teachers using most often?

- Which techniques are most successful in resolving specific
misbehaviour within a single sequence? Within a discipline
strand?

- Is there a difference in discipline between gerelers

1 The changes to disciplinedteniques within a lesson both for 1) the single
action/reaction discipline sequence and 2) the discipline strand

- Do teachers become more frustrated or annoyed throughout
the lesson?

- Do their discipline techniques become more lax or

overreactive throughotile lesson?
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1 The changes to discipline techniques over time (12 weeks) both for 1) the
single action/reaction discipline sequence and 2) the discipline strand
- Do the discipline techniques used by teachers becmiore
lax or more overreactive over the caus the 12 weeks@r
stay constant?
1 Common patterns of discipline techniques within a discipline strand
- Are teachers repeatedly using specific patterns to discipline
specific misbehaviour?
By examining these areas related to discipline, it is possibtetiermine the
nature of the specific misbehaviour occurring in the classroom and the
techniques being employed by teachers in order to resolve behavioural issues.
This links to the overall topic of the thesi®. by examining the progression of
first-time ESL teachersand entailedexamining teacher thoughts on discipline
throughout all aspects of this study.
Changes to the semstructured interview schedultherefore,needed to
be revised Further questions on discipline needed to be included in eatie of
interviews in weeks 0, 6 and 12. This meant an increase in the time allotted for
each interview where the time allowed was increased to a maximurdSof

minutes per interview. Questions were updated to include the following topics:

1 Teacher sidansofstupents t ae¢ hiathe cagssmoom
1 The way in which teachersxpect to use discipline in the classroom
(week 0)
1 The strategies teachers use in the classroom (weeks 6 and 12)
T Teachersé thoughts on physical action
1 Teacheresponse to aggressiveness and social withdrawal in children

By incorporating these types of quessamo the inteview schedulehe aim was
to establisha relationshipbetween the material viewed in the observations and
the perceptions of teachers. Upth interview schedules can be found in
Appendices 810.

The instructions related to the journal entaéso needetb be amended.
Although it was not necessary to change sections 1 and 2 relating to classroom

plans, it was necessary to amend part th{tbe detailed journal entries) by
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adding points related to classroom discipline in the instructions to tegskers
Appendix12).

7.8  Chapter summary

The pilot study showed that these of discipline can béocumented and
analysed both qualitatively andquantitatively in relation to this research.
Qualitative measur es such as teacher séb
thoughts throughout their journal entries proddes e f u | I nsight i nto
understanding of the relationship between the prescpopil and the ESL
teacher in the classroom. Howevthis qualitative data id not provide enough
accuracy to get a full understanding of discipline techniques being employed. By
adding the quantitativebservation datased previouslypy Arnold et al.(1998),
a better overall evaluation of discipline in preschool classrooms emerged.
PreviousresearchOplatka & Atias, 2007hassuggested that teachers
were likely to use discipline strategies within the classroom, based on their own
past experiences obeing disciplined as students. This could, in normal
circumstances, be an adequate strategy for dealing with specific misbehaviour.
However, when dealing with children and parents who have different
expectationsaboutdiscipline technigues due to cultudifferences and varying
governmental regulations, the situation becomes more cor(ggexhapter 9.
Furthermore, teachgripersonal and moral beliefs are tested on certain issues
such as physical action and corporal punishment. Because these fundamental
issues were prominent throughout the pilot study, it was apparent that discipline
needed to be included as a topic within the final study.
The pilot study showed thdirst-time ESL teacherg&entify concerns
about implementing discipline strategies in eth classroom, suggesting
miscommunication about expectatiprmich asaboutusi ng t he st ar ar
discipline strategy. There could alseave beena misunderstanding between
parents and ESL teachemye to significant language and cultural barriers.
Becaus parents and staseemeckither unable or unwilling to transfer discipline

related information to firstime ESL teachers, iecamehe responsibility of the
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ESL teacher to learn new strategies to deal appropriately with cestaof
specific misbehaviar.

The pilot studydemonstratethat the issues related to misbehaviour and
discipline needed to be further examined. Findings fromntlaén study are

presented in théobservations related to disciplivgection (se€hapter 9.
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8. Findings: Interview and journals

8.1 Introduction

The purpose of this chapter is to document the @fata participantd self-
reportscollected from the main study which was conducted in City Y in South

Korea between September 2010 and April 2(Rilst, participant profes and

the selection process are documented. This is followeskbtyons on interview

andtask thregournal responsedask three of the journal asked participants to

write personal diary entries in the journal several times per week (see Journal
Instructions, Appendix 13 . Tasks one and two (documen
planning (task one) and adherence to the lesson plans created (task two) are
analysed in Chapter 9. This division was necessary for reasons of clarity, as

Chapter 8 refers to sefléport findings while Chapter 9 refers to document

analysis and document analysis.

8.2 The participants and the selection process

Tong, Sainsbury and Craig (2007) noted that the relationship and the extent of

the interaction between the participants anddésearcher should be outlined due

to the effect that it may have on either participant responses or on the
researcherdés understanding (p.351). Thi s
selection which should be identified along with the sampling technigsed.

They outlined three questions associated with particiggsgarcher relationships

which included:

1 Was a relationship established prior to study commencement?
1 What did the participants know about the researcher?
1 What characteristics were reportescabthe
researcher/interviewer/facilitator?
(p.352)
Thesethree questions, along with the selection process were answered in order to

comprehensively report my study.

The participant selection prage was generally straightforward, as ESL
teachers were recruited through a third party recruiter under the specifications of
the Director of the preschool, meaning that no contact was made between the
participants andne before the point of contract sigginThe specifications given

to the recruiter were not necessarilyhta r e-t 6 me 6 s tE S Lhowewrac her s ;
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based on the school budget and high working hours, onlstifmst ESL teachers

were selected. | was not involved in the hiring processYsetm 4.3. Initially,

two female participants were selected for this study. These two teachers were
interviewed and observed from the end of September 2010 until December 2010.

Two male teachers were then hired and asked to participate from January 2011

until April 2011. Participants were selected through purposive sampling which is

used to select participants wheeett he st udyods main objecti v
Gantt, 2008). The following table outlines the general background of the

participants:

Table 8.1 Breakdown of participant background information

Name Gender Age Country of | Degree Major
Residence

Alanna Female 24 USA B.Sc. in Maths

Nicole Female 25 USA B.Sc. in International
Management, German an
Photography

Jack Male 23 USA B.A. in History

Michad Male 25 Canada B.A. in Philosophy

Consent was obtained at the beginning of each study in week 0 and participants
were encouraged to ask questions on any issues pertaining to the study either
through email or in faceo-face discussions. My role as asearcher was
explained to them prior to arrival when they were given the introductory letter
and consent formsge Appendix 1 and Appendi®y.2Jpon our first meeting,
introductions were made and | again outlined the purpose of the research, the
requiremets of the participants, and my role at the preschool.

In relation to the studesteacher interaction, the firgivo teachers
(Alanna and Nicolgarrived in September 2010, while the preschool students had
already been attending school siddarch 2010.Therefore, each of the classes
had some sort of established routine (created by past teachers) before these new
teachers arrived. However, with the second set of teachack @nd Michagl
their experience was split between children who had been athitbel $or nearly
a year and children who were new to the school adasth 2011.Michaeldid
not specifically teach the new set of students who arrived in Marchwasd
involved with students from years two and thrednile Jack split his time

betweerfirstand second year students
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8.3 Interviews

8.3.1  The first interviews (week 0)

The first interviewsasked for background information from the participants,
including their educational background, experiences with travelling, language
learning skills,general information on the ROK, ESL teaching expectations and
discipline. None of the teachers had travelled to Korea before and all four
participants seemed very excited at the prospect of having been selected for the
position of ESL teacher at the prieapreschooln this study In all four cases,

there was definitely a sense of nervousness during the interview process, as the
participants and | had not formally met at this point. | did my best to convey to
the participants that | was not affiliated witie preschool, their answers would

not affect their employment and that their comments would be confideseml (
Section 4.3 Once the basic formalities wereompleted and background
information was obtained, | was able to continue with the s¢émctued
questions created for the first interview (see AppeBlix hese interviews were

conducted using Skype and lasted between 25 and 35 minutes.

8.3.1.1 Background information and questions relating to South Korea

As was to be expected, the four tearshcame from different background$iree

of them were just finishing their university degre#¢atina, Nicole and Jagk

and expressed the fact that it was difficult to get a-p@jing job in the USA
duethe economic recessidias of 2010) This fact, mired with their desire to
travel and to experience different culture led therno accept employment with

the private preschool. This led to questions surrounding the reasons behind their
decisions to choose this particular private preschool. Both wonhartted that

this preschool was simply the first offer they received and so they accepted. They
also admitted that they did not do very much research on City Y before selecting
it as their place of employment. On the other haiatk and Michaeboth
explaned that they had received multiple offers of employméatkaccepted

the offer at this private preschool because it was the most urban location with the
largest foreigner populatioMichael selected the preschool because he thought

preschool childrerwould be the easiest to work with as his other offers came
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from elementary and middle schools in various parts of the country. | then
proceeded to ask them about how they came to choose South Korea as their place

of employment. All four teachers admittdeht South Korea was not their first

choice of location. The two male candidates stated that Japan would have been

their first choice of location, while the females found parts of Southeast Asia

more desirable. However, all four did agree that South Koffeaed the best
Opackageb (hi ghest sal ary pl us airfare,
payment and 10 days paid vacation). All four suggested that the high salary was
essential as they needed to repay student loans from their country of previous
residence.

There has been little, if any, research conducted up to this point en first
time English teachebsexpectations of life and job when agreeing to teach
abroad. This first set of interviews conducted allowed for a glimpse into some of
the expectatiom that teachers may have had towards the teaching of ESL at this
specific preschool, but further research would be needed to further advance this
topic.

8.3.1.2 Questions about ESL teaching

One of the main pointsf eachinterview was to ask thearticipantsabout some

of the expectations they had towards teaching BE&lause one of the underlying
theories associated with my study was that native English speakers may be seen
as Oideal 86 teachers, but that i en not ne
3.4). As stated by Breshears (20G#)SL teachers have repeatedly asserted that
nativespeaker status is not enough to qualify one as a téagh7) and was

one basis on which my interview questions were haBeel first question posed

to the teacherasked them to state three characteristics that they thought a good
ESL teacher might posses$he responses were varjelowever all four
participants stated that patience was an essential characteristic of good ESL
teachers. When asked to clarify whyeyhhad chosen patience, three of the
teachers Alanna, Nicole and Jagkreferred back to their own experiences
learning a new language and how difficult it was at times. All three of these
teachers took Spanish as a second language with vdeyialg of @hievement

(it is important to note that these teachers learned Spanish at the middle school,
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high school or university levels and did not learn a second language at the
preschool level). Bwever,Nicole also took German which she admitted to being
more secessful with and attributed this to the fact that her grandmother spoke

German and it was therefore essential that she learn the language fluently.

Use of previous language experience

| then asked these three candidatdglfael did not learn a seconldnguage in
school) if they thought their own experiences learning a language might help
them when trying to teach it to others. All three responded affirmatively, but then
gave varying reasons for their answers. On one halagnasuggested that her
level of Spanish comprehension was somewhat low, and although she could
remember her experiences, she was not sure how much would be relevant to the
preschool levelJack was slightly more positive, noting that he remembered
somedricksdthat his language &eher used in class, and that he planned to use
these tricks when teaching in the RQO¥icole, wholikely had the most success

in learning a second language, suggested that althoughatbersome common
strategies to language learning, she was unsurewslivsuch young children

would be able to grasp the concepts.

Characteristics of ESL teachers

Aside from patience as a characteristic which was noted as being important,
participants also mentioned flexibility, creativity, op@mndedness, being cagn

and having respect. These characteristics coincided with a study previously
conducted by Spitzer (2009), who questioned American volunteers teaching
English in Asia. She found that teachers felt that personal characteristics were
more important than pedagical training and noted that the three most important
personal qualities included patience, flexibility and creativitycker, Stronge

and Gareig2002 suggested six teacher behaviours which were also considered
to be essentiaincluding caring, fainess and respect, enthusiasm and motivation,

reflective practice, positive attitude and friendly interactions with students
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Teacher views on practical knowledge

The concept of the teachers usitigeir @ractical knowledg@ of previous
language learng experiences in the ESL classrommotcompletelyupheld by

the data fronmy study As stated infSection3.3.2,Borg (2003 suggested that
fipre-service ESL teachebdbeliefs may be based largely on images from their
formal language learning experiencesid in all likelihood will represent their
dominant model of action during the practicum teaching expeiecgs). It

can be acknowledged that my study did not specificekgmineany of the
actuallanguage learning experiences of the participantsiwed (i.e. it did not
examine them in a school learning a language, but relied ofrepeifts)
However, the participantshemselveswere fairly certain that because the
children they would be teaching were so young, that any personal language
learningexperiences that the teacharight have hadvould not directly translate

to their own teaching practices due to the disparity in age. Therefore, while |
agree with whaBorg, 2003has noted, | suggest that when it is not possible to
obtain@ractical knoiedgedfrom previous formal language learning experiences,
teachers mayse other formal learning experiences well as their specific
personality traitsn order to create a model of action for the purposes of teaching
ESL to young children.

Confidence in teaching ESL

The participants were then asked if they felt confident in their ability to teach
ESL in the preschool classroom. This question received mixed respAlses
admitted that the answer would be no, she was not qualiidtbught suppted

by Nunan (2003) whalso foundthat firsttime ESL teachers are inadequate in
their level of competencélannadid suggest however, that if she enjoyed her
teaching experience, she would be interested in pursuif@FL certificatiord

at a later da which would make her better qualified to teach, but not necessarily
make her a better teacher thought also supported by Nunan (2003) when he
suggests that EFL piservice teacher education is inadequateggesting that
the OTEFL cer t inddéequate)lNicoea) Jackamd Michdeleall
thought that they were qualified to teach ESL, but had varying degrees of
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certainty. Nicole suggested that she thought skieuld improve daily, which

would help her to become a better teacher as the year prajdmdesuggested

that he was qualified to teach ESL, but was not as qualified as someone who had
a degree in the field, whilMichael suggested he was extremely confident,
statingfhow hard can it be? | am pretty sure | know more English grammar than
a Syear old (Michael interview 1). This last statement, although said in jest,
suggested thatlichael expected preschool ESL teaching to be primarily about

grammar.

Par t i cthqughtsan®®t ypi cal daydé of teaching

| askedMichaelto describe what a typical day might entail at the preschdel.
respondedthat he had been told (by thecruiter) that there were several
textbooks used in the preschool and that he would have to give lessons on
grammar as well as read a storybook to studdiis piece of knowledge proved
interesting, as it suggested that the recruiter had not iharaela clear picture

as to what would be expected at the private preschool. This could have occurred
for a number of reasons. First, the recruiter was Koeeahthere could have
been some miscommunication due to a language barrier. Second, competition
among recruiters can be steep, and therefore the recruiter may have not given a
full representation of the responsibilities of the job posifonmade it sound
easier than in actualityh order to secure the contract wikichael Third, the
recruiter could have been misinformed by the Director of the preschool and
therefore could not pass along accurate information, or it could have been
another external factavhich contributed tdi ¢ h dperhapssoverly idealistic)

job expectationskFurthermore as is shown throughout this study, oMdiehael

had arrived in Korea and began work, his opinions and attitudes clearly changed
over the course of the 12 week périsee SectioB.6.2.

Michael was not the only one with certain expectations on what the job
would entail. The other three teachers all gave me a brief overview of what their
contract stated (since | had access to a copy of the general contract that the
preschool used, | assumed they were referencing it). The stated things like 37
hours a week, a free house and the fact that they would teach preschool in the

mornings and elementary at night. | was then able to narrow in on the discussion
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about preschoolAlanna suggested that she thought the children would be well
behaved ofor t he most part. 6 She sugges
children did not understand what she was saying, but that somehow she would

work it out. She did not expressanyspdci ¢ exampl es of how she
out.® Nicole also expressed the | anguage
typical day would be 6fund with |l ots of
teaching grammar or language arts, she suggested tHavéhevould likely be

|l ow and that there would probably be a I«

Expectations on levels of support

In all cases, | followed up by asking each of the participants about the level of
support they expected to receive from either their p@ersupervisors. This
guestion was meant to relate to the notion outlined by Hedgecock (2002) that
without dmaster educatodshovice L2 teachers would not be able develop
effectively (see Sectior8.3.2. In all four cases, the participants suggested th
they would require support to varying degredack suggested that since
everyone had the best interests of the children in mind (which latistigssed

as not necessarily true, s8ection 8.6.2.2support would be fairly easy due to
the common goaklanna and Nicolsuggested that they expected supervisors to
listen to their concerns and to be somewhat Gjcebetweedin relation to the
parents and themselves (due to the language baiMetael expected most of

the support to come from his pegsuggesting he would have an easier time
communicating with them (previously he had some telephone conversations with
the Director, which he found difficult to understand due to the language barrier
and the difficulties of telephone communication).

Not surprisingly, many of the preconceived notions about support and
assistance that the teachers/members of staff expressed were not substantiated.
This correlated with the findings of Nguyen and Hudson (2010) who suggested
that novice teachers felt that a mb@ or supportive member of staff should be
able to correct teaching mistakes and give advice to improve teaching practices,
which also did not occur in practice.
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The possible implications of culture shock

The last subject | discussed with the paptcits related tdculture shockand

life in South Korea. All four teachers understood the concept of culture shock,
and three of them (excludirndichael) expected that some form of culture shock
would occur when the participants commenced employment ir&Kd he three
participants expected culture shock to occur within the first month of moving to
Korea, but could not clearly give any specific examples of things that might be
hard to adapt to other than the differences in food (which none of the teachers
thought would be a major issue). All four of the participants also expressed mild
concern over issues such as homesickness (e.g. missing family and friends),
changes in lifestyle (e.g. not being able to play sports with friends) and not
having access to Ighish media (e.g. not being able to obtain English books or
certain TV programmes). Yet all participants seemed optimistic that they would
be able to adapt to these circumstances upon their move to Korea and they
maintained a positive outlook throughouisttportion of the interviewThis
positive outlook was challenged during the course of my 12 week study and was
specifically addressed by each participant within the journal compogeat (
Section8.6.2.1.

8.3.1.3 Summary of first interviews

Based orthe first intervievs, participants showed enthusiasm for their upcoming
roles as ESL teachers. They were able to clearly communicate their reasons for
choosing South Korea, and were able to acknowledge that the salary plus
benefits was their primary reaséor this choice and one that appeared to be a
common choice for many English teachers coming to the ROK (Jeon,. 2009)
admitted that they had not done much research on the ROK although some
research was done on food, culture and the location of #selpyol. There did
appear to be some trepidation about making the move to the ROK, as many of
the participantsAlanna, Jack and Michgehad not lived abroad for an extended
period of time (more than 6 months), but all participants gave put forth avpositi
outlook toward their time in the RQKaside from a few worries relating to

homesickness, changes in lifestyle and media access. With respect to ESL
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teachingthreeof the teachers admitted to feeling somewhat unqualified, but felt
this could be remediedith support from supervisors andarassroom practice.

When the first interviews with each participant were completed, |
initially felt a sense of accomplishment, and although | recognized the limitations
(see Chapter 301 wasnot able to fully recgnizethat the participants were less
than trusting of my questions, as | uncovered at a later date. Initially, by using the
computer program Skype, | was able to spend approxim2Bedp minutes with
each participant while taking extensive notes on eadlect discussed. Having
not recorded each interview, one major limitation became the reliance on my
own notetaking skills. However, this was minimized by composing a more
detailed set of notes once the interview had been completed. By the end of the 12
week period, the participants and | had established a more candid relationship
andtwo of them Jack and Alannaadmitted that they were initiallscepticalof
my role and of my study, as they thought | was somehow influenced by either the
Director or theOwner. BothJack and Alannauggested that they gasreserved
answers to my questions the week 0 (and possibly week 6 interviewand
while theyasserted that they weneithful, they noted that the answers they gave
were perhaps not as thorough laes tnes they gave in subsequent intervigses
below). Therefore, while the results of the welkterviews werauseful it was
necessaryo ensure that observations, journal entries and future interviews were

carefullyconsidered

8.4 Week 6 interviens

By the week 6nt er vi e w, t h e seted mt(Jack waeka @) to she h a d
routine of the preschool, as shown by an awareness of the scheduled events for
the week and their knowledge of the work that needed to be completed in each
classroom. My elationship with the participants had also strengthened by this
point, as although we did not hafrequentdiscussions, we worked within the
same confined space of the preschool as | conductesb8evationsand they

taught their designated classes. Alterviews were held of§ite, with two
interviews (Jack and Michagloccurring over the lunch break periods, while two

others were conducted in the eveninglagna and Nicolg | found the
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participants to be much more forthcoming in their responsesgitieaweek 6
interviews and each interview generally took between 40 and 45 minutes to
conduct. Questions were posed to participants on two main subjects, those
relating to life in Korea and those relating to ESL teaching in Korea (see

Appendix9 for interview schedulie

8.4.1 Questions relating to South Korea

| first askedparticipants to evaluate how they were adapting to life in Korea, and
if they were happy living in Korea. Initially, | expected this question to be fairly
generic in nature and toi@t generic responses before getting to the more
specific questions later in the interview, as this was the case with the pilot study
(see Section 6)7 However, each of the four participamfavea nervous laugh
before answering the question. Two papiits told me they were happy most
of the time Michaelappeared more convincinig methanJack andnotedthat
they had adapted well to the change of lifestylack and Michagl Alanna
suggested that being busy with classes and having a scheduledoddihe
made life easier. She also suggested that being busy took her mind off family and
friends from back home which eased the homesickness that she sometimes felt.
She noted that she was generally happy and thought she had done an adequate
job of adaping to life in the ROK.Nicole suggested that life was substantially
different for her now than it was in the USA and that she was adapting well,
althoughshe admitted that she was only sometimes happy as she missed her
family much of the time. With botiNicole and Alanng it was clear that my
guestion had elicited feelings of homesickness. firtade itdifficult to transition
to questions about their favourite things about Korea without havinkpaa
breakof several minutes the questioning process atigk flow of the interview
was hindered slightly.

| then spoke with each of the four participants about their favourite
things in the ROK. Three of the participan&lanna, Nicole and Michagl
suggested that the O0i nt e foodaahdithe easd of ex per i
travelling throughout the country, was a superior aspect of life in Kdae§.on
the other hand, suggested that his favourite aspects of Korea included tbt ease

his job and his salarylacksuggested that with the money he waaking each

133



month, he had the opportunity to pdgwn his loans (from the USA) and was
able to save money for travelling which he planned to underdlen his
contract was finishedhll four participants expressed their admiration for Korean
food and suggeed several of their favourite restaurants in their local ared,

all of them suggested that it was often cheaper to eat out ataanant than to
cook at homeDuring the interview, participants were also given the opportunity
to express any issuelsety were experiencing relating to the language barrier or
issues that they were having. All four suggested language was at least some sort
of barrier (although to varying degrees) especially when trying to meet new
people.Alanna, Nicole and Jaclilso expessed difficulty with language when
they required directions or when they were ordering in a restaurant. However,
none of the four participants felt that the language barrier was debilitating, but
rather that things took longer to accomplish and comprowasenecessary.

All four participants noted that they had done at least some travelling to
neighbouring cities and that they had met other foreigners both on their travels
and within their own city. All four suggested that it was fairly easy to meet new
people at foreigner bars, clubs and restaurants during the weekends, as well as at
hostels during overnight travel stays. They also suggested that meeting new
people contributed to their overall happiness as it was nice to interact with
different people toahosethat you saw every day at work.

The final component of this section v
all four participants admitted that there were significant cultural differences
between North America and the UK. These issues with cultureghwiere
further detailed in some of the journal entries, sometimes caused frustration or
embarrassment. One such example was described during the week 6 inbgrview
Jack He recalled that on the sink ledge in the toilets, there was pink soap and
green sop. He chose to use the green soap, as he liked the colour better than
pink. One day, a Korean staff member came in while he was washing his hands
and cried out at him. She then explained that the pink soap was for hand washing,
while the green soap was ds® clean the toilets. Whilgackcould laugh about
the incident during the interview, it was clear that he had been embarrassed, and
slightly disgusted, by the situation. While this example is slightly comical in
hindsight, Jack suggested that it madenhi f e e | i ncompetent and

decreased his confidence level. While some of the more obvious cultural issues
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(e.g. language, food differences) can be explained or expected, it is evident that
some of the smaller aspects related to culture may bdooked and cause

distress.

8.4.2  Questions about ESL teaching

The second component of the week 6 interview was to ask the participants about
their ESL teaching experiences thus far. In relation to these questions the
responses were somewhat less pasithan those relating to life in Korea. All

four candidates acknowledged that they were enjoying their job although both
AlannaandJackadmitted that they were finding it very challenging. This could
have been due to the fact that thése teachers weréeaching the youngest
groups of students (the 3 and 4 year dldtanna taught them most often, Jack
taught them 4 classes/wgeRarticipants were also asked what they wished they
could change about their job. This question led to the most detailed arsyver

all participants.Alanna chose to focus on the issues with the curriculum. She
noted that she was behind in a couple of the textbooks and stated a desire to be
able to structure her own curriculum as she felt the books were sometimes too
difficult for the students she was teaching and that the pace was generally too fast
for the students to fully comprehend the materdakck expressed a desire for
personal change and noted that he wished he could have more patience with the
students, especially witlheé younger onesviichael wished that the location of

the preschool be changed to Canada, as he suggested that if he could have the
same job in Canada with the same benefits as he currently had, this would have
been the ideal jobNicole suggested that therwere many things she would
change about the preschool, specifically the management and the techniques that
the management staff used within the preschool. She elucidated that she had
written a more detailed description of the problems in her joussJection
8.6.2.3. Basically, she suggested that the management was unwilling to listen to
her ideas in relation to improving the situation in her classroom. She noted that
she had one problem student in the class, but that when she discussed the
problemsshe was having with the Director, her concerns were not addressed and
nothing was done to remedy the situation. She also suggested that not all of the

students were at the same level within her classroom and that she was struggling
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to keep the interest @l the students in the class due to this disparity. Finally,
she was frustrated with some of the negative attitudes shown by the management.
For example, she suggested that there was never any positive reinforcement, but
if a parent ever called in to cotam, the teacher was automatically reprimanded
whether it was deserved or not.

Upon completion of the week 6 interviews, the general consensus among
the participants was that although they felt that they were mostly happy in their
new positions, they hadealized some of the major differences between the
business methods in Korea and those from their home countries of Canada and
the United States. Alhotedthat the preschool was, above all else, a business,
and they had quickly realized that theirra t eacher s6 was | ess al
and more about appeasing parental demands and requirements. This was clearly
shown in a statement lMdlannawh o suggested #dAltodés all ab
want ; I donot have any say i n6) iisat goes
statement highlights a certain juxtaposition. At the time of this statedlanta
had only been teaching for 6 weeks and had no previous teaching experience.
However, the Director of the preschool (who she felt was making all the
decisions) hadbeen employed at this preschool since 2002, and had 10+ years of
experience working in the Korean private preschimolustry However, the
Director did not havan exacknowledge of what was occurring in each specific
classroomas she did not constantiyonitor the CCTV footage (and even if she
did monitor it, she did not have the audio componeht) further complicate
things, there was little communication between the Director and the teachers.
This could have been due to a number of factors, butikeyg Hue to both the
cultural norms of Korea where subordinates are requested to complete tasks
without questior{Lim, Choi & Song, 2012)and to the language barrier between
the Director and the teachers.

Concern about job responsibility was also espesl by bothlack and
Michael Jacksuggested that he was more of an entertainer than a teacher, noting
that it was his job to make it look like the children were busy and sitting nicely.
This way, if the parents came to view the CCTV screens in the |blbyglass
appeared to be paying attention. However, he suggested that the books he was
teaching were much too easy for his class, and that the children could finish a

page in the book in 5 minutes. Without any further teaching materials available,
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he feltthis was very difficult. | then asked who was expected to supply the extra
teaching materials. In response to this question, he becamemetional and
suggested that the school should provide these materials because he did not have
the time to teact®0 hours per wedkplus create extra teaching materials. His
response to this question suggested that he felt overworked and underappreciated
by the preschoolMichael also suggested that he felt more like an entertainer
than a teacher. He noted that theebtor often told him how nice he looked and

that he must be a good teacher because he looked very professimhael

noted that this statement seemed odd, as the Director had not visited his
classroom once over the past 6 weeks and therefore coulgossibly know

what occurred during his lessons. He felt that, although Jog/esh his job, he

was n o going toreugh the motiodevery day as the long work hours did

not allow him to be more creative with his lessons, although he desired to create

lessons that were fun and stimulating, but also relevant to the topic.

8.4.3 Responses to discipline questions

The final component of the interview which was discussed alitthe teachers

was the issuef discipline in the classroom and the studeather relationship.

Al | the teachers expl aseenSedio®tlhdeusesd byar and
the preschool and explained to me that they used this method diligemgyis

further discussed in the next chaptoth Jack and Michaedxplained thathey

often placed children in the corner in
that this situation occurred once or twice a week and that it was usually the same
students who ended up in the baby chair each week. The male teachers admitted

to being faity strict in the classroom, while the women suggested that they

probably did not conduct as much discipline as was necessarySéatien

9.11.4. Nicole suggested that sheished shehad been stricter from the

beginning as she sometimes felt that curyetite students did not listen to her

because she had used relaxed discipline strategies when she first arrived at the
preschool. This question was followed up, as teachers were asked if the students
responded differently to the teachers now compared tonwliney started. All

four teachers responded 0 Jaeksuggededthat wi t h d |

now the students see him as more of a teacher than as a friend which gives him

137



better control in the classroomlichael suggested that the students dad push
him to his limits as much as they did when he first arrididole noted that the
students identified with her better whiklanna suggested that the students
seemed to feel more comfortable with her and that they know the boundaries
within the chssroom setting better than they did when she first arrived.

All of the responses given seemed to suggest that the teachers were
aware of the discipline strategies that they were using in the classroom and the
way that students responded to certain Btioins in the classroom.

8.44 Summary of week 6 interviews

Overall, | gained a general impression from the teachers during the week 6
interview that things were going well, but were not always as they expected.
They were adapting well to life in Koreajthough they were having some
general issues with everyday occurrences such as getting directions to a certain
location, translating menus in a restaurant effectively, or completing simple tasks
which were different than in North America. Further, thigjt they were
adjusting well to their role as ESL teachers in the private preschool, but were
having issues with how things were run differently than in their home countries
and the lack of input they were allowed to contriblibethe week 12 interview,
these issues were addressed to see ifchmapgeshad occurredin the next 6

weeks.

8.5 Week 12 interviews

The week 12 interviews served as a Owr a
express any views they had on certain issues which arose during the first 3

months of their contracts. Interviews were once again held individually at

specific oftsite locations at a time and location chosen by each of the
participants. One interviewMichael) had to be delayed by 2 days as a minor

medical issue arose where aspital stay was necessary. Once he had recovered,

the interview was conducted. Interviews generally lasted betwedf &finutes.

During this set of interviews, participants expressed curiosity as to what would
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happen with their responses now that the ystpdriod had ended. A brief
summary of the methodology of this research was described and participants
were referred back to the initial forms given at the beginning of the study period
(see Appendix0). For participants who had lost or misplaced thisnmfation, a
second copy of the haralit was given.

As always, participants were encouraged to give complete and detailed
answers to the questions. The topics included questions relating to the ROK and
questions relating to ESL teaching. All four intewgebegan with the questions
relating to the ROK, and about participa
in relation to being in South Korea. All four participants suggested that they were
enjoying their time in Korea and that they were glad that they chosen to
come. This notedyhen askedpone of the participants said that they would stay
on for another year in KoreAlanna and Nicolevere contemplating teaching in
other parts of the world such as parts of Southeast Asia or Europe. All four felt
that although Korea was exceptional when it came to the salary and the benefits,
it lacked certain essential criteria that the participants felt should be mandatory.
These issues included a lack of structure and support by the school, poor
communication btween the Director and the teachers, language difficulties, and
certain cultural differences. This noted, two of the participasiso{e and Jack
notedt h at with only a Bachelords degree ai
current employment situation Korea was better than anything they might find
in the USA due to the economic situation (as of 2010). Despite this recognition,
they still acknowledged that the limitations of the ROK were too significant to
warrant staying for an extended length of time.

8.5.1 Language andculture i external to school

This discussion of personal satisfaction led to questions relating to the language
and culture in the ROK and the adaptability of the teachers. All four admitted an
attempt to learn the Korean languagé¢h@ligh to varying degrees. All four had
obtained some sort of book to use as an aid in their language le&itolg. and
Alannachose to primarily learn survival phrases in Korean, wiiiehael tried

to learn the language to a moredepth level focusig more on grammar

structuresJackadmitted that he put little effort into learning the language as he
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realized that he would only be staying for one year and did not find language
learning particularly interesting.

In relation to experiencing the culeyrthe participants gave similar
responses. They had all made some sort of effort to experience the culture, such
as attending festivals or weddings. All four admitted a desire to get out of City Y
on the weekends, although sondadk and Michaglpreferrel to go hiking and to
be active, while othersAfanna and Nicolg preferred sightseeing, travelling to
larger cities, and participating in temple stays. It was surprising to discover the
amount of travelling that some of the participants had undertakémepshad
travelled to several major cities over the last 12 weeks. However, upon further
questioning, all admitted that the train system in Korea was extremely well
developed and with ticketing machines issuing instructions in English as well as
Korean, tlere was little room for confusion. Furthéne teachers suggested that
it was often enjoyable to travel to Seoul city centre as there was a large foreigner
population and made it easier to meet new people and experience new things.

When asked about somef the difficulties participants were
experiencing in Korea, all four noted that it was difficult to be away from family
and friends, especially during holiday times. Participants also acknowledged that
everyday life in Korea could be frustrating at timeer exampleNicole stressed
the difficulties she was having with the cooking arrangements in her apartment as
the kitchen was very small and had no oven. Because she enjoyed cooking as a
hobby, this limitation was affecting her daily happiness. Furtsies, found it
difficult to find certain ingredients which also contributed to her dissatisfaction.
The male participants found that they were frustrated with how much time it took
to accomplish simple tasks. For examplegkcited a specific incident alhé post
office where he wanted to purchase a stamp and mail a letter. When he showed
the letter to the postal worker, she could not understand his request and therefore
the transaction could not be completdack felt that his request was fairly
obvious,as he was holding a letter in a post office while using hand gestures to
point to the place on the envelope where the stamp should go. Yet the postal
worker could not understand and he had to askwoor ker t he word for
before returning and beingerved successfullylacksuggested that this type of
incident was a common occurrence in Korea, and that on several occasions he

had been frustrated by the lack of understanding the Koreans displayed.
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Overall, the participants were able to recount @&waof difficulties that
they had experienced during their first three months in Korea. However, all
admitted that despite their frustration at the time, they learned from their
mistakes and realized that it was, in fact, likely their fault most of the #s
they could not speak the language and often expected the Korean people to
simply be able to understand their requests through the use of body language and

gestures.

8.5.2 Language and culturei internal to school

It was evident that by week 12, paipants had experienced numerous cultural
differences in relation to the rules and policies within the preschool. Participants
found it i ncreasingly difficult to cope
considered o6pointl es sidwag drovided ih the joudha c u me n t
entries, se&ection 8.6.2.2 One of the main issues expressedvbighael and
Jackwas that the contract they had signed at the beginning of their employment
period was more of a d&égui deForexanple,r at her
theynotedth al t hough t 1B comtrazdt hdtuatsegped w
actually meant 37 hours of teaching time and did not include breaks or
preparation time.

Another expectation was that preparations for lessons were meamt to b
done within the preschool walls (i.e. it could not be done at home) and teachers
were expected to arrive at eight in the morning and leave at 6:30 in the evening.
This was true regardless of whether or not they had preparation to do for their
classes. Tis meant that their expectation of a 37 hour wwdek had actually
transitioned into nine hours 15 minutes (excluding lurpdr) dayor 46:15 per
week Moreover, it was clear to the teachers that they were not necessarily
expected to be working for thellftime that they were in the preschool, but they
were not allowed to leave either. For example, if a teacher had a short day,
finishing at six rather than 6:30, they would still be required to sit and wait for
the other teachers to finish before going lkoBometimes, they alsadh to wait
for the Director or @vner to finish work before they were allowed to lealeck
noted that it was acceptable to surf the internet or sleep at your desk while

waiting for other teachers to finish. He suggested that & bexause Koreans
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wanted everyone to be treated equally. The commedabirelating to equality
is in line withprevious research suggesting that Koreans are considered, in some
ways, to be a collectivist society (see Sec8¢h3.

Another significantssue highlighted bylannarelated to communication
issues.Alanna noted that in one of her classes, the textbooks were much too
difficult for the students. Students were only able to complete the lessons with
considerable help and it was clear that tHelynot understand the material and
that they could not use the new words and phrases presented toAthama
reported that sheuggested to the Director that something should be done. In a
meeting, Alanna expressed her desire to change the textbooknove the
students down a level. She noted that the Director listened carefully and agreed
with her throughout the entire meeting. However, when it came time to order
new textbooks, nothing was changed and the students moved up to the next level,
despite nbcomprehending the previous one.

Alannasuggested that she thought there were multiple reasons for this.
First, the Director needed to maintain the happiness of the parents, and moving
the children down a level would appear as failure and cause diSezsmd, the
students were grouped by age rather than ability, so even if some of the students
could understand the textbook, others were left behind. This issue, compounded
over several months, had led to an increasing divide between those who could
undestand and those who could not. Finalj)annanoted that the reason why
the Director would agree with her and then fail to change the system was the
desire for the Director to avoid conflicAlanna suggested that this issue was
something that she had certo notice about life in Korea in general and she felt

that this type of conduct was a part of their culture.

853 Lear ne dntéaching s 6

The final few interview questions related to personal insights (i.e. things they
knew now that they did not kv when they started, or thoughts for future
teachers thinking about teaching ESL in Korea). When these questions were
posed, all four teachestatedthat there was a very steep learning curve. Ehis
compatiblewith other findinggdMoni, 2000; Hamilton2005; Vandergraff, 2009)

(see Section 2)2 Theyall also admitted that they had learned more than they
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could express in worddlowever, what they saidas limited to a few select

words. While the female participants stated that they wished there hathbeen
communication with Korean stafNicolesso t hat
week 12) could have been uncovered at an earlier stage, the male participants
chose to focus on patience, andackt hat it
week 12) ad to believe in your students while still realizing that progress takes

time.

8.5.4 Summary of week 12 interviews

All four teachersshowed some evidence ofie transition fromiambi t i ous
newbi €§ack week 12) to more cautious and controlled emeésy
specifically that their attitudes towards teaching ESL had changed. In the first
weeks, teachers expressed clear motivations to achieve high standards, felt that
being a native English speaker was enough qualification to teacpreschool
and had alesire to excel in their roles. By the end of the pertibid,optimism
was taintedTwo of them, the male participants|t that they were still qualifa
enough to teach preschool ESL lhety had a less optimistic view of what their
jobs actually eniéed.
From the interviews, th@redominantthemesrelated to culture (both
externally of the preschool as well as internally), job satisfaction and learning.
Culture played a | arger role than antici
onone handthe wer e O6put on a pedestal d as Engl
on the other hand they could not accomplish simple tasks such as making a
doctorbés appointment or getting directio
very diffi cul tmildteointottheir surroundidgsiheyndid na s s i
expect to be fully integratedbut did not expect that the inability to accomplish
simple tasks would cause such restriction. Further, initial thoughts that the food
might be the most difficult aspect to adaptmas quickly dismissed.
Internally, issues with culture were overtly apparent. There was clear
conflict between the teachers atide Director antbr Owner. Teachers felt
unheard, thus leading to a lack of motivation.
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8.6  The journal entries

8.6.1 Introduction

This section outlines the basic procedure behind the journal component of this
study before moving directly to task three (participantsegbrtvia the journgl.
Tasks one and two relate to lesson planning and more directly relate to my
obsevations.As suchthey will be repord in Sections 9.2 and 9.3

Journals were kept by all participants. When participants first arrived at
the preschool, they were givematebookalong with a set of written instructions
(Appendix 12) on how to completehe journal. They were also given verbal
instructions. This included a description of the required components for the
journal, as well as issues surrounding confidentiality of the journal and an
explanation of what would happen to the journals upon cdropl®f the 12
week period gee Section 5)8There were three main components to the journal,
the creation of daily lesson plans (created once a wé€Eask 1) the
accountability of adhering to the lesson pléhask 2) and the maintenance of
diaryentr es on participantsodé progress both
week period Task 3) Participants were advised that any questions related to the
journal could be posed at any time and patrticipants did, on several occasions, ask
specific questionsotaid them in the completion of this component of the study.
In total, six questions were asked during the 12 week period by three of the
participants (Alanna, Nicole and Jack). The questions posed were then noted
along with a brief description of the respse given (questions and answers are

not verbatim). The questions were as follows:

Nicole: I donodt really wunderstand what I
section, do you just want to know about my feelings?
- My response: | want to know about anyitpiyou feel like writing
about relating to your job and life in Korea. You can write about your
feelings but also about the experiences that you are having. For
example, was the housing as you expected it to be?

Nicole: Are you going to give me feedbaidd write something negative?
- My response: No, | will only read the journal once you are finished
with it.

Alanna: Havel written enough in my outline?
- My response (after looking at what she had written): Yes that is fine.
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Alanna: Can | include excerptBom my personal journal in here? | could just
phaocopy them and insert them in.
- My response: You are welcome to write and submit anything you like
in your journal but | want you to remember that your writing could be
reproduced in my thesis, but you wi#imain anonymous.

Jack: Will [the Director] ever get to see a copy of this?

- My response: The Director will never see a copy of your journal, nor
has she requested a copy of my thesis. However, she could access my
thesis online once it has been publishadd there may be some
guotes from your work in my thesis, but you will remain anonymous.

Jack: | forgot to write in this yesterday, whatitlan 6t r emember what

- My response: You do not have to write in the journal every single day,

if you canmot remember what happened yesterday, then do not submit

a journal entry for that day.
As shown, most of the questions were simplistic in nature and limited in the
amount of interaction | had with the participants. My response to the first
guestion posedybNicole, however, may have prompted her to write about the
topic of her housing experiences in Korea. Upon giving the example in my
response to her, she responded affirmatively that housing had indeed been an
issue and that she planned to write about ihér journal. This topic may have
otherwise not have been noted by Nicole.

The creation of this type of teacher portfolio is not a new occurrence, as
teaching portfolios have been used and promébedenhancing the personal
reflection of teachers as wehs a tool for examining their professional
capabilities (Breault, 2004). The journal component of my study set out to
examine, based on the research questises Section 2)3how these teaching
portfolios changed over the course of a 12 week peaiaihowexternal sources
may have affected the professional capabilities of the participants. Journal entries
weremadeby participants between three and five times per week for the 12 week
period.

Once the journal was completed and returned by the pentits, the
entries were inputted into the atlas.ti software. For tasks one and two (related to
lesson planning), plans for each participant were grouped according to subject
(i.e. storybook, language arts and grammar/phonics) and put into a table so that

an evaluation of the week to week changedatogcut
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Entriesfrom task threaveredivided into distinct labelled groups. These

groups are shown as follows:

Related to Students

Related to Parents

School related Related to Materials

topics

Related to Staff

Related to Discipline

Journal entries

Other
Related to Culture

shock/ Culture specific
Knowledge
Out of school topics

Related to
travelling

Related to social
events

Other

Figure 8.1: Labelling for task three journal entries

It was fairly straightforward to categorize the journal entries as relating to in
school or out of school topics. However, when classifying them into fustieer
categories, there was sometimes overlap betselenategories, especially with

the outof school topics. In these instances, entries were placed in both categories

(i.e. coded multiple waywithin the atlas.ti program) for evaluation.

8.6.2 Taskthree: reflective journal entries

Teacher reflection, as it relates to journal entries, redfecs fit he spont ane
critical thoughts of teachers about their beliefs and knowledge of teaching, and
the instructional practices and effects elicited by those beliefs and knowledge
(Sung, Change, Yu & Chang, 20G23735.
As expected, the teachers haafwdifferent experiences in week one. Week
one for Nicole and Alanna was a fairly average week with no specific schedule

changes or special events. For Michael and Jack, week one came towards the end
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of the school year ancbincidedwith the practice fot he o6par ent al eval
al so known as oO6open classbd to be held i
specific times where parents could enter into the classrooms to watch their
childbés progress and participation in t|
cl asses/ schedules were modified so that

parentsSeveral common themes emerged among the participants.

8.6.2.1 Adjustment to Korean culture

It has been noted that cressltural adjustment can be due, to some mxte the
personality of the participant, as each person is likely to adjust to the host culture
at different rates (Caligiuri, 2000). Initially, Oberg (1960) and later, Chu and
Morrison (2011) suggestl that there are four main stages of crosKural
adjustment. These include:

1. The honeymoon stage
2. The hostility stage (including frustration, anxiety and hostility)
3. Beginning adaptation
4. Thorough adjustment
(p.4)

All of the participants in this study admitted that to some extent, they had
feelings of cultire shock. Culture shock has bgmrviouslydefined as feelings

of helplessness, anxiety, or a lack of control based on the participants inadequate
knowledge of how to act in their new environmgsgeChapter 9. This, plus the
obvious physical differeres between a CaucasMfesterner and Korean citizens

has been shown to create stress in the new environment (Chu & Morrison, 2011).
Within the 12 week period, participants experienced stages one and two from the
above stages with no participant showing alyancement to stages three or
four. Crosscultural adjustment can, in general, be affected by several factors,
many of which were specifically referred to by the participants in my study.
These factors (as stated by Chu & Morrison, 2011) included:
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Personal factors (such as personality, referred to above)
Relational factors (including the social and communicative skills)
60Copingd factors (the ability to a:
Demographic factors (gender, age, educational level)
Education, occugen and/or income

Family-related variables

Length of time to be spent in the foreign country

Culturespecific knowledge

Crosscultural training

Workplace factors

Environmental factors

=4 =8 4 -4_9_-9_-4_-45_-95_-°5_-2

(p. 5)

Based on these general principles relating to eralsral agustment, specific
answers/examples given by the participants could then be linked to each of these

variables as follows

Personal Factorsin crosscultural adjustment

All of the participants gave some sort of insight into their personality and how

they planned to approach their year ahead. Three of the teachers suggested that
they were-gbangbyaddashmwat in a situation
most part, allow certain nuances between Korea and North America to occur
without suffering geat stress. One teacher (Nicole) suggested that she liked

things to be organized and efficient. She sometimes found it difficult to deal with

certain situations as they did not always proceed as she had planned. Examples of

their responses are shown below:

| like to go at my own speed. Maybe this job is changing my personality
from being super on track to more carefree (Nicoleek §

It always bothers me when everything has to be so perfect for the
parentseéit makes me f eefronttoiilkpeesswe ar e
(Michael week?7)

| 6ve been noticing that |l 6m stressed
because the parents stress the management and the management stresses
me out (Alannaweek §

My life here has calmed down considerably; insommay s it 6 s becon
almost monastic (Jackveek §
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These findings taken fromveeks 7 and ®&f the 12 week period suggested that
although stress seemed to be a factor for at least three of the teachers (except

Jack), they dealt explicitly with the cresaltural adjustment factors.

Relational Factorsin crosscultural adjustment

Relational factors, including social and communicative skills, were also shown
by each of the participants. Since none of the participants could speak Korean,
these relational facterconsisted ofocial interactions with others who already
spoke English (a majority of the time, this was other foreignersyf arsing
gestures and body language to communicate their needs when they did not have
the language skills to communicate effeely. Examples of relational factors

from the journal entries included:

Every Thursday [Jack] and | have chef night. We watop Chefand
other chef shows (Michaeleek 2

Having a big network of bar friends is exhausting and unappealing to me.

| rardy go to bars anymore (Jackeek 9
The second example has suggested that sometimes making the effort to socialize
with others can be challenging. In this journal entry, Jack eluded to the fact that
many of the foreigners in his city spent their weekeaidthe foreigner bar in
town. Because there was a lack of variation in this routine and because he was

not much of a 6ébar person6é he found soci :

60 Copi ng oncossahitualradjustment

In a study by Brundage @B7), stress was identified as a common problem
among English teachers working in the ROK and was said to be caused by
several factors including role clarification, conformity, time evaluation and
inconsistent feedback. This was further substantiated bya@t Morrison (2011)

who identified &coping factors asone aspect otulture shock. According to
Brundage (2007), the coping factors used by English speaking teachers in the
ROK included drinking alcohol, playing sports or exercising, talking with feend
watching TV or movies, reading, travelling, spending time alone, praying and
confronting the cause of the stress. Within the course of my study, | found that

these strategies were also employed by my participants (although praying and
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confronting the case of the stress were not mentioned). More specifically,
drinking alcohol or going to the bar was the most frequently cited instance of
socialization outside of working hours. Nicole and Alanna also made several
references to reading, travelling, talkimgth friends and exercising, while Jack
and Michael generally spent time watching TV or movies over the internet.
Mi chael al so chose to join a o0foreigner
local bars in the city. He specifically referenced that he wasi d 6i n beer
suggesting that although he seemed to enjoy the musical aspects of the band, the
free alcohol was equally enticing. Jack, on the other hand, seemed to be more
reserved, preferring to spend time alone.

Some common examplgéds fraelt oatresd wtho chc api
the journal entries included:

Il wi sh | had more privacyél am a priv
myself and | want to share certain th
seems that everyone here knows everything abeetyene else, and

thatodos wunderstandabl e because weore
office. | would just liketo keep some things to mysdlNicole, week 3

Most of my noRrwork days or evenings are spent in my own studies,
walking, playing guitar, som&elevision (some weeks more than others)
and still exploring [City Y].(Jack week 9

Demographicfactorsin crosscultural adjustment

Demographic factors can include issues such as the number of sojourners
working in Korea. There are very few statistivhich allow for the breakdown of
these vaables in relation to Englisteachers in working in South Korea. It has
been documented, however, that in 2008, 19,375 people were gradt¥isas

(90% of which were Englisheachers) from English speakinguodries and
allowed to work in South Kore&K¢rean Immigration Service, 20p80f these

8890 were from the USA, 5029 were from Canada and 1673 were from the UK.
The remainder were from other Inner Circle countries (1201 came from non
Inner Circle countriesand these represented the 10%-@f ¥isas granted to non
English eachers)This links to some of the journal entries by teachers relating to

meeting other foreigners in their area of the ROK.
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Some of the demographic factors mentioned by Chu and Morf2i 1)
also included age, gender, family factors, and/or previous international
experience. Within the journal entries, there were no specific references to age
and gender factors, however, certain issues related to differences between gender
roles werealluded to. For exampléyicole noted that she was asked to provide
extra tutoring (during her lunch hour) for a student who was struggling in class.
Nicole suggested that she thought she was chosen because the Director probably
thought she would put upds of a fuss than the male teacher who also taught this
student. For the most part, however, issues surrounding age and gender did not
arise in the journal entries.

In relation to family factorsNicole suggested that there were specific

instance where lomesickess was an issue. For example:

Today is Thanksgiving in America!! | have to say, this holiday makes me

miss home, a lot!l... | guess this is the start of fighting that holiday
homesi ckness bug. I[sicvoe thamksgivmg[sicimi s s e d
wit h my f a mdtd hug mydubpylandkny famil{Nicole, week

8)

With respect to demographic issues, it idisole who most suggested having
difficulty with this aspect. It was clear through both the interviews and her
journal entries that she hadsaong relationship with her family back home. She
was also the only participant who had spent any significant time living in another
country (Germany), and although she sometimes mentioned her time abroad in
her journal entries, there was not much wniti@bout how these experiences
affected her in Korea.

As for the other teachers, it appeared that issues surrounding
homesickness, age and gender issues were mabee in the interviews (see
Section 8.3.1.8 Issues related to demography were also ndiatwere also

more clearly stated in the interviews.
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Education, occupation and/or incoman cross-cultural adjustment

Perhap®#\lannawas best able to sum up this category with the following entries:

| came into this job with no experience andtne ai ni ng. The otr
that | received during my first few days consisted of me watching a few

classes and learning where a few things were around the offiGe@@di

That 0s éNbooud urirti.cul um, no soustd one
expected to teach thads. (Alanng week 5

But, in truth, everyone appreciates a regular paycheck most of the time
(as well as free accommodation) so we try the balancing actdasipg
parents and managemerfllanna week 5
All four of the teachers, at some point heir journals, alluded to the fact that
their job in Korea was different from anything they might get back in North
America. However, their thoughts relating to the quality of their teaching and
their own ability based on educational background factorsfuvtiser discussed

in the interview portiondee Section 8.3.1).2

Family-related variablesin cross-cultural adjustment

Chu and Morrison (2011) suggest that fammdyated variables include marital
adjustment, spousal support and/or family perceptainthe move. Since the
participants were single, and there was no mention of family perceptions of the

move, this category does not apply to the current study.

Length of time to be spent in the foreign countryin cross-cultural

adjustment

Each of the tezhers in this study was on a eypear contract. There was talk
(interviews) and suggestiongournal entriey that the participants may have
desired to eitheextendtheir current contracts or sign up for a different contract
(in a different country) oncéhey had completed their time at the designated
preschool.However, there were definitelymoments (as shown belowyhere
they felt thathey would be happy when their contracts ended
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only 9 mont Nioleweek t o go! 6 (

the thought of stayingover my contract in Korea, even though the
homesi ckness phase has dwi ndl ed, doe
because two years at a hagwon makes me feel a bit squirmy, but also |

d o n 6 t grdateapport \&ith this countrgdack week 12

Cultural specific knowledgein cross-cultural adjustment

As stated in the interview section (weknterviews), participants did very little
research on the ROK before arriving and therefore came equipped with certain
preconceived notions, which may or may not hbgen correct. The issues that
pertained to cultural specific knowledge primarily included the incorrect
preconceived notions that the participants had. There were two main categories
that the participants identified as issues, those relating to scheand those

relating to social interactions. Examples included:

Thereds never any positive feedback
staff (Nicole, week 6

Most things in Korea donoét make sense
how about the traffic, a red ligftonestl y meanse nothing
learned to just close my ey@Micole, week 3

| have noticed that lots of stuff that we do around [the schoollisfor
the sake of appearang@danng week 3

| ran out of toothpaste today, | found out that Kodea e s n 6t put f | uc
in toothpaste, so | have to brush my teeth with baking satihraom
sends her next packa@®anna week 10

Hereb6s the most annoying things | fin
peopleéln Korean cul t uleehewinghoadlyf ol | owi
snoring loudly, loud bodily noises, hawking and spitting, blotving
your nose loudly is rud@Nicole, week 7

Cultural specific knowledge was expressed, in one form or another, at least one

time per week by all of the four participig. However, not all entries were

negative (on average, 8 negative comments were made by each participant

between weeks 6 and 12)lany notations, especially from week six onwards,

expressed enthusiasm for certain aspects of Korean culture (at leastivk pos

entriesper participantwere madebetween weeks 6 and J1ZExamples given

mainly related to experiences outside of the school and included trips to a Korean
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spa (icole), new and different food experiences (all participants), and a
Buddhist temple sty (Jack.

Cross-cultural training in cross-cultural adjustment

Cross cultural training is directly linked to cultural specific knowleddmve as

the only training that these participants received wasugfiraheir own trial and

error, from the adwie of other native speaking English teachers from
resources (such as guidebooks) which they had practitedfour participants

each made at least one reference in their journals to the lack of preparedness they
felt when attempting to interact withthe confines of Korean culture. This was
further exemplified in the week 6 and week 12 interviews where participants
expressedurther remorse in their lack of cultural training (seterviews week 6

and 13. Examples of the lack of cross cultural tragmwere

|lt6s been hard dealing with this type
are always trying to hurry you out of the room so they can get to their

next patient. That, on top of having a language baisient a comforting
experience(Michael week 12

|l went to the doctor this morning. | |
totally different than the times | had pink eye in the States. The doctor

told me it was a 2 week process and that it would get worse! Oh my, |

sure would give anythingtobeo me r i ght nowwewhathope t h
they are talking abou¢Nicole, week 9§

Workplace factors in cross-cultural adjustment

It is clear that there were multiple concerns by teachers relating to their
workplace environment. These issues included ditiies with staff, a lack of
communication, and disagreement over the curriculum (planning, books, and

material availability). Examples of these concerns include:

Lately, | have been pretty down on myself. My boss really gets on me

about everything. She alwaysyelling at my friend and | in front of the

ot her teachers. Il thought it was just
down in that therés never any positive feedbadmicole, week 1}
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|l 6ve noticed that the Kadhingsaoutheada af f re
with little to no warning or preparation, leaving us foreign staff dizzy and

| ooking at each other [|i ke, owhat the
keep up without getting frustted, this can be challengin{dack week 7

I d o nkd[the Dirdttorhunderstands how irrational she is being. She

wants the students to speak their own ideas and thoughts, but yet she

wants them to speak quickly when she knowswelough t hat t hat
possible (Michael week 7§

[The Korean head teachatecided and finalized [a class] skipping 2 full

books in the speaking curriculum. She ordered the books and told the
parents wi t hout the foreign teachers
switching to is way too hard for them. Their level will go down if thdey

this. |l Om so upset. I told [ her] 2t
Director]) did anyway. When [another teacher] and | confronted [her],
she said that [another teacher] and
out lie. She needs to listen to asd confirm any curriculum changes.

What gets me is that she doesndét even
what she is doing when she makes a decision like this. The only reason

for it is to make the parents happy and to give the appeatiaaiceakes

everything look good/Alanng week 1)

These comments range from weeks oN&dle) to eleven(Alanng. It does
suggest that the teachers became increasingly more frustrated (or perhaps
bewildered) at some of the decisions made by the staff. It wasifse®s that
appeared to affect the satisfaction levels of the teachers throughout the 12 week
period.

Not all of the comments, however, were negatiMichael as an

example wrote the following statement

[The Director] was excited that the kids in rokass love it when | play
the guitar. ltds very comforting when
this because it thimeright(®ichHadgl weelddoi ng s o me

Therefore, while it does appear that there were more negative statements than
positive ones (8 versus 4 per participant from weeksl®), there were still
instances wherat least onef the teachers found enjoyment in their workplace.
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Environmental factors in cross-cultural adjustment

It was not entirely clear what Chu and Morrison2Pspecifically included as
environmental factorslt can be interpreted as the surroundings where the
teachers lived and worked. This is likely to include seasons, weather and
surrounding countrysidestc Based on this loose interpretation, it appehsd t
while two of the teachersMichael and Jagkenjoyed some of the more rural
locations near City Ythe other teachersAlanna and Nicolgseemed to prefer

city life in a more metropolitan setting. Some example journal entries referring to

environmentafactors include:

This weekend | went hiking at [a mountain near City iY]in the

mountains early in the morning. | was about to start up the trail when a

group of four middleaged Koreans invited me to hike with thénthey

di dndét t hi nk nel Theyseemdd diently andtwoaof tbem

spoke English well, so | agreed. Turns out they all worked at [a factory

nearby]. They shared lots of interesting things about Korea, including

their delicious and expansive lunch on a mountain top! Followed by one

of them giving me a O0Korean yogad dem
opportunity, ¢dad | said yes to joining theniJack week 5

Most things in Korea donot make sense
how about the traffic. Umm, a red light honestly meaathing here!!
|l 6ve | earned to just close my eyes. T

to me. Withso manypeople in this country and this city they all still walk
where they want andl o nndove. (Nicole, week 3 {paraphrase: the
Korean people walk den the middle of the sidewalk and do not move
out of the way when someone clearly wants to get past them}

There isnot really that much to do ir
Daegu. There is always something new to do there. And another perk is
thatpeopbe are more used to foreigners th
I i ke we 0 mpsts$tapped dutsof avircy®lanna week 4

It is unclear whether the environment played a significant factor in the happiness

levels of the teachers or whether itemffed their teaching. It appears that good

experiences then linked to subsequent positive journal ern(eigs. if the

participant did something nice at the weekend, the following entry would be

positive) while negative experiences often led to furthegative entries about

different subjectge.g. if the participant had a dispute with staff or a particularly

bad day, the journal entry in its entirety would reflect thig)is noted, the

156



responses in the journals related to environmental factors dskaot to link to

a decrease in motivation as seen on the observation of dlasseSectioi0.3.

8.6.2.2 Concerns surrounding student achievement

It is, perhaps, not surprising that the participants in this study spent a
considerable amount of time wng about the progression and issues
surrounding the students they taught. The discussions were varied, but could
generally be categorized into five main areas: students, parents, materials, staff,
and discipline (see Figu®. Although the participanfssziews on these matters
differed, each of the four participants contributed at least one journal entry

relating to each of these fivepics

Concerning students

Entries relating to students encompassed a wide range of thoughts and differed,
both betweerparticipants and between days (for the same participantpast

seven entries (per participant) (Alanna: 12 Nicole: 7 Michael: 10 Jack: 10)
positive entries were noted over the 12 week persgodl highlighted certain
achievements while others expresgadstration with students (either specific

students or with a class in general).

For example

[Emmdgst arted crying today because she
and all the kids started laughing. I truly think the kids just thought it was

funny ard were not making fun of her. | could see that she was about to

cry so | tried to detour her emotions but | was too late. She started crying.

| tried to comfort her while still trying to keep the class moving. She cries

a | ot over r e al ttyigg tos build |more patience dos . | 6 m
situations like this.Nlichael week 2

In the first set of interviewsas noted aboveatience was identified by many of
the teachers as one of these characterisfiegs good ESL teachdsee Section
8.3.1.9. This enty was fromweek 2 where, it appeared th&tichael was still

trying to be motivated to improve as a teacher. In subsequent weeks, this
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motivation decreased and his entries concerniagtudents were less positive.

For example:

| have almost givenupdnL uk e ] . He doesndét | isten
di stracts the other students and won
ignoring him. (Michael, week 9)

Another example of an early positive entry was writte\lanna She noted:

| 6m st art i n gyehcouragirg eesuliso Myeclase ef 3 and 4
year olds know all their letters and they can sound out words. They are
very good at Phoni cs cannagply it iorothes o pr ou:
classes(Alanna week 3
This entry, from week 3, suggests thdanna is still feeling very motivated
when seeing her students learn something new. Of the four participéariaa
is the only one who still seemed motivated (at least partially) towards the end of
the study periodas she maintained positive journal erstréwen in week 12ZIhe
other three teachers did not have any positive entries concerning students in
either week 11 or 1ZThis is exemplified by another journal entsy Alannain

week 12:

My youngest class has finished their second Phonics book. Tleey ar
doing very well. For being 3 or 4 years dideir level is very impressive.
(Alanng week 12
This is not to say tha@lannadid not have times of frustration, however, her
frustrations seemed primarily directed at staff, parents or managementhather t

at students.

Concerning parents

Because many of the parents could not speak English, there did not appear to be

a significant amount of interaction between parents and teachers. However, the

teachers still gave examples of when ptakinfluence wagrustrating.
Alannasummedup her thoughts concerning parents with the following

entries:
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Since we have to cater to parentsodo de
changing. One week we need more focus on phonics, the next on reading,

the next on speakg and so on until we have so many books that the

parents complain their kid has too much homewdklar{ng week 10

In the case of teaching at a private school, the parents pressure the
management to produce high results as well as love, pamper aadybe e
on the kidsel have | ikened this situ
military training camp anadceandmlaycar e.
with the punchegAlanng week 3.

An interesting point to note is that all of the teachers gave sineigponseso

each othewhen writing about the parents of the preschool children; yet because

the teachers do not have much interaction with the parents (students are bussed to

and from school, so in some instances the teachers may never meet the parents).

The majority of the information given to the teachers about the parents comes

from the management, so it is difficult to know whether the representation

understood by the teachers is accurate. Certainly other research on mothers of

Korean children seems tsuggest that there are high expectations placed on

children and that mothers are intimately involved in the education prdeads (

& Abelmann, 2004)see Sectioii.3).

Concerning materials

Within this category, teachers seemed to have two major pnebieith the
materials, either they were too easy (or too much time was spent on revision) or
they were too difficult (there was no comprehension by students). Examples of

these issues are illustrated as follows:

The new speaking book is stressful at tim&® are supposed to teach it

in 40 minutes. ltés actually supposed
classes are not set up that way. We are allowetliinutes per page
[sic, and i f we don 0leaksfovenimtesolnr néxtckass., t he |

(Michae| week 3

[ The Director] says that I canot go
class thatés been her elaidisyrthernext onger
book) i s not | earning as fast. I f all 3

| ook v éAHWH, yoaldhée to be kidding me(Nicole, week §
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The teachers were fully aware that the Director or Korean head teacher had the
final say when books were ordered or when a new book could be started. Aside
from teachers having frustrations with the d®obf books, it also seems as if

new books were not always ordered on time. This led to a discussiblartya

as to the purpose of the lesson plans (i.e. the teachers created the lesson plans for
the Director, so she should know when the books were eadish@rder the new

ones in an appropriate timescale). These situations only compounded the

frustration.

Concerning staff

As previously identified in Sectior7.8.7, issues concerning the staff were
frequent. Some of the issues noted include disagreementourse materials or
differences in cultural understanding leading to frustration. What was further
noted was that the Director sometimes pitted one teacher against another.
Examples include:

[The Director] told me concerrghe had about another teachi&he] was
worried about whether the teacher would be boring or not smile enough.

But I was able to convince her that t
reassured her. | told her over and oveh a t 6everything wil
(Alanna week 3

| t 6vs offinial that the communication between my boss and | is non
existent! Friday after classes, my boss took my friend and | into a room
for questions that she had when all | wanted to do was ask a simple
question, my boss would not listen. She was on atreat was totally
unrelated! Nicole, week 5
These personal issues paired with the lack of support that teachers felt from the
staff created so much tension that at one point in week siieaie wrote about

trying to find a new job:
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So my friendand | have actively been looking for a new job. | understand

any job could be as bad as this one, but we just want to see if there is
anything else out there. Another thin
this job, is the support system. As foreignctesrs we are supposed to

make our own lesson plans and have them approved. So | do that every

week. Then klsomake a list of materidl i.e. books | need by a certain

date. Without fail what | needieveron  t i me . Il tos frustrat
work with. Then if | say a date earlier so themiight be on time, they

end up giving the students the material without telling me. Blathat

kind of system is thisNicole, week 1)

Within this periodNicole also did write a fair amount about homesicknsssit
IS possible that her frustration with the job could have been more than simply a

lack of support system and could be related to other factors.

Concerning discipline

As discipline issues and instances of specific misbehaviour were identified as
key elements from thgpilot) observation section of this study, it seemed
appropriate to document how teachers felt about these issues. Although there
were not many references to discipline or approaches to dealing with discipline
in the journals, there weeefew entriegat least 2 by each teacher in weeks2}

which suggested thatll four teachers were aware of some of the reoccurring

issues in the classroom. Exangaleclude:

Because | c a[thed language]d otr o the tinte, | have
difficulty holding the attention and control of the class. | feel like the
students have as much control as | do (almosen@lanna week 3

One of my favorite students, Tommy,
punish and correct him, but then he gets angry with instead of
realizing that i1toés for his own good.

him to the hall, telling him nicely, gently correcting and every which way
| can think of. Nicole, week 4

éhe speaks slowly and t he fokii. dis s omet i
mom was crying one day because he was
trying to pay more att entaotherkiiso it , b
to be respectfulMichael week 5

As noted, there were not a lot of instan¢approximately 5%of all journal

entries related in some way to disciplinehere teachers commented on
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discipline/misbehaviour issues. Perhaps this is because the teachers felt that the

students were simply too young to be put in a more controlled classroom.

8.7 Area Summary

Thejournal entries suggested that the teachers encoumpeykl@msboth in and
outside of theschool In theschoo| the teacher$iad difficulties with students,

staff, parents, materials and discipline, but it was clear that there were also some
positive moments which were particularly rewarding. Outside of class, they
sometimes had trouble with travelling and cultural issues, but again, there were
specific positive moments which they felt were rewarding.

The journal entries were insightful intbe lives of the teachers as they
perceived them. It was interesting to discover what issues were most prevalent
and which ones they felt were most necessary to document. Further links
between the findings from the journal entries and their linkbhdodservations

will be discussed iChapter 9
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9.  Findings: Lesson plans and bservation

9.1 Introduction

This chapter examines the results taken from tasks one and two of the lesson
plans and the observation of classes. It comprise® thections. First, lesson
planning tasks from the journal entries (tasks one and two) are examined. Task
one asked the participants to keep detailed lesson plans for the storybook,
language arts and grammnionics classes. Task two asked them to
acknowlelge whether or not they had completed all (or some) of the components
of the lesson plan designed for task one. If components were not completed,
participants were asked to state the reason why. This is followed by two sections
on the observation of classeobservation results related to classroom teaching
and observation results related to discipline. This chapter also makes connections

to the previous one relating to particip:

9.2 Lesson panning (tasks 1 and 2)

Lesson planning was mandatory weekly task set by the private preschool as a
job requirement for all teachers. According to the Director, the lesson plans were
used primarily to show parents the progress that was made throughout the week
or the month. Because reports wereuregf by each teacher, a specific form
(provided by the Director, se®ppendix13) was provided each Friday with the
expectation that by Monday, a weekly schedule of lessons would be submitted.
This record was then photocopied for all teachers, and agaihi$ study. As an
additional requirement of this study, participants were asked to affirm whether
the lesson had been completed according to the pta Appendixl2 for the
instructions), or whether deviations were made and the reasons behind this
deviation. By the end of the studyl2 weeks of lesson plans along with
comments had been submitted for each participant.

Initially, all participants provided detailed lesson plans. This detail lasted
for approximately 3 weeks with NicodAlannaand for2 weeks withMichael

andJack An example lesson plan from week 1 is shown:
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Michael (week 1) (35 minute lesson with K6)

1 Good morning, asking weekly questions
o Howdés the weather, What day is it?

1 Introduction toUp and AwaySB pp.4748 (1015 minutes)
1 Up and AwaywB p.50 (1015 minutes)
(SB = Student Book, WB = Workbook)
This changed to a minimalistic approach as shown in a lesson plan taken from

week 12:

Michael (week 12) (35 minute lesson wikb)

1 U&A SB pp. 1415

T WBDp.22
(U&A = Up and Awg, SB = Student Book, WB = Workbook)
After reviewing the journal entriedi ¢ h daeK ob enthusiasm for having to
create a lesson plan appeared to stem from two main components. First, he felt
frustrated that his classes were continually interruptiedlésl to make time for

6open c | aasdedongratedby thedobowing journal entry:

It always bothers me when everything has to be so perfect for the parents.
| understand that we want to make it [Open Class] memorable and
meaningful for the pargs, but there is so much stress that goes into it. It
seems | i ke our | evel of care goes dov
coming in. This makes me feel like we are just putting up a front to
impress. | guess this is just the business aspect shiningythr@Michael,
week 2)
Second, he felt obligated to complete a certain number of pages in each book
during the lesson regardless of whether the children were able to comprehend or
notandtheef ore felt that he was sinmplly Agoir
week 6 interviewyather than actually teaching the children the matetialfelt
this pressure was applied by the Director and appeared (from the perspective of
the participants) to originate with parental demas.response can be linked
to the notion that preservice ESL teachers initially have high hopes and
expectations relating to the school, these expectations are quickly replaced with
disappointment due to exposure to the realities of the school, classroom, and
teaching Nguyen & Hudson, 200). Some of the comments related to lesson

planning, reinforce thiglea
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The new speaking book is stressful at times. We are supposed to teach it

in 40 minutes. ltés actually supposed
cl asses ar e no teallgligetthe bqok, buhl date the tameée |
constraint. We have to rush and it feels like we are racing the clock,

getting it done just to get it don®lichael, week »

Since we have to cater to parentso6 de
changing. Onaveek we need more focus on phonics, the next on reading,
the next on speaking and so on until we have so many books that the
parents complain their kid has too much homewdklar{na, week b
This negative stigma associated with the lesson plans andethands from
parents then seemed to create a certain cycle of performance for the participants

as shown by the following example:

My | esson plan hasndét changed much in
ways things work. | f youep it gomgih a gr o«
Changing your plan could spoil your whole systeltichael, week 9

It is possible that because the teachers were never explicitly given directions (by

the Director) on how to complete a lesson plan, were not given reasons as to their

use (eiher use by the Director or use by the teachers themselves), and were not

given the opportunity to change or modify the weekly plan once it had been

published teachers generally felt that there was not a great dewalodh in

creating them.

9.3 Tasktwo

Task 2 of the journal asked participants to acknowledge whether or not they had
adhered to the lesson plan they had devised. In approximately 80% of the lesson
plans created in task ,2teacherseportedthat they had completed all of the
components theltad described in the planning stage. However, this 80% was a
skewed reflection of the work actually being accomplished in the classes. For
example,Alannawrote that she would complete one page in her phonics book
with K2 (3 and 4 year olds) during eadhopics time slofAlanna taught phonics
rather than grammar because the children she taught were in their first year and
could not yet read)That page, for example, might require students to match four
words to four picturessee Appendixl6). The page wald generally take the
students between five and seven minutes to complete and thekkforacould

successfully tick in her journal that she had completed the components of her
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lesson plan. However the class was between 30 and 40 minutes in length and
based on the observations in the class kstew) she could have spent up to 20
minutes on tasks unrelated to the subject (tasks such as discipline, dealing with
crying students, toilet issues, etc.). Yet on another occasion, she might spend five
to severmminutes on the page and then up 2ariinutes practicing and reviewing
the page from the phonics book both instances, shedauccessfully adhered
to the requirements of the lesson plan, yet the structure of the lesson was very
different.

In the 20%o0f lessonplanswhich were not adhered to, the culp(dis
noted by participantsyvas generally an interruption by the Director or the
Korean support staff. For exampl e, dur i
(open class was a class where the pareotdd physically come into the
classroom and watch the lesson. It was a scheduled day/timeslot and teachers and
students practiced for it in advandepaches were asked to forego their original
|l esson and to compl et e anwoddtheraiterthe ass o6 p
weekly schedule and cause teachers to fall behind for the remainder of the week.
Student interruptions generally accounted for less than 3% of reasons why
teachers couleshot complete their lesson plan. It should be noted however that
these were selfeports from the participants, so their reasons for not completing
their lesson plans are based only on their own interpretations, as not all lessons
that were planned were necessarily observed.

Task 2 did not prove to be particularly igisiful due to the limited

descriptions written in the lesson plans.

9.4 Area summary

Based on research by Johnson and Golombek (2003), it was thought that the
teachers in my study would rely heavily on lesson plans in order to organize and
structure the lessons. This, however, was not the case. Teachers relied very
little on the lesson plans they created. They used them as a reminder for which
page they should complete each day, but overall, the lesson plans lacked any

other significant details which ould make them useful. This led to a
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disappointing task two, as with little detail in task one, task two could not

adequately measure to what extent the lesson plans were adhered to or modified.

9.5 Observation results introduction

The results from th observation section were divided into three categories; the
first two (Grammar/Diction and Pronunciation) were adapted from a study by
Numrich (1996), while the third category (Classroom Problem Solving) was
created specifically for use in this study.i¥ Bection of my thesis examines the
first two categories in relation to the research questions, including which
instructional processes participants used in the classroom along with, to some
extent, their coping mechanisms when teaching (further copisganesms with
respect to discipline will be discussed in the next section). Each week, two
classes per participant were observed. Each class ranged in length #din 30
minutes and related to the subjects of Grammar, Phonics, Language Arts and
Storybook. €TV cameras with an adapted audio system were used in each class

and teachers were unaware which classes were being re¢sedeslection 5.4)

96 Participantsodo observed cl asses:

Below is a table outlining the number and type of classesreéd for each
participant:

Table 9.1 Classes observed per participant

Grammar/ | Languagg Story

Phonics Arts book
Alanna | 16 8
Nicole | 12 6 6
Jack 12 6 6
Michael | 12 6 6

As stated above, two classes were observed per participant per week. Far, Alann

16 phonics classes and 8 storybook classes (weeks 4, 6, 7 [2 classes], 8, 9 [2
classes] and 11) were observed with her class of 3 and 4 year olds (Phonics class
was the young student equivalent of the grammar classes, i.e. once students had

completed ayear of Phonics, they moved on to grammar books). Her schedule
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seemed to fluctuate weekly (changes made by the Director), which is why an
uneven number of classes were observed. For the other teachers it was possible
to observe one grammar class per weed alternate between a Language Arts
(LA) and Storybook class. Nicole and Jack primarily taught 4 and 5 year olds
(although Jack sometimes taught the 3 and 4 year, oltide Michael taught the

class of 5 and 6 year olds. Each class had 12 studentsednroll

9.6.1 Textbooks used

In the Phonics classhlanna used the textboolSmart Phonics 2vhich was
assigned by the Director of the presch&@hart Phonics drimarily examined

short and long vowel sounds through the use of pictures and brief actiwities f
students to completélannawas assigned with completing approximatel 1
pages per day, which she accomplished in every class observed. As for the
storybook class, because the students could not yetA&athachose to focus

on having the studentisten and repeat the pages of the storybook before asking
guestions about some of the items on each page.

Ni coleds students also could not read
was a Olearn to readdé series wieh one ¢
grammar book used wasp and Away2 and the language arts book wasglish
Time2 (seeSection 4.2 All three of these books were assigned by the Director
of the preschoolThe students taught bjack were at the same level as the
students taught by Nite, they were in their first year of learning, but were a
year older than the students taught Adgnna They werealso using Up and
Away 2andEnglish Time2 as their course books

Michael was also teachingnglish Time(level 3) andUp and Away in
English (level 3)with the older group of studentsle, like the other teachers,
taught approximately 1 page of the textbook (and the corresponding page of the
student book, if any) perclass.he storybook series wused
f ocused o meriéah shortisoraes for chiddren (eTthe three little pigs
andLittle Red Riding Hood Each story came with a workbook and an audio CD

which children could listen to at home.
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9.7. Grammar/Diction

The following sections are devoted to presenting fimelings from the
observations. Each section heading represents one category of the
grammar/diction observation coding sheet initially created by Numrich (1996)

(see Appendixd5for further clarification).

9.7.1 Teacher says answer igcorrect and waits for student(s)to try
again

The following sequence needed to occur for this category to be scored on the

observation coding sheet:

1. Teacher poses question to student (or group of students)

2. Student (or group of students) answers incorrectly

3. Teacher indicas answer is incorrect. This could be either done through a
direct 6énob6 or by some other indicat:.i
body | anguage, word use other than &én:

4. Teacher allows a distinct pause indicating student(s) should try again
Based on the above description, the table below indicates the frequency by week

for this category:

Table 9.2 Teacher says answer igicorrect and waits for student(s) to try
again

W1[W2[W3| W4 W5| W6 | W7 W8| WO (W1dW11w1i3 AVG

Alanna |Phonics |7,6(8,6|75| 5 (43| 1 3 2,3 2 11,3| 4.13
Story 4 4 (44| 5|51 3 3.75

Nicole |Grammar | 9 | 7| 7| 6| 7| 6| 7| 78| 7| 7| 7] 7.08
LA 7 8 7 8 6 7| 7.17

Story 2 2 2 2 1 3 2.00

Jack Grammar |10 8 | 8| 8| 7| 6| 7| 7| 6| 65| 6| 7.00
LA 8 8 4 2 4 7 5.50

Story 8 1 1 6 6 4 | 4.33

Michael |Grammar | 3| 4| 3| 3| 3| 32| 23| 4] 4| 3| 3.08
LA 2 2 3 3 3 1 2.33

Story 4 4 3 3 1 1| 2.67

Alanna did not often give students the opportunity to make multiple
attempts at giving the correct answer. When she did allow for this opportunity, it
was consistently with one specific student (K2:3) who appeared to be at the

lowest comprehension level in the class. K2:3 was often allowed multiple
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chances to give the correahswer as Alanna attempted to include her in the
class, however this strategy was often problematic, as when giving her full
attention to K2:3, other students quickly became bored and disruptive. It then
took several minutes to get students refocused entdbk. In the grammar
classes, Alanna used this strategy more in week 1 than in week 12, as by week 3,
Alanna had developed a specific pattern to the grammar lessons which she used
consistently each week.

Nicole was very involved in both the grammar damjuage arts classes.

She was able to direct at least one question to each student in each class. Her
guestions were, generally, very simple in nature and the students should have
been able to answer them easiis most of the questions related to revie
material If Nicole felt that a student was not paying attention, she would often
direct a question to them to attempt to bring them back on track.ingtce

was often when a student made a mistake and the question needed ashexire

After the frst two weeks, all of the lessons taughtJagkwere delivered
in a similar styleHe was able to fid a routine that worked welln the case of
the above focus on grammalack identified that an answer was incorrect by
gi ving t he s tandteenwaitiry ugiltheyctried againo This tactic
seemed to work better for the boys in the class ratherttiegirls. When told
0 n o 6boys Woelld often try to give another answer while the girls would often
look down at the table and wait fédackto call on someone else.

Mi chael s6s scores ar althk otheeteacherb an t he
This is Ilikely due to the fact t hat Mi
correctly when questions were posed. Michael used the same suatsgythis
error correction typdrom weeks 1 to 12 (and was consistent across subjects). If
a student answered incorrectly, Mi chael
wait for the student to try again. If the student was incorrect on the second
attempt or could not answeanother student was asked.

972 Teacher says O6nod asks someone el se

The following sequence needed to occur for this category to be scored on the

observation coding sheet:
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Teacher poses question to student (or group of students)

Student (or group aftudents) answers incorrectly

Teacher indicates answer is incorrect. Despite the heading, this could
include a direct 6nod or by some oth
i ncorrect (e.g. body | anguage, word u:
4. Teacher immediately pes the question to another student, or, teacher
disciplines student for not listening and then asks another student for a
response.

wn e

The following table displaythe frequency of this category:

Table9.3 Teacher says O0nod6 asks someone el s«

W1 (W2 (W3 |W4 (W5 (W6 W7 |W8 |W9 |(W1JQW1IW1Z2 AVG

Alanna |Phonics 2,313,241 2 [3,2] 2 2 22 3122|231
Story 2 2 (32 313 1 2.13

Nicole |Grammar | 9| 8| 8| 7| 8| 6 | 6| 7| 8| 9| 5| 7733
LA 7 7 7 8 7 7717

Story 5 4 4 4 4 4 417

Jack Grammar | 6 | 6 | 6| 2| 7| 6|2 2| 1| 2] 7| 7]/|450
LA 5 5 4 7 7 3 5.17

Story 3 3 3 4 3 51350

Michael |Grammar | 2 | 2| 1| 1| 1| 2| 2| 23| 2| 2| 21183
LA 2 2 3 3 2 1 2.17

Story 2 2 2 2 1 31200

Comparedvith Nicole and Jack Al anna did not often u
in the class. Instead, she would often just give the correct answer and have the
student repeat the response or would use gestures, facial expressions and body
language to show that an answer vilasorrect (see below). There were no
changes between weeks 1 and 12 for this catdgoAdanna

Ni col e us e dfrequendy amdatwas, agamnpniostly when the
student was not paying attention in the first place. This meant that often the
phrs e 6no6 was followed by a reprimand tc
more attention. It was surprising that the storybook class did not have a higher
number in this section, as Nicole had noted that the book was very easy that the
students were bored glass and not paying as much attention. The only obvious
reflection of this washat there were higher instances of specific misbehaviour in
the storybook classes, which perhaps, limitedrtimberof questions posed to

students.
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When it was obvious thatstudent was not paying attention or that they
did not know the correct answdackwould often call on someone else. One of
the issues that arosedacld s cl asses waakstahh at v b6s ammt &
student would call out the correct answer with being asked. This was
identified later in my thesisas an area of specific misbehaviour, Batkoften
simply accepted the answer (or in some cases praised the student) and moved on
to the next question or task.

This strategy was primarily usdry Michaelafter the first student was
given two chances to answer the question. However, Michael also used this
strategy when it was obvious that a student was not paying attention. For
example, if a student was misbehaving, Michael would direct a questiloanat
if they could not answer, Michael would then tell them they were incorrect,
followed by a verbal reprimand, and would then ask another student (who would
likely give the correct answer and then be praised). This strategy is related to
some of the tetics Michael used when dealing with instances of specific
misbehaviour and is further discussedaction9.11.6.

9.7.3 Teacher corrects student (gives answer)
For this category to be scored, the following sequence needed to occur:

1. Teacher poses quegitito student (or group of students)

2. Student (or group of students) answers incorrectly

3. Teacher may or may not indicate that answer is incorrect

4. Teacher gives answer to student
There was some overlap between this <cat
incorre ¢ t and waits for student (s) to try
occasions (i.e. Nicole weeks 1 and 4; Jack week 1) the teacher would first
indicate that the student was incorrect, pause and wait for student to respond, and
then if no response, givde correct answer to student. In these cases, both
categories received a score for the same interaction.

The table below displays the frequency of this category:
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Table 9.4 Teacher corrects student (gives answer)

W1 (W2 (W3 |W4 (W5 (W6 W7 |W8 |W9 |[W1JQW1IW1Z2 AVG

Alanna |Phonics 5755|167 77,7 8 7 8,8| 9 10,8 7.13
Story 3 4 (3,4 3133 4 3.38

Nicole |Grammar | 4 | 0| 0| 2| 0| 0| 0| 4| 1| 2| 0| 0]1.08
LA 2 0 2 2 2 2 | 1.67

Story 1 6 0 0 0 0 1.17

Jack Grammar | 5( 5| 5|6 2|2|1|5|5|5]|4|5/|417
LA 6 6 3 3 3 3 4.00

Story 2 2 2 2 2 21200

Michael |Grammar | 6 | 8| 4| 4| 2| 6| 8| 8| 4| 6| 5| 4542
LA 8 5 5 2 4 7 5.17

Story 7 7 1 6 8 6 | 5.83

Alanna was often very quick to giva correct response to the students if they

produced an incorrect answer. This was more common in the grammar classes

only because more questions were asked in the grammar classes and therefore

there were more opportunities for students to respond imtiyrie the 3040

minute time period. There was a slight rise in the use of this strategy between

weeks 1 and 12 in the grammar classes and no change in the storybook classes.

never occurred when she was directing her questions to the entire class (she

Nicole very rarely gave the correct answer to a studentraa@limost

would oftenaskanother studertb give the correct answer). The main instances

where Nicole would give the answer were when students were individually

completing exercises in their bk@and a student could not produce the correct

answer. Nicole would first try to encourage a response from the student, but if
that failed, she would give the student the correct answer so that they could

complete the exercise.

This wasa common strategysed byJack If a student got an answer

partially right, but there was some minor grammatical issaekwould often

just give the student the correct answer. Sometimes the student would repeat the

answer thaflackhad just given them and sometimes he/glould not.Jack did

not insist that the student repeated the answer.

Because the books that Michael was teaching were significantly more

difficult than the ones taught by the other teachers, itsoasetimeshe case that

none of the students knew therect answe( i t

appeared

t hat

it was common that eith@veryoneknew the answer or no one didherefore, it
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was sometimes necessary for Michael to simply give the answer to a student and
continue with the lesson. This was especialiye when a new storybook was
given. Students often had difficulty pronouncing the new words and Michael
would have to give correct pronunciation or the correct word to the student in

order to continue with the story.

974 Teacher r e psmedrectassiwvar with fatciabexpression or

intonation

These two categories (facial expression and intonation) often occurred
simultaneously when a studentsd answer
scored, the following sequence needed to occur:

1. Teacler poses question to student

2. Student answers incorrectly

3. Teacher Il ndi cates studentso6 answer
change in facial expression (e.g. a grimace), a clear change in intonation
(e.g. speaking the answer in a raised tone) or both

The following two tables display tfeequency of these categories:

Table 9.5 Incorrect answer with facial expression response

W1 W2 |W3 (W4 (W5 (W6 W7 W8 (W9 |W1QW11W1Z AVG

Alanna |Phonics |7,6|7,7|8,7| 9 (11,1 11 11 9,12 15 11,13 9.75
Story 2 2144 4 |44 4 3.5

Nicole |Grammar | 4 | 4| 2| 5| 4| 3 | 6 |[UNKUNKUNKUNKUNHK UNK
LA UNK 4 4 3 UNK UNK UNK

Story 6 6 4 4 4 4 4.67

Jack Grammar | 51010 7| 5| 2 (11|10 7| 9| 7| 6 [7.42
LA 6 6 6 7 2 8 5.83

Story UNK UNK UNK UNK UNK UNK UNK

Michael |Grammar | O | O | 2| 2| 2| 2| 0| 21| 2| 2| 2]142
LA 0 0 2 2 2 2 1.33

Story 1 1 1 2 3 0]1.33

NOTE: UNK refers to an unknown outcome due to the positioning of the camera

and being unable to capture facial expression.
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Table 9.6 Incorrect answer with intonation response

W1 |W2 |W3 (W4 (W5 (W6 W7 W8 [W9 |W1CW11W12 AVG

Alanna |Phonics |7,6|7,7|8,6| 9 (11,1 11 11 10,13 15 11,19 9.75
Story 2 2143 4 |44 4 3.38

Nicole |Grammar | 9|1 9| 8| 2| 6|6 3| 79| 9| 9| 8|7.08
LA 10 6 4 8 8 9 |7.50

Story 5 4 0 8 5 4 4.33

Jack Grammar | 6 | 6| 4| 4| 54622 7| 7| 3/[467
LA 5 5 5 5 5 7 5.33

Story 4 4 4 5 4 4 | 417

Michael |Grammar | 1 [ 1| 11|10 0| 120 2|1 2]092
LA 1 2 3 0 0 0 1.00

Story 4 0 0 2 2 2 | 1.67

Alanna was the most expressive of the four teachers observed. With each

observation, she paired both intonation and facial expressions in order to get her

point across that an answer was incorrétthe phonicsclasses, her use of this

strategy increased from week 1 to week 12. This seemed to be because students

enjoyed the comedic expressions that she used, and in turn, became more

engaged in the classes. The use of this strategy asAistedain keeping the

students focused for several weeks; however by week 8, students had become

less focused and became more disruptive in the classroom.

Nicole moved around the claasdit was difficult to accurately capture

her face/facial expressions ohet camera. Becaugdtis occurredin both the

grammar classes (weeks 8, 9, 10, 11, and 12) and the language arts classes

(weeks2, 10 and 12), the category on facial expressiomdd not be accurately

completed. Interestingly, however, Nicole was much nmmaobile in the final

weeks of the study, whereas in the first several weeks she was much more

stationary at the front of the class. For the storybook classes, Nicole often sat
with the

documnent her facial expressions.

student s

t o

6reado

or

repeat

Nicole, like Alannapften used intonation when an answer was incorrect.

Her 6 Av e r (A\{s¢ 6core was lower in the storybook classes primarily

because she asked fewer questions than in the language arts and grammar

classes

In the case of grammar and language arts claskek used facial

expressions often. The students in the class particularly enjoyed this, as the facial
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expressions used weirgendedio be funny. It was often the case that the student
would make a mistakand Jackwould highlight this mistake for the class. For
exampl e, in one storybook classThea stude
Three Little Pigy when he really ma nt 0t he wol flaclbs at t h
response was OWOLF IgN tthhee phiogu?s eT?h alts ihse te
class laughed and the student was able to fix his mistake. In this exdagMe,
used both facial expressions and intonation to identify the error, but it was done
to an extreme. It should be noted however that this girateas more often
employed with the boys in the class than with the girls. The girls were quieter
and it was likely thatlack did not use this strategy with them for fear of
impacting their seltonfidence.
With the storybook classedack sometimes tookhe children to the
corner of the room (storybook corner) and read them a story. In these instances,
the angle of the camera did not show his facial expressions and so these could
not be counted.
Michael was not overly expressive in class. He more comyrsniply
told students that they were wrong with

his face or the intonation in his voice to identify a mistake.
975 Teacher writes studentds answer on wh

For this category to be scored, fb#owing sequence needed to occur:

1. Teacher poses question to student
2. Student answers incorrectly
3. Teacher writes all or part of student answer on the whiteboard
4. Teacher indicates or highlights error
There were two instances with Jack which deviated fitimsequence (weeks 5
and 12). These were cases where the student was not actually asked a question,
but rather just offered some informati on
mart o) . Jack then wrote the senrorence on

but no question had been initially asked.

The table below displays the frequency of this category:
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Table9.77Teacher writes studentodéds answer on w

W1 (W2 (W3 |W4 (W5 (W6 W7 |W8 W9 (W1QW1IW1Z2 AVG

Alanna |Phonics |2,0({0,0{1,0| O [0,5] 1 1 0,1{ 0| 0 |0.69
Story 0 0 (00| 0 ]00 0 0

Nicole |Grammar | O | 1| O0O|(O|OfO|O]JOf[O0O] O] O] O|O0.08

LA 0 0 0 0 0 0 | 0.00

Story 0 0 0 0 0 0 0.00

Jack Grammar | O 0O 0| 0| 3| 3[2|212]0]|]0] 0| 2/(092

LA 0 0 6 0 0 0 1.00

Story 0 0 0 0 0 0 | 0.00

Michael |Grammar | 7 | 7| 6 | 7| 2| 2| 1| 1| 6| 7| 4| 3442

LA 6 6 5 2 5 2 4.33

Story 2 2 2 2 2 2 | 200

Alanna, Nicole and Jack did not use this strategy often. This was likely
due to the lowlevel of their students and the fact that they could not read,
although other factors are possible (i.e. that the teachers did not enjoy using the
whiteboard). On the other hand, Michael used this strategy often in class. Since
his students were at theghiest level and could, to some extent, read what he was

writing, it is not surprising that he used this strategy often.

976 Teacher draws studentdés attention to

Based on the information provided by Numrich (1996), it was unclear what

exactly was m a n't by &éfor mo. Therefore, i n orde
bet ween <categori es, Ot eacher draws stud
situation in which the teacher explicitly stated a grammar rule/explanation to the

student. For this category to beored, the following sequence needed to occur:

1. Teacher poses question to student
2. Student answers incorrectly
3. Teacher explicitly states grammar rule/explanation

The table below shows the frequency of this category:
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Table 9.8 Teacherdraws studeh 6 s attenti on to form

W1 W2 |W3 (W4 (W5 (W6 W7 |W8 (W9 |W1QW11W1Z AVG
Alanna |Phonics |0,0/0,0{0,0f O (0,0l O| O0]0,0 00, 0| O 0
Story 0 0 (00| 00,0 0 0
Nicole |Grammar | 0| O | O|(O|OfO[O]JOf[O0O] O] O] O|O0.00
LA 0 0 0 0 0 0 | 0.00
Story 0 0 0 0 0 0 0.00
Jack Grammar | O O 0| 0] O] O[O0O|] O] O] 0] O0f O{o0.00
LA 1 0 0 0 0 0 0.17
Story 0 0 0 0 0 0 | 0.00
Michael |Grammar | O 0| O | O| O] O] O] O| O] O O O]o0.00
LA 0 0 0 0 0 0 0.00
Story 0 0 0 1 0 0 |0.17

This strategy was only used twice, once by Jack in week 1 and once by
Michael in week 8. In the situation with Jack, a student had incorrectly stated the
third person 6s6é6 on a sentence (i.e. He
fiWhen we wuse he or she olikesii¢de w@reeadmu.e Tl
situation was similar in week 8 with Michael.

It was possible that this strategy was not used often by Alanna, Nicole or
Jack because of the low ability level of the studentsh@sconcepts explained
may have been overly complex at times. Howevevas surprising that Michael
was not drawing the s thisdt@entssvére able toent i on
understand to a higher level than the students of the other teacherswott is
entirely clear why Mehael did not use this stratedypwever, it may be that
despite the higher level of the students, it was still not high enough for a focus on

form. It could have also been because Michael was not aware of this strategy.

977 Teac her accepts student 6s answer but

grammar

For this category to be scored, the following sequence needed to occur:

1. Teacher poses question to student

2. Student answers incorrectly

3. Teacher accepts answer with some sort of acknowleglgemm ( e . g . 6o0k©o
6gooddé) and repeats answer with corre
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This category also included sentences produced by students that were incorrect,
but were not necessarily the result of the teacher posing a question (i.e. the
student was talking spontanesby)

This category is differ eastddenf(gvesn t he a
answer )6 in that the teacher needed to
the answer was correct (or partially correct) before correcting the grammar. It
also inohutdedowsptal ké where the teache
guestion to the student. In the previous category, the teacher either indicated it
was an incorrect answer to the question asked, or simply gave the correct answer
without any sort of acknowledgenten

The table below shows the frequency of this category:

Table 9.9 Teacher accepts, repeats with correct grammar

W1 W2 |W3 (W4 (W5 (W6 W7 |W8 (W9 |W1QW1l1W1g AVG

Alanna |Phonics |4,4|4,4|6,8| 8 |6,6| 4 4 56| 5 |5,5]|5.25
Story 6 6 |56| 6 [55 5 5.5

Nicole |Grammar | 7| 5| 5|1 9| 5| 5| 4| 79| 9| 8| 4642
LA 9 6 6 6 7 8 |7.00

Story 6 6 6 4 6 7 5.83

Jack Grammar | 8| 8 12| 7| 4| 6| 9| 6| 6| 4| 3| 4](6.42
LA 6 6 6 10 6 3 6.17

Story 7 7 6 6 5 7 |6.33

Michael |Grammar | 10( 10| 6 | 2 |10| 9| 7| 2| 5| 5| 5| 7 | 6.50
LA 7 7 11 2 2 11 6.67

Story 12 12 9 9 10 9 |10.17

This strategy was often used by all four teachers. Alanna used this
strategynot only when she was asking a question, but when studentsryiage
to teldl her somet hi ng. For exampl e, one
Al anna respomamd twantwitlm fAAead first, o
responded fAyes. 0 I n this case, the stude
that Alanna had pradcted, yet the student was being exposed to the correct
grammar nonetheless.

When using this strategy, Nicoleghlighted(through intonation) where
the student had gone wrong. For exampl e,
Ni col e woul dokrDaggepisadlogM tdandd t hen make t|

repeat what she had just said.
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For Jack, this was a strategy he used more commonly with the girls than
the boys in his clas3his is likely because, by using this strategy he could praise
the female student®if speaking up, but also correct their grammar at the same
time. Jackdid not often ask the students to repeat his answer with the corrected
grammar.

As for Michael, this strategy wagspeciallycommonin the storybook
classes where students had difftgumaking new sentences when reading the
storybook. Michael tried to ask questions that would get the studeniseto
longer sentencesFor example, instead of asking questions with one word
answers, Michael would s k 6 How? 6 or Oevdowa® Studgnise st i ons
to answer in full sentences (thus creating more issues with grammar and leading

to a higher correction rate).
9.7.8 Teacher asks student to repeat answer (student s@lbrrects)

For this category to be scored, the following sequence neededun

1. Teacher poses question to student

2. Student answers incorrectly

3. Teacher raasks the question (or part of the question)
4. Student seltorrects

The table below showtbe frequency of this category:

Table 9.1Q Teacher asks student to repeat answert(glent self-corrects)

W1 |W2 |W3 (W4 (W5 (W6 W7 |W8 (W9 |W1qW1iWw1g AVG

Alanna |Phonics |0,0/0,0/1,0{ 0 |0,0f 1 |1,0] O 0,0 0 (1,1]0.31
Story 1 0(00| 00,1 0 0.25

Nicole |Grammar | O O] O] O| O] O] O] OO 1|0 1]017
LA 0 0 0 1 0 0| 0.17

Story 0 0 0 1 1 0 0.33

Jack Gammar | 1 (1 (1|11 1(1]212]0]|21] 11092
LA 2 2 0 0 0 2 1.00

Story 1 1 1 1 0 11]0.83

Michael |Grammar | 4 | 3| 3|1 3| 3| 3| 3| 3| 3| 4| 5| 4342
LA 2 2 4 1 1 3 2.17

Story 0 0 0 0 0 0 | 0.00
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There were two main factors that influenced this category. The first was that
students were often not able to sadirect, thus leading to low numbers.
Secondly, for this category to be scored, teachers actually ha@ds& edlor part
of the question to students. This did not often occur in practice, as teachers would
instead use some other method to get the student toassdtct {.e. by using
intonation or facial expressions). It was not, however, feasible to include these
situations in the scoring for this category as it created significant overlap with the
categories above (i .e. Ot eacher says ans
to try againdé and O0teacher repeats stud
expressias or i ntonationd).

This strategy was rarely used by Alanna, Nicole or Jack for the reasons
listed above. FoMichael, when using this strategges i mpl y sai d 6 What
which point the student would repeat their ansgpassibly incorrect again)f
the student did not setforrect on the first repetition, Michael sometimes used
this strategy again, by emphasising the
that something was incorrect with his/her response.

9.8 Pronunciation
9.8.1 Teacher repeats answewith corrected pronunciation
For this category to be scored, the following sequence needed to occur:

1. Teacher poses question to student

2. Student answers incorrectly

3. Teacher repeats with corrected pronunciation
It could also be the case for this categtivgt no question was posed, but that
studentsdé6 pronunciati on, when using 0spoc¢
teacher.

The table below shows the frequency of this category:
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Table 9.11 Teacher repeats answer with corrected pronunciation

W1 (W2 (W3 |W4 (W5 |W6 W7 |W8 |[W9 |W1CW11W12 AVG

Alanna |Phonics |21,817,118,8| 14 (17,9 15 15 14,2( 16 |7,12 13.3
Story 2 2122 1|22 1 1.75

Nicole |Grammar | 7| 7| 7| 6| 7| 2| 6| 8| 7| 6| 6| 6]6.25
LA 7 7 7 4 7 6 | 6.33

Story 2 1 0 2 2 1 1.33

Jack Grammar | 4| 6| 6| 9|1 3| 33| 6| 2| 3] 6| 6/[475
LA 7 7 7 3 6 6 6.00

Story 2 0 0 0 2 1]0.83

Michael |Grammar | 3| 0| 0| O0O| 40| 0] 02| 0] 0| 1/]0.83
LA 4 0 0 0 0 0 0.67

Story 0 0 3 0 0 0 | 0.50

Alanna used this strategy most frequenBgcause the focus @mart
Phonics2 was to focus on short and long vowels, Alanna was consistently
repeating studentsd answers with America
was a strategy that she specificalipmoyed in order for students to hear the
wor d i Al iOspesaittor whether it was just a habit that she had adopted in
order to confirm the response given by a student.
On some of the pages in the Student Book for lewthlish Time2 and
Up and Awg in English2 (taught by Nicole and Jack}he activities were
particularly difficult for the students (likely because they could not yet read).
Therefore the students often pronounced the words incorrectly when trying to
identify the new word. Thereforen these classes, correcting pronunciation
woul d often occur. For exampl e, i f the
this?6 with ONAT6 (instead of Onet 6, Ni c
not necessarily ask the student to repeat (althouglketsoss they would)J a ¢ k 6 s
strategy in this section was shuhd ar, bui
Il n Mi c ha e lit@mpeared thas thee granunciation level of the
students was higher and therefore Michael did not often need to correct their
pronunciati on. I n most cases, Mi chael C
they were trying to tell him a story (e.g. about the weekend) which was unrelated

to class work.
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9.82 Teacherisolates problem sound and has student correct answer

For thiscategory to be scored, a question did not necessarily need to be asked by
the teacher. For this category to be scored, an initial error needed to occur,
foll owed by the teachersdéd indication 't he
needed to be drawn to th@oblem sound. This was usually done through
intonation.
The table below shows the frequency of this category:

Table 9.12 Teacher isolates problem sound and has student correct answer

W1 W2 |W3 |W4 W5 W6 W7 W8 [W9 |W1CW11W12 AVG

Alanna |Phonics [12,714,148,14 12 (12,19 13 11 10,11 13 14,14 11.7
Story 2 2121 2 |22 1 1.75
Nicole |Grammar | 14| 9| 9 |15(12| 8 | 10| 11| 13| 9 | 9 | 10|10.75
LA 11 11 6 12 11 11 {10.33
Story 6 0 0 2 3 5 2.67
Jack Grammar | 9 9| 6|12|10|10| 6 (11| 11| 10| 9| 6 |9.08
LA 9 9 11 12 11 10 10.33
Story 2 2 2 3 3 21233
Michael |Grammar | 10| 4 | 4 | 7| 3| 6 | 8| 4| 8| 2| 6| 3542
LA 4 4 4 4 4 3 3.83
Story 0 0 0 0 0 0 | 0.00

Alanna used this strategy often, for the same reasons as stated sdmv
Section 9.8.1). Nicole and Jack employed similar tactics when employing this
strategy by using humour in the classroom. Nicole would often use this strategy
with the boys in her class (as did Jadgpecially in grammar and language arts
classes.i t hi s case, I f the student answer ec
woul d of ATet! 6s aayn dO Nt hen smil e at the stud
provide the correct answer. This strategy was primarily employed with the
students who were most boisterongiass. This was likely because when Nicole
would repeat the incorrect answer, the other students would laugh at her, and so
would not be as effective with shy or nervous students.
Since Michael s <c¢cl asses were more fo
phonics Michael often did not need to employ this strategy as the pronunciation
was generally good. Instances when pronunciation was corrected occurred when
typi caltoBrKgplriesmé errors were made (e. g.

and 6gb6) .
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9.8.3 Teacherrepeats answer with appropriate intonation

This strategy was generally not employed by teachers. The following criteria
were used in thecoring:

1. Teacher poses question to student

2. Student answers incorrectly

3. Teacher repeats response but corrects thaatibn
The following table represents the frequency:

Table 9.13 Teacher repeats answer with appropriate intonation

W1 |W2 |W3 (W4 (W5 (W6 W7 W8 (W9 |W1QW1iW1g AVG
Alanna |Phonics |0,0/0,0{0,0] 0 |0,0f O 0 0,0l 0 (0,0 O
Story 0 0 (00| 00,0 0 0
Nicole |Grammar | O | O | O|(O|OfO|O]JOf[O] O] O] O|O0.00
LA 0 0 0 0 0 0 | 0.00
Story 0 0 0 0 0 0 0.00
Jack Grammar | O O 0| 0| O] O[O0O|] O] 0] 0] Of O{0.00
LA 0 0 0 0 0 0 0.00
Story 0 0 0 0 0 0 | 0.00
Michael |Grammar | 0| O O O| 2[00 O0Of[0O0O] 0] O] OfO0.08
LA 0 0 0 0 0 0 0.00
Story 0 0 0 0 0 0 | 0.00

Under the above format for scoring, teachers did not use this strategy. This could
have been due to the low level of the learners cabse the teachers did not

understand the use of this type of strategy.

9.8.4 Teacher uses whiteboard to show sound in writing (letters; phonetic

symbols; drawing)

For this category to be scored, teachers needed to use the whiteboard to display
letters, symbols or drawings. It did not include highlighting student errors or
writing the beginning of words on the whiteboard, as these wevered in

previous section.
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The frequency for this category is shown in the table below:

Table 9.14 Teacher useswhiteboard to show sound in writing

W1 |W2 |W3 (W4 |W5 (W6 W7 |W8 |W9 W1qwi11iwig AVG

Alanna |Phonics [10,14 2,3[10,1( 2 |2,3| 11 11,11 2,2 7 10,1( 7.56
Story 0 0 (00| 0|00 0 0

Nicole |Grammar | O | O | O O|OfO[O]JOf[O0O] O] O] 1]|0.08

LA 0 0 0 1 0 0 |0.17

Story 0 0 0 0 0 0 0.00

Jack Grammar | 6 | 8| 63| 3| 611 9| 4] 3| 3| 3([542

LA 6 6 3 8 6 3 5.33

Story 5 5 7 7 7 7 |16.33

Michael |Grammar | 5| 0| 5| 6| 2| 5| 7| 2| 2| 3| 2| 2342

LA 0 0 4 4 5 7 3.33

Story 6 6 6 2 0 7 14.50

Alanna often used the whiteboard to shawitten forms ofsounds. She
also used separate magnets with pictures and words so that students could match
the vowel sound to the picture when asked.

Nicole did not often usé¢he whiteboard for this purpose. She did not
commonly drawor write on the whiteboard. She, like Alanna, maggnets with
pictures on them and would use these pictures to elicit answers from students.

Jackwas a very artistic teacher and so his uséefthiteboard included
drawings of sounds, pictures and symbols which he used to illustrate his points.
This was a strategy that the students seemed to particularly enjoy (and also one
that Jack seemed to enjoy as well). Because of the continued succdhbss of
strategyJackused this repeatedly in class.

Michael often used the whiteboard to shewmitten forms ofsounds or
pictures. Michael displayed some artistic ability in class, whiah students
seemed to enjoylhis enthusiasm was then built on witiore pictures or words

and encouraged students to participate in class.

9.8.5 Teacher shows student articulation of problem sound

For this category to be scored, teachers
the mouth, jaw or tongue while demoagiing the appropriate sound.
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The frequency for this categois shown in the table below:

Table 9.15 Teacher shows student articulation of problem sound

W1 (W2 (W3 |W4 (W5 (W6 W7 |W8 W9 (W1JQW1IW1Z2 AVG

Alanna |Phonics |0,0/0,0{0,0] O |0,0f O 1 0,0/ 0 |0,0f 0.06
Story 0 0 (00| O0]00 0 0

Nicole |Grammar | 0| O OO 21200 O0Of[0O0] 0] 0| O|O0.08

LA 0 0 0 0 0 0 | 0.00

Story 0 0 0 0 0 0 0.00

Jack Grammar | O| Ol O|lO|JO|OfO]JO]JO] 1] 1| 0[017

LA 0 0 1 0 0 0 0.17

Story 0 0 0 0 0 0 | 0.00

Michael |Grammar | O O] O] 1| 0| 1|10l 0]| 1|0 0]0.33

LA 0 0 0 1 0 0 0.17

Story 0 0 0 0 1 0 |0.17

This strategy was not often used by teachers. Although there were

problems with student pronuntian, it was possible that this strategy was too

difficult for students to comprehend. It is also possible that there were other
reasons for its lack of use including lack of teacher knowledge or the lack of

teacher belief in its effectiveness.

9.9
9.9.1

Teachea summaries

Alanna

The observatiordata suggesteddlanna wasperhapsthe most animated in the

cl assr oom.

persona in the classroom. This animation decreased over the following weeks
and a pattern emerged in each of her lessons. For example, in the Phonics lesson,
by week 3 Alanna would first review the sounds of the previous lesson, introduce

the new sound, complete the page in the textbook, use the whiteboard for a

ni

toi

al

y

n

weeks

1

and

question and answesession with students, and finally, complete a matching

exercise with the magnets. This pattern continued to week 12. For the storybook

classes, she also used the same pattern in each observed lesson. First, she would

read the storybook and have the claldrepeat it line by line, then she would

repeat this again so that the storybook was read twice. Next she would ask

students questions related to the storybook. If there was time left at the end of

class, she might play a game with all the students ighfishe consistently used
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the same tools and strategies when teaching her class, although by week 12, she
seemed to have slightly less patience when working with the children who were
slower to comprehend. When linking this to the interviews and jourtiats,
seemed to be because Alanna felt overworked and exhausted by her role in the
preschool. This showed, to some extent, in the way she conducted her classes, as
the repetition of each lesson led to boredom by some students, which in turn,
increased themount of disruption these students showed in the classes (see
discipline sectiorbelow).

It was clear that Alanna was able to adopt a clear strategy for her lesson
plans which was clearly in place by week 3 for all the observed classes.
However, the patrns that she used were not necessarily what she felt was best
for the students, but instead was a coping mechanism to get through each day
successfully, as she did not have the time to properly prepare detailed lesson
plans for each class. Further, besmthe Director was unwilling to deviate from
the textbooks or storybooks used (see Journal en@leapter § Alanna had to
use the materials available, which were not necessarily the optimum materials for
her or the students in her classroom. Therefdrean be noted that due to
declining enthusiasm and increased levels of tiredness, Alanna reached a plateau

in week 3 and maintained that level of teaching for the remaining 9 weeks.

9.9.2 Nicole

Ni cole constantly displ aingidtheaclasdrbomp py per
She waftensmiling, even when you could tell from her body language that she

was particularly frustrated about a certain situation. On one hand, this strategy

was looked upon favourably by the Director because the parents likestyle

(as indicated to me by the Director in an informal meeting). Yet on the other

hand, Nicole struggled with issues of discipline in the classroom as the students

did not always take her seriously when she was trying to implement a certain
discipline strategy ¢ee Discipline sectiobelow) . It was <cl ear fro
remar ks in her journal entries that this
act, especially in the latter weeks of this study. Nicole became frustrated by some

of the limitationsof her job, including the lack of materials, the constant
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repetition of textbook materials and the inability to choose subsequent books for
her students.

From the above information, data indicate that the teaching style for
Nicole tended to tryto help he students to figure out the error by themselves.
When focusing on grammar, she was able to identify intonation issues when
students repeated sentences. Further, w h
was quick to identify problematic vowel sounds andthetstudents to correct to
the appropriate sound. Data also indicated that Nicole was more mobile than the
other teachers and often moved around the classroom so that she could be near
the student who was struggling.

Finally, Nicole, like Alanna, quickl fell into a pattern of lesson plans
and implementationsge Section 9)2 She seemed to create her own style (and
one that was similar to Al annads) and t#h
For example, in the storybook class, she would always biarhaving the
students Oreaddé the story twi ctedentsr t hr ee
questions before completing a final activity. @ one hand, this strategy is
comforting, as students know what to expect. On the other hand, this type of
strategy could sometimes be boring and students would show their lack of
enthusiasm through instances of specific misbehayossibly due to the same
structure being used

9.9.3 Jack

Jackwas very active in the classropaithoughhefell into a patterrby week 5
He wasoften moving around and enjoyed having the children move around as
well. He was very animated with his facial expressions, gestures and body
language. He was also very artistic, which allowed for the whiteboard to be a
useful tool in theclassroom. The drawings on the whiteboard were also useful for
explaining new vocabularyThis is because the student books and particularly
the storybooks did not have pictures for all of the new vocabulary words. By
being able to drawJackwas able toclarify confusion simply by drawing a
picture.
SometimesJackb s ent husi astic nature all owed

classroom. This high energy approach was quickly transferred to the students
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who saw the classes as fun and exciting. Howeverhasstudents found it
difficult to balance the silliness with the lessons, there were times when the
classes did not achieve the required result (e.g. the designated workbook page did
not get completed). This was a problem for the Director (and sometim&esctp

as it put the class behind schedule. As there were more than one class studying at
the same level, it was imperative that all classes progress at the same pace (stated

by the Director, and also indicated dgckin the journal).

9.9.4 Michael

Of the four teachers, Michael was the most inclined to simply give the students
the correct answer or to highlight the correct answer and have the student repeat
it. Very seldom did Michael actually direct the student to-seifect.

Michael had a very diérent approach to teaching than the other three
observed teachers. While the other three teachers showed enthusiasm through
smiles or animated gestures, Michael rarely showed excitement in class. At first,
it was thought that Michael did not get enjoymé&aim teaching the students.
Based on the observations, this was supported by the lack of a smile or the lack
of praise to students who successfully gave correct answers. However, when
paired with the journal entriesde Chapter)8his was not actuallyhe case. In
actuality, this was simply the personality and teaching style of Michael. His lack
of emotion in class could be seen from both sidbe did not get particularly
excited when students did well, but when issues of specific misbehaviour
occuredhe did not get overly angry. Mi chael
occurrence of discipline issuesegé beloy, which may be linked to his calm

demeanour.
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9.10 Area summary

Below is a frequency table summarizing the overall strategies gatplyy the
teachers:
Table 9.16. Percentage representation of categorized behaviours by

participants

Grammar/Diction Alanna Nicole Michael Jack

Teacher says answer is
incorrect and waits for

student to try again 4| 8% 6 | 15% 3| 8% 6| 12%
Teacher say®o' and asks
someone else 2| 4% 7| 18% 2| 5% 5| 10%
Teacher corrects student
(gives answer) 5| 9% 1| 3% 5| 13% 4| 8%

Teacher repeats students
incorrect answer
uses facial expression t

indicate error 7 | 13% | UNK 1| 3% | UNK
uses intaation to
indicate error 7 | 13% 7 | 18% 1| 3% 51 10%

Teacher writes student
answer on whiteboard,
highlighting error 0| 0% 0| 0% 6 | 15% 2| 4%

Teacher writes beginning of

student 6s ans
class to complete 1] 2% 0| 0% 41 10% 1| 2%

Teacher draws student's
attention to form 0| 0% O 0% 0| 0% 0| 0%

Teacher accep
answer but repeats it with
correct grammar 5| 9% 6 | 15% 8| 20% 6| 12%

Teacher asks student to
repeat answer (student self
corrects) 0| 0% 0| 0% 2| 5% 1| 2%

Pronunciation

Teacher repats answer with
corrected pronunciation 9| 17% 6| 15% 1| 3% 5] 10%
Teacher isolates proble
sound and has student corr¢

answer 8| 15% 91| 23% 41 10% 9| 18%
Teacher repeats answer with

appropriate intonation 0| 0% 0| 0% 0| 0% 0| 0%
Teacher uses whiteboard to

show sound in writing 6| 11% 0| 0% 3| 8% 5| 10%
Teacher shows student

articulation of problem sounq 0| 0% 0| 0% 0| 0% 0| 0%
Total 54 42 40 49
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9.11 Observations related to discipline
9.11.1 Introduction

Previously in this thesis, preschool was diéstt as a time where children gain
the skills of selcontrol and autonomy, with a shift towards the expansion of the
social world and peer interaction (see Sectiid). Moreover Koreanchildren in
preschool were described as those who listen attentivathh a quiet and
respectful demeanour towards teachers and @attelheim & Takanishi, 1976;
French & Song, 1998)Yet, as shown in the pilot study, when interactions
occurred between the native English speaking teachers and the Korean preschool
students, such was not the case. In some instances, classroom occurrences
relating to discipline encompassed up to 2/3 of the 30 minute clasdks.final
study, discipline issues in the classroom were shown to be similar to those
discovered in the pilot stly.

The aim of thissectionis to examine the use of discipline in the
preschool classroom aride changes madwer thecourse of the 12 week period
by each of the participants involved. It uses the coding methods, initially
designed by Arnold et al. 9§98), which were then modified based on the results
of the pilot study to examine areassplecific laxnesandspecific overreactivity
(see ®ction 7.6.1) and relating to both a single action/reaction discipline
sequence and discipline strands (see Sedti6) By using these codes, a more
guantitative approach to data analysis could occur for this component.

Discipline was measured in minutes and seconds. This could initially be
achieved through the use of atlas.ti. However upon completion of thidathe
were then inputted into the Statistical Package for the Social Sciences (SPSS) for
this observation portion of the study in an attempt to evaluate the following areas
of interest more easily:

1 The mean of the central variables which included 1) specif
misbehaviour and discipline responses, 2) the single action/reaction
discipline sequence and 3) the discipline strand

1 The change to discipline techniques within a lesson both for 1) the
single action/reaction discipline sequence and 2) the disciptireds

1 The changes to discipline techniques over time (12 weeks) both for 1)
the single action/reaction discipline sequence and 2) the discipline strand

1 Common patterns of discipline techniques within a discipline strand (see
Section 7.6)
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Thissectionsde si gned to examine both the part
the use of discipline in the classroom, relating to each of the four participants.
Initially, participantsdé understanding o
preschool ( t etheod) arée examinadn Niext,Geaclo of tine participants
is evaluated individually before a summary and discussion of the findings is
presented.

It can be suggested that although the participants varied individually in the
amount and level of discipline that svaised in each class, certain patterns
occurred. First, the time devoted to discipline in each class was relatively similar
among participants and across time with a range of between 7:10 and 23:26
minutes being devoted to discipline within each class thesrcourse of the 12
weeks. Second, all participants showed a lack of consistency from one class to
the next as to what constituted a dédpuni s
to a certain specific misbehaviour. Third, the length of discipline ddran

appeared similar for all four of the participants, suggesting a relationship.

9112 Use of the star and 6X6 met hod

When participants were interviewed in weeks 0, 6 and 12, they were asked
specific questions related to their expectations and praabicdiscipline use in
the classroom. Initially, in the week O interview, teachers did not have many
expectations related to discipline use in the classroom. However, by the week 6
i ntervi ew, al |l four teachers wdhoe abl e t
used by the preschool (see Section 7.5.1). The implementation of this method has
teachers reward students with a star next to their name (written on the
whiteboard) for good behaviour, and puni
behaviour. Ifasteint accumul ates t wo -5onindtesén t hey h
the baby chair (see Section 7.5.1), whi
classroom and a trip to see one of the Korean members of staff or the Director.

Despite being able to expressthée mis of the star and 06
four teachers used it in different ways. Nicole and Alanna gave out stars
throughout the duration of the classes, therefore, by the end of the class, each

student might have had 2 or 3 stars next to his/her name. Atgveaout one

192



0X6 in the observed classes (week 10, P h
on numerous occasions. Nicole did not gi
over the course of 12 weeks. Mi chael c hc
using asummative approach, where, at the end of class, deserving students

would receive one star and undeserving students would receive nothing. In

Mi chael 6s cl asses, X6s could potentially
class but during the 12 week periddj ¢ h a e | never gave any 0X
students in the observed classes (althou
at times). Jack chose to alternate betwe

always a cumulative approach (Jack gave ountleest X&6s with a tot a
the course of 12 weeks). In the case of stars, in some classes he was more
forthcoming throughout the period, while in others, he simply gave deserving
students a star at the end of the period. There did not appear tmbeezton
between the classes which received stars at the end of class and those which
received stars throughout the lesson.

I n relation to giving X06s, Jack gave
of the 12 weeks. The first was given in week 4, batit was towards the end of
the class, it was erased within 5 minutes of being given. In week 5 he stdted tha
one student had received an hgwever because he was reading a story in the
corner of the class, he did not get up to write the X on the l@yatdvhen class
ended, the studentds name stil]l did not
out 3 X6s to three different students i
received an X near to the beginning of the class s was written on the
board;however, as in week 5, the next two students were simply told they had an
X but this never materialized on the board next to their names. Alanna gave out
one X in week 10 after numerous warnings to the student that an X was about to
appear nextto ki n a me . Al anna gave out the most
during her classeshowever, as shown by her actions, these warnings rarely
amounted to any actual repercussion.

Because the time devoted to discipline in the classroom was so
substantial and ye6s wer e not administered system
this discipline method was not being used effectively by the teachers in this

study.
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Consistency also fluctuated among teachers when giving out stars. There
was not any apparent indicationwhat behaviour warranted a child receiving a
star. Foe x amp |l e, i n Neekdbpstugedtswhae raised their hand and
then answered the question when called upon received a star, but in a class
during Week 7, this same action by the studentsndidhave the same result.
This noted, Al annads classes (with the 3
(at the end of the lesson) when she awarded stars. At the end of each class,
Al anna would ask the students @Mied you wa
with oO0Yes | do, 6 a final star was then ¢
time, stars were not always given consistently as was also the case with Jack. As
for Michael, in 18 classes out of 24 observed (in the others, stars were not given
as e appeared to run out of time in the class), he allocated one star per student at
the end of the class. However, at times, students who clearly showed specific
misbehaviour throughout the class were given the same amount of stars (one) at
the end of clasas the students who managed to behave throughout the duration.

The star and X method was one that was advocated by the preschool
specifically for the use of the foreign ESL teachers in the classroom (although it
was common to see the Korean staff alsoogivg st ars and X6s, |
apparent how effectively or often they used this method). The parents were
aware that this method of discipline was used (according to the Director), and the
teachers could clearly explain the method and how it was supposeatikan
practice. Yet, despite the Korean staff, parents, students and teachers all
understanding how it was supposed to work, it was not used effectively. Instead,
each teacher employed their own methods for behaviour management in the
classroom, and bgxamining the data and the amount of time spent on discipline
in each classroom, it is apparent that the methods of discipline used by each
teacher lacked effectiveness.

Below is a table summarizing the aver

with a classize of 12 students:
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Table 9.17 Star, X and X warning results by teacher

Average star total AverageX total per | AverageX warning
per class class per class
Alanna 30.6 0.042 5.7
Nicole 26.4 0 4.6
Michael 11.6 0 2.1
Jack 11.6 0.21 51
911.3 Al annads approach to discipline

Alanna spent the majority of her teaching time with the youngest students (3 and

4 year olds) and thus, this class was the one used for this observation component.

Each of the classes videotaped each week wag03@inutesin length and
classes included storybook and phonics. The length of class time devoted to
discipline ranged between 15:30 minutes and 23:16 minutes per class with a
mean of 17:25. In the observed classes, there were three students who
consistently showeddisruptive behaviour in the classroom and exhibited
moderate levels of behavioural problems. This number of students (3 out of 12)
is broadly consistent with the 10%20% of preschoolers who were likely to
show this type of behaviour (Kim et al., 20099€sSectior8.3.1). The nature of

the specific misbehaviour ranged dramatically between these three students. At
one end of the spectrum, the two boys (K2:1 and K2:2) who showed moderate
levels of misbehaviour, were very frequently getting up out of thieairs,
climbing on the furniture, drawing/colouring in their books, speaking in Korean,
or yelling, among other issues. At the other end was one female preschooler
(K2:3) who would simply refuse to participate unless Alanna physically stood
over her and gee this student her full attention. Once this student was warned
with an X or if Alanna stood behind her and gave her encouragement, the student
then completed the work. However, this dnedone i nteracti on
attention away from the other studg During these times, students became
easily distracted, and specific misbehaviour was more likely to acagually

initiated by K2:1 or K2:2. Once instances of specific misbehaviour began to
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occur, it took several minutes for Alanna to regain ordethe classroom and

move on to the next question or component of the lesson.

9.11.3.1 Action taken towards specific misbehaviour (Alanna)

In each class over the 12 weeks, Alanna employed several actions in response to
issues of specific misbehavioureéTable7.1, Section 7.5.1). These comprised

all of the instances initially noted in the pilot study, including yelling at the
student, speaking in a firm tone, speaking in a singsong tone, speaking to the
class as a whole, using repetitive phrases, nagawvith the student, ignoring

the student, taking away a privilege, using body language and physical action.
The most commonly used strategies by Alanna included speaking in a firm tone
(35%) ignoring the student (22%) and reasoning with the studen) (&Bie the

least common strategies used included yelling at the student (4%) and physical
action (2%) (It should be noted that in this case, physical action was limited to
putting a hand on the studentsd back or

theappropriate chair).

9.11.3.2 Discipline action and discipline strand (Alanna)

Discipline strands for Alanna were, on average, the longest of all the four
teachers observed with a mean strand length of 5 and the longest strand length
being 17 (week 3)Alanna employed approximately 6 discipline strands per
class. She was consistent in all of these strands, as she employed the same
method in 91% of the strands observed, which was to speak in a firm tone

repeatedly until the child listened to her. Foamwle, in week 7, one strand used

was:
ATommy sit down! ... Tommy sit down pl e;
Tommy! . ... Tommy! ... Tommy sit down!

The result of this discipline strand was

firm tone throughoueach discipline stranth o wever the use of the
which was often used by Alanna should be noted, as her words and her tone did

not necessarily display the same level of firmness.
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9.11.3.3 Changes to discipline techniques (Alanna)

Within a lesson, Alanna showed consistency with how much discipline she used
from start to finish, meaning that within the 30 minute period, she would use the
same amount of disciplini this was not the case when comparing her use of
discipline across lessons. Hovegyboth within lessons and across lessons, there
were no significant increases in Alannabo
students at the beginning, middle or end of each lesson.
With respect to the changes in discipline techniques over time gdinen
week 1 and 2 observations, Alanna appeared to be more relaxed in her teaching
approach and discipline techniques used in the classroom were very minor and
lacked conviction. When an instance of specific misbehaviour occurred, she
would often laugh athe student or smile at the incident. This behaviour changed
in weeks 3 and 4, where Alanna showed a transition to a firmer approach with
the students, especially with the students that consistently misbehaved (K2:1 and
K2:2). By the end of week 4, Alandass appr oach toward discip
consistency to the end of week 12; though the number of instances in each

discipline strand decreased very slightly in weeks 10, 11 and 12.

9.11.34 Summary (Alanna)

The observed classes for Alanna showedshattook a cautious but identifiable
approach to discipline with her young class of students. This was shown by her
actions in relation to thepecific laxness/ specific overreactiviyectrum, where
she consistently showed responses near to the certtie spectrum, with very
few deviations. However, being consistent and being effective are very different,
and although Alanna showed consistencyhow she responded to issues of
specific misbehaviour (usually by speaking in a firm tone), she lacked
consstency inwhethershe responded to issues of specific misbehaviour (for
example, in one lesson, Alanna might respond to a child who is standing on his
chair by speaking in a firm tone, but in the next lesson, the same action by the
same child would not retve a response from Alanna).

Alanna acknowledged her lack of strict discipline in the classroom in

both the interviews (week 6 and 12) and in her journal entries. She noted that she
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wished she had employed stricter rules from the beginning, as thentstude
quickly took the relaxed atmosphere as an opportunity to push the boundaries of
acceptable. She also noted that by the week 6 interview, she was feeling
demotivated in the classroom (due to conflict with the Director, see Section 8.4)
and that this letb her lax attitude with the students.

9.11.4 Nicolebs approach to discipline

The 12 students that Nicole primarily ta
were still in their first year of learning English. Therefore, although the maturity

level might have been higher for these students (based on my general classroom
observation), studentsodé | evel of Engl i sh
year of learning. Nicole spent between 12:10 and 17:32 minutes employing
discipline in the classroomith a mean of 14:10. Nicole had less overt disruption

from students in the class with only 1 student (K5:1) being repeatedly disruptive.

This was below the 100% average noted above by Kim, Stormont and

Espinoza (2009), and could be linked to one ofrd@sons why Nicole was able

to use less discipline in the classroom. Nicole was one of the quieter teachers.
Although she was sometimes enthusiastic with praise, she did not raise her voice

to discipline pupils. This gave the appearance of a professiena¢anour, and

this may have had a relationship with the amount of discipline used in the
classroom.

The disruptive student in Nicoleds cl
the subject matter in class. He frequently showed his frustration if he could not
complete an exercise or task, but instead of asking for help (which he could do,
as he knew the phrase O6Teacher, hel p me
actions such as getting out of his chair, throwing his book on the floor, talking to
his neighbour or gnerally disrupting the entire class. His difficulty with the
English material had not gone unnoticed, as the Director in a private
conversation (with me) had asked for my opinion on the writing of K5:1. The
Director was concerned that it was not neat ghoand that the parents of K5:1
were concerned about his progress. Nicole had also stated her concerns in her
journal entries. The issue for Nicole, even though she was aware of the problems

with K5:1, was that she could not adequately deal with the isituéte. her
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discipline techniques were not effective). This meant that K5:1 still could not
understand the material, his parents were concdrmadking it a problem for
the Director, and K5:1 still misbehaved in class causing disruption tauties

of the other students.
9.11.4.1 Action taken towards specific misbehaviour (Nicole)

The actions taken by Nicole primarily ranged from an overreactivity score of 2

(use of O0pl eased at the end of di scipli
(speakingm a firm tone). The most common techniques used by Nicole included
Ospeaking in a monotoned (58%), O0speakin
pl eased (12%). The | east common strategi
the studentd @8Wheamwhodaddd assi mat her th
It Sshould be noted that these five <cate
taken toward instances of specific misbehaviour confirming the idea that Nicole

never really showed emotion (either through exgimsor action) when dealing

wi th misbehaviour in the c¢classroom, a di f

9.11.4.2 Discipline action and discipline strand (Nicole)

In the classes observed for Nicole, she generally employed 6 strands per class.
Themean strand length was 3.4 with the longest strand being 8 (week 4). Again,

because Nicole rarely varied her tone and actions, the discipline strands were

consistent . I n 95% of strands, Ni col e ¢
Ospeaking im tahd idus & onfedbploeased. A typic
follows:

0Al ex, sit downésit downésit downo

The result being that Alex sat back down. One of the problems in calculating
discipline strands for Nicole was that typically, the student who would mos

often misbehave (i.e. K5:1), would often start to misbehave again within 10
seconds of complying with Nicolebds reque
his neighbour, Nicole would address the issue, he would look at her, stop, look

down at his bookand then when Nicole looked away, he would be back talking

to his neighbour. This factor may have skewed the results slightly as Nicole is

199



showing an average discipline strand of 3, but because the instance of specific
misbehaviour stopped for such a shorte, often the discipline strands she used
were very close together. Sometimes, she would employ a discipline strand, the
misbehaviour would stop for a short time and then Nicole would follow this up

with another single action. This limitation seems wadable, but is noteworthy.

9.11.4.3 Changes to discipline techniques (Nicole)

The discipline techniques of Nicole did not change drastically over the course of
the 12 week period. Each week, Nicole employed consistent strategies (although
her use of th st ar and O0X6 method varied)
instances of specific misbehaviour in a calm way with very little emotion being
shown. It is interesting that she was able to keep such a calm demeanour in the
classes, as her journal entries sd¢enmdicate that she was struggling with the
ability to control the students in the class (see Section 8.6.2). Regardless, of all
the four teachers, Nicole was the most consistent throughout the weeks when

employing discipline strategies to instances @fc#iic misbehaviour.

9.11.4.4 Summary (Nicole)

Nicole showed similar responses to Alanna by using discipline techniques
primarily in the centre of thepecific laxness/ specific overreactivigectrumi
mostly by just speaking to students in a monetdA strategy that was employed
by Nicole, which did not necessarily fit in to the designed spectrum (identifying
another limitation of the spectrum) was her use of her body. While Nicole was
speaking, she would often stand by the student(s) that wert likely to
misbehave. Therefore, when the instance of specific misbehaviour occurred,
Nicole was able to swiftly speak to the student and get them back onto the task.
Nicole did not act threatening when she enacted this manoeuvre, it was simply
her positoning in class. This strategy was employed from week 3 onwards and
seemed to be useful in limiting the amount of misbehaviour.

Although she was the most consistent of the four, Nicole acknowledged
that she, perhaps, was not as consistent with discipéirsde would have liked to

have been when interviews were conducted in weeks 6 and 12. This seems to
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l'i nk wel |l with the |l ack of consistency i

as stated above.

9.115 Jackbs approach to discipline

The approaches dlh Jack used as reactions to instances of specific misbehaviour
were the least effective of all the four teachers. Jack spent between 12:56 and
23:26 (mean 16:07) dealing with classroom issues. In this range, each week saw
the amount of discipline incregdaut also the amount of specific misbehaviour
increase. Jack, it seemed, had the desire to befriend his students in class. He was
constantly joking with the students or being silly in class. While this strategy was
often entertaining for the studentsmeant that when it was actually necessary

for the students to sit quietly and work, they found it difficult. Further, the high
energy level that Jack displayed in the class led some students (especially the
males) to try and match this energy level. Thossequently led to even more
instances of specific misbehaviour. Jack was the only teacher who had classes
observed in multiple classrooms, it was apparent that, at least some of the time,

Jackds classroom antics exacerbated the |

Addi tionally, Jack often O0threatened?d
star and X method, see Section 7.5.1). H
X?6 or O6[Tommy], one X?06 but in actual.

giving the student an X on theddl if indeed one was warranted or if the student
continued with the instance of specific misbehaviour.

Within the observed classes, there were 2 students (out of 12) in both of
the classes that were responsible for the majority of the instances dicspeci
misbehaviour. All of these students were male. Two of the students (K2:1 and
K2:2) were the same disruptive students
other 2 students were from a separate observed class.

9.11.5.1 Action taken towards spedfmisbehaviour (Jack)

Jackds reactions to discipline squarely

the observations showed that his most C «

through with specific disciplioedd(35%)
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(13%), 0del ay i n responsedo (12%), and
misbehaviour (11%). He also used many4mid i nt str ategi es such
I n a monotoned (8%), speaking in a firm i
(7%).

J a c k dtien ta neamy®f the instances of specific misbehaviour would
be to O0sighdé @amdj shtakteo ht sl Ihetalle entir e
if that was not the problem) These were classified as 6
speci fic mi s bneveradwactty .lspoke toatke student, and body

language was not evaluated as part of this study.

9.11.5.2 Discipline action and discipline strand (Jack)

Jack used the most discipline strands in his classes with an average of 10 per
class and an averag&rand length of 4.2. The longest strand used by Jack was
14, which occurred in week 11. The incident associated with this strand was a
student who was constantly standing in the class. At first, Jack asked him to sit
down repeatedly but continued to tedbh lesson despite the student not sitting
down. As the student was continuing to work on his book (although standing),
Jack continued to teach the class and allow the student to stand. This went on for
several minutes before finally, the student, ofdvis free will, sat back down.
Although his longest strand, this example was a typical one in the
lessons of Jack. Jack employed the same strategies in class and his stance
towards discipline did not escalate as the weeks went by, it just increased as the

number of instances of specific misbehaviour increased.

9.11.5.3 Changes to discipline techniques (Jack)

Discipline techniques for Jack did not change over the course of the 12 week
period other than the fact that they increased in number. The chamges

primarily sparked by student misbehaviour, as the students quickly learned that

there were no real repercussions to minor instances of specific misbehaviour.
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9.11.54 Summary (Jack)

Jack had a laid back attitude towards teaching and this s@sraé of his stance
towards discipline. From the journals, it was apparent that Jack felt that he could
probably use stronger language in the class to implement strategies to control the
classroom better. However, for the most part, Jack took the stetdbese were

small children and he did not particularly mind if they did not follow the strict
rules of the Korean lifestyle set out before them.

9.11.6 Mi chael 6s approach to discipline

Of the four teachers, Mi c h avleidh peshaps e ac hi n g
l i nked well with his | aid back personal i
discipline was also the calmest, especially in terms of voice and body language.
Michael rarely raised his voice in class, but instead chose a more directidtut g
approach when dealing with instances of specific misbehaviour. Michael mainly
taught 12 children who had already been at the preschool for one year (aged 5
and6), and so their English ability was higher than in the other observed classes.
Michael spat between 7:10 and 12:54 dealing with instances of specific
misbehaviour (mean time of 9:33). This was substantially lower than the
numbers for all other participants and also linked to the fact that Michael had the
lowest average discipline strand of @eaning that the instance of specific
misbehaviour stopped more quickly than with the other teachers. There were two
students (of 12 in total) in Michael 0s
instances of specific misbehaviour (K7:1 and K7:2). Theselests were
responsible for 76% of the discipline responses in classes. Most of the infractions
were minor and Michael was able to deal with them quickly with a single action.

The books that Michael was teaching were particularly challenging for
this groupof students and often, the issues of specific misbehaviour arose during
times when students were supposed to be filling out their Student Books with the

correct answers.
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9.11.6.1 Action taken towards specific misbehaviour (Michael)

Michael primarlyu s ed Ospeaking in a monotoned (5
toned (24%) with his students. He al so s
with his handdé (7%), 6del ay in response

mi sbehaviour o (3%)s, OMiIi cthheee |l fOsuU rr etsgpamnise s
actions were the most variable on the scale and did have a tendency to escalate if
the student did not immediately respond to his command. For example, the action

Ohitting the tabl e or odcwradrasanwadtdnhsparhei r h

of a discipline strand after either Ospe
toned had failed to achieve the desired |
9.11.6.2 Discipline action and discipline strand (Michael)

In class, Michael generally use’l strands per class, with the average strand
length being 2 and the longest strand being 6. Michael was consistent in the
length of strands used, as his methods rarely changed from the actions described
above.

One of the main differences between Micllasl met hods of di s
and the other teachers was that Michael very often used eye contact before and
during his reprimand. For exampl e, befor
would first stare at the student until he had their attention. In K@gawith
several Asian countries, eye contact can be a sign of hostility or rudeness (Kwon,

2004; Oh & Lewis, 2008). In these situations, the child would very often quickly
avert their eyes from Michael 6s gaze a
misbehaviou

There was no code in the chart associated with eye contact or body
language as it was primarily the language that was being examined with respect
to classroom discipline. However, it was apparent in the case of Michael that his
words did not give andequate picture of what was occurring in the classroom.

This act of direct hostility was, perhaps, more effective than the words he was
using.

It was also unclear whether or not Michael was aware of his actions in

the classroom with respect to discipline.
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9.11.6.3 Changes to discipline techniques (Michael)

In the week 6 interview, Michaeduggested thathe children took him more
seriously in the later weeks than they did in the beginning (see Section 8.4).
There was some indication in the observatidra this was true, as the longest
time spent on discipline occurred in week 3, while the shortest two instances
appeared in weeks 11 and 12. Of the four teachers, it also seemed that Michael
was best able to build up a rapport with the children througte safnhis class
activities. For example, he began to occasionally take his guitar into the class and
make up songs related to the classroom activity. The children seemed to enjoy
this action, and were generally more well behaved in these classes thartbey w

in the classes where they had to struggle to complete the difficult textbooks.

9.11.6.4 Summary (Michael)

Mi chael 6s approach to discipline was ver
This was likely because the strategies he employed seeneitiaily be more
effective at controlling the class. Michael also employed strategies in the
classroom to keep the children entertained and involved.

As was the case with Nicole, it was actually the body language of
Michael which seemed to be the meffective way of dealing with instances of
speci fic mi sbehaviour . Y et -thvehténing Ni col
Mi chael 6s approach was much more dominan
postur e, and physical hei ghtthe @hdifgfmr ox i mat

control the students in a way that the other teachers could not.
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9.11.7 Area summary

Discipline, as shown, was a significant component of what was done in class.

The tables below show the summaries of the results discussed above.

Table 9.18 Use of discipline in class by participant

Discipline | Discipline | Average Discipline | Average Strands
Time (low) | Time (high) | Time Strand Strand per class
(high)
Alanna | 15:30 23:16 17:25 17 5 6
Nicole 12:10 17:32 14:10 8 3.4 6
Michael | 7:10 12:54 9:33 6 2 8
Jack 12:56 23:26 16:07 14 4.2 10
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10. Discussion
10.1 Introduction

Initially, three research questions were posed as a foundation for this research. In
this section, the extent to which these research questions have been answered is

examined. Links to past research are made.

10.2 Research question one
The first research question was as follows:

1 To what extent do firstime ESL teachers use their practical knowledge
in the classroom?

As previous research noted, many elemeatsbe ncluded under the term
Opractical knowl edgeo. El baz (1981) focu
personal, social and experimental knowledge. Fenstermacher (1994) suggested it
was largely based on reflections based on past experiences and MeijeopV
and Beijaard (1999) defined it as a personal, contextual and tacit, experience
which is content related, based on past experiences and something that guides
teachersdé teadc@Gdcionp practices (see

Obtaining concrete data related poeviows practical knowledge was
difficult in the current study, as it was difficult for the teachers to identify where
they were getting their teaching/discipline strategies from. This is not surprising
as Meijer et al(1999) identified that teachers would halificulty explaining
this knowledge to others, yet a few key aspects of practical knowledge were
identified. In the interviews, botllack and Nicole identified aspects of their
previous experiences when discussing how they taught (or intended to teach) i
the ESL classroom. However, their answers were limited as they felt the age
range of the students precluded some of their teachings strategies from being
appropriate.

While obtaining data was difficult and somewhat limited, attempts were
madetoelicipar t i ci p a-repostshon praetical lnewletige through both
the journals (through the instructions) and the interviews (through the questions).

It is disappointing that participants were either unwilling or unable to identify or
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express the links &m their previous experiences and how these might help them
in their teaching.

Perhaps some of the more problematic themes related to the research based
definition was that the teachers in my study had no real understanding of the
knowledge described aboveelated to theKorean context. Therefore, if
following the definition of Elbaz (1981), teachers in my study had no situational
knowledge to draw on as they themselves had never learned ESL in a private
preschool. They had little theoretical knowledgethes had never been trained
in the theories behind teaching. The social knowledge they might have related to,
from past experiences, was drastically different than the Korean context, as seen
by the journal entries.

If relating practical knowledge to thaefinition by Meijer et al. (1999),
similar issues arise. The relationship to the content was something teachers had
not previously experienced. This leads to concern surrounding their notion that it
guides a teacher 6s t e afoumdatiomg thip caanottbe c e ,
achieved. Finally, if examining this idea from the view of Fenstermacher (1994),
the issue is that these teachers might have personal experiences which they can
reflect on, but the age of the children and nature of the johigro$imits what is
inherently useful.

Despite some of the issues surrounding this research question, there are
components of the definitions that were deemed as appropriate for this study and
did prove to be useful in answering the research question. Taedee identified
as follows:

1. It is personal(Elbaz, 1981; Meijer et al. (1999). There is no doubt
that each of these four teachers had their own unique experiences and
characteristics they deemed appropriate for ESL teaching

2. It is contextual(Meijer, 199) and situational(Elbaz, 1981). By the
end of the 12 week study, each of the teachers had adapted to the
classroom in which they had been put as noted by both the journals
and the interviews.

3. It is based on experiend®eijer, 1999)or experimental knowldge
(Elbaz, 1981). During the observations of lessons, it is clear that
teachers attempted to incorporate new tasks or activities into the
classroom. Usually, if they were successful, they used these strategies
again, coinciding with the theory above.

4. ltis tacit(Meijer, 1999). Although it is impossible to know the extent
of the knowledge because of the difficulty in explaining it to others,
there were instances in the journals and interviews where the teachers
identified broad ideas relatj to their pratical knowledge.
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As shown, it is clear that there are elements of the previous definitions on
practical knowledge thaire relevanin this situation and suggest that teachers do
use practical knowledge in the classroom.

Perhaps an interesting point twte was that some of the friction
between staff and teachers was likely due to the application of practical
knowledge in an inappropriate context. For example, on many occasions in the
journal entries, teachers became frustrated over the lack of conatomic

between themselves and the Director:

[The Korean head teacher] decided and finalized [a class] skipping 2 full

books in the speaking curriculum. She ordered the books and told the
parents without the foreign teachers
switching to is way too hard for them. Their level will go down if they

do this. |l 6m so upset. I told [ her] .
Direct or ] ) Alahngdveel h)yseeaSgction 8.6.2.2

It is likely that Alannais used to free commication between employer and
employee, as such is a generally accepted idea in the United States. This does not
necessarily mean that the employeebs opi
was thatAlannatried to apply situational and personal knowledg a context
which was not open to these responses. This created stress and frustration which
then leakd into her classroom teaching

In specifically answering the research question, it is acceptable to note
that tosomeextent teachers use practicalokvledge in the classroom. It is clear
that without any formal teacher training, they are drawing on elements of their
own experiences when teaching and working in Korea. It is also apparent that
they use some elements of practical knowledge more thamspthamely
personal, contextual and experimental knowledge. Other elements, such as
theoretical, situational, and social knowledge=med lesapplicable. Finally, it
is obvious thathe generallytacit nature of practical knowledgandthe amount

to which teachers apply it in the classroaras difficult to elicit
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10.3 Research question two

1 How and in what ways do the lesson plans and journal entries of first
time ESL teachers change over the course of a 12 week period?

The underlying theory for thisesearch question stemmed from the ideattiat
literature generally seems to suggest that teachers (especially novice teachers)
attempt to applyover time,theories that they have learned as students to the
classrooms in which they become teachers (Guor@007). The problenfor
these participants wasvofold. First, on a more general level, classrooms are
messy (Gordon, 2007), ssmy carefully devised lesson plans created based on
models are perhaps not relevant in redlityt that the lesson plans ated by the
participants could be c%eeondsthdteachdrsias O6car
my study had no (or very limited) theoretical knowledge on which to rely, so
they were not privy to the typical mo d ¢
ESL/EFL chssroom. On the upside, and clearly noted by Gordon (2007), there
can be a false sense of security among newly qualified teachers who have the
expectation that they wil!|l simply be abl
classroom situations and ackgeactual results. The participants in my study had
no access to these theories and so, for the most part, did not have any real
expectations about the way a Korean preschool should fun€tialso limited
them in terms of other avenues, such as thec@lrFriends Group (CFG) (see
Section 3.4.1) or other types of professional development, as without any
knowledge or expectations about how things should work and little support from
others (i.e. other English teachers or Korean staff), it is not simgptisat they
did not pursue development of their teaching abilities and became frustrated with
their situations.

Initially, it was expected that the participants in my study would rely
heavily on their lesson plana thoughinitially stated by Johnsoand Golombek
(2003). The underlying theory was that as the weeks progressed, teachers would
rely more on their own practical knowledge and less on the lesson plans they had
created. For the purposes of this study, lesson planning was broadly defined as a
set of instructions for a specific class (see SecBd@). It was expected that the
models my participants used would or could reflect any of the general models for

lesson planning which have been proposed (e.g. Clark & Peterson, 1986; John,
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1991; Liyanage& Bartlett, 2010). It was also hypothesized that participants
would be able to acknowledge what they had accomplished by reflecting on the
tasks descriéd in these lesson plans (Task wiony study, see Sectich3).

The reality of the situation wasatthe lesson plans created were of no
real use to anyone involved, other than to identify to the teachers what page they
were supposed to be covering on that day. On one hand, lesson plans did in fact,
get shorter. Words were abbreviated, names of tektb@eere replaced with
cryptic scrawl and supplemental activities/tasks were eliminated. It was clear that
the participants were not making lesson plans to merge their previous practical
knowledge into classroom practice. Their ultimate goal was to filtleuform,
as given by the Director, with enough evidence to show that they were meeting
the criteria of finishing one page per day.

Research suggests that lesson planning or the creation of physical lesson
plans has value and that in creating a legdan, the teacher then becomes a
successful decision maker (Beyer & Davis, 2009). On the topic of lesson
planning, Beyer and Davis (2009) write:

By learning how to become effective curriculum decision makers,
preservice and beginning teachers will be ablevercome the inevitable
limitations of curriculum materials as well as take advantage of the
learning opportunities within them. They will also be able to modify
materials in ways that allow them to attend to their own needs, strengths,
and context as &l as support their own students ioh&ving crucial
learning goals(p.519)

The participants in my study were removed from this jdea a number of
reasons. First, as discussed in the journals and as seen in the observations, the
level of the textboks used wasaccording to teachergsually either too easy or
too difficult. Although this fact was acknowledged by all teachers, there were no
indications through the observations that the teachers attempted to provide
supplemental materials or to charthe method of instruction to work with the
textbook in use. Instead, they spoke of their concerns to the Director or Korean
head teacher. Both of these staff members had very little incentive to change the
textbook, and so friction (perhaps unnecessanitgurred.

Second, having little teaching experience meant that teaching strengths
in the classroom were not clearly identified by the teachers, so the manipulation

of a lesson to suit their needs and to cater to their strengths in teaching was not
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seenin the observations. This is not necessarily a direct result of the lack of
lesson planning, but rather the desire of the Director to have each of the teachers
complete one page of the book per gmred with their lack of experience,
confidence and prossional seHassuranceBased on this, teachers fell into a
consistent (but not necessarily useful) pattern of teaching a lesson.

Finally, nowhere in the journals, lesson plans or interviews was
reference ever made to the learning goals of the studentker, it was notlear
that there actually was a physidat of learning objectives. This is not a startling
conclusion because from the beginning, other objectives were set as priorities
(i.e. finishing a page of the book a day). In a situation wheceess is measured
by how many textbooks a student can complete in a year (i.e. quantity), there is
little regard for actually meeting academic targets (i.e. quality). Therefore, with
reference to my participants, it is not surprising that they did tterhat to meet
the learning goals, because none were defined for them.

It is disappointing that the lesson plans were not more thorough and
well-thought outi both for the purposes of this study but also for the benefit of
the participants involved. WHImy hypothesis was partially proven, in that the
teachers did actually put less detail into later lesson plans, the differences were
only marginal. Perhaps, as a researcher, | had overly ambitious expectations for
these participants. It could have beenyygossible that they did not know what a
lesson plan should include, the points to consider, or why it might be a useful
classroom aid. Without the proper training, my participants wepealared to
produce useful documents.

The second part of this search question examined the changes in
journal entries. A previously noted (see Section 8.6)2there is a honeymoon
period for new teachers starting a new job, which then moves to the hostility
stage (Chu & Morrison, 2011). The journal entries of naytipipants clearly
followed along these lines with the first several weeks discussing classroom
issues and some minor concerns. This led on to less optimistic entries concerning
stress, frustration and anger. Overall, there was a clear decline in esithasid
motivation as suggested in my initial hypothesis.

Example entries from the first two weeks include:
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This past weekend | travelled to Daegu to meet with my friend who is

teaching in a nearby city. It was really great to see him. | feel in love

witht he ci ty. Havi ng ,ahodé ma aroumdewas o r cl c
awesome. It made me really, really want to work in that city. | might

even look for jobs there. | guess when you come to a foreign country

with no idea about it, you come to find out that ynay be missing out

on may things(Nicole, week 2)

Teaching the kids a new morning song and a new AM [morning]
speaking book and the |l ooming d&éopen
really give me some fresh goals to keep me grounded and engaged in the

work & hand (Jack week 2)

The one thing that I constantly | ove
theyd r e mgy kids.ITeaching them is a challenge but when | see my
progress, their progress, itbds worth

These examples suggest tha teachers learned their job responsibilities very
quickly, as by week 2, Alanna is discussing both her progress and the progress of
the children, while Jack is discussing b
typically expect from a teacher who isaweeks into a contract.
Although it is difficult to discern an exact tone from these entries, it can
be noted that they do seem positive ovelallcontrast to these, examples from
weeks 11 and 12 are as follows:

her e. Sor
cannot re

There are clearly some students thad shl d n 6 t be
kindergarten students stil!/l
ot her students papers or wait for som
with his mother, she said that he doe
tapesathomd. o m not sure how she expects hi
it, but some classes would be a lot better if some students were not in

them. (Michael, week 11)

[The Director] decided that we would start level 3 in January. This gives

me exactly 11 days tanfish 8 units in the second level. | am supposed to

practice with flash cards and photocopy the book. Why? The other
hagwons have finished | evel 3 already
frustrating when this happens. (Alanna, week 12)

I dondtduwkbdatr sgaas through [the Direc

swear . I wonder someti mes if Korea d
much as it wants performeislike, maybe they need to enlist theatre
troupes who can |l ook | i ke thety are t
always know how to appear as if they are teaching even if they are great

at it ha. |l 6m pr et t ynand(Gackewebkddl2)ng an e
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Based on this, it was clear that issues of frustration/ hostility ppeeaed by the

end of 12 weeks.

10.4 Research question three

The final research question was:

1 To what extent do external sources play a role in the progression and
teaching strategies of firtitme ESL teachers?

External sources were previously identified as situations not dirediiedeto

the teaching of ESL (i.e. situations outside of the physical classroom). It was
suggested by Woods (2001) t hat there wa:
literally and figuratively ¢ee Section 2)3and that these types of cultural
experienceswould ultimately affect what occurred in the classrooms. This

question was primarily answered through the journal entries, but was also
influenced by my own personal observations as | collected data from the
preschool. It was common for discussions betwerDirector and the teachers

to be held in the open (or to involve several people, including myself), and so

these were also useful when identifying certain cultural issues.

Ultimately, it became clear that external sources (both positive and
negatvelhad an | mpact on classroom teaching
classroom became repetitive and less enthusiastic as the weeks went on.

The most common external factor was culture. Chu and Morrison (2011)

identified several factors relating to cultuisdues, including:

Personal factors (such as personality, referred to above)
Relational factors (including the social and communicative skills)
6Copingd factors (the ability to a:
Demographic factors (gender, age, educational)ev

Education, occupation and/or income

Family-related variables

Length of time to be spent in the foreign country

Culturesspecific knowledge

Crosscultural training

Workplace factors

Environmental factors

A =4 -4_-9_-9_-9_-9_-45_-°5_-A°-2-

(p. 5)
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All of these factors were discussed at teasce by the participants in this study
with some of them (e.g. coping factors, cultspecific knowledge and
workplace factors) being discussed at length. It was noted that all of these issues
seemed to decrease motivation. This seemed to be the csse ta the
observations and interviews paired with the above journal entries, but it is a
difficult statement to thoroughly justify. Motivation was identified by teachers as
suffering based on these factors, but it was likely multiple factors that affected
motivation, including issues within the classroom as well as outside. Despite this,
it is my conclusion that cultural factors, to some extent, influenced thiass
teaching specifically the mood and 6.positive

Another one of the more closely related external factors was the parents
and the influence they had over the Director and ultimately the teachers. Parents
wanted their children to excel, to use (and complete) advamresdhoolevel
textbooks, to be attentiven class (and when not attentive, to be disciplined
appropriately), and be able to achieve an excellent level of English overall. This
put added pressure on the Director, which then influenced the teachers. There
was also some influence directly betweemepgs and teachers, but this was
generally limited to what the parents could express in English.

Materials were also seen as a significant issue for the participants. In
class, teachers generally taught as they were supposed to, but when it came to the
discussions about which textbook to use, which level to move to, or which
storybook to have next, conflict sometimes ensued. This, as noted by teachers in
the interviews, caused frustratiomt seems likelythen that because the
participants disliked the nherials they were using, they were not motivated to
use them to their full potential in the classes. This could be true if the level of the
book was dramatically too difficult or easy for the students.

One of the last major issues identified was theidabetween Korean
staff and the teachers. Not only was language an issue, but cultural differences
were also present. From the interviews, participants generally thought that they
should be able to contribute to discussions, select their own textbodkigaah
in a specific way (despite not being qualified to do so). When these expectations
were not met, it was problematic, as the Director became withdrawn and the
teachers became agitated. This may, in some way, link back tandhige

speaker fallacy @n idea that a native speaker is a better teacher of English than a
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nonnative speaker, regardless of other factewsg perhaps to the idea that
because these teachers felt they had been recruited for their English skills, they
should then be able to haa say on teaching issues.

Overall, with respect to the research question, only certain external
factors were specificallyraised by participants, and the external sources
identified appeared to increase levels of stress according to the interviews. The
increased amount of stress was noted in some of the observed, cakkely to
have reduced the amount of motivation and enthusiasm teachers had towards
lesson teaching.

The next section discusses ethical issues and limitations related to this
study.

10.5 Limitations, ethical considerations and future research

opportunities

10.5.1 Limitations and ethical considerations

Within qualitative research, there are certain issues which consistently arise in
relation to study limitations and to ethicalnsiderations. These issues generally
link to areas surrounding informed consent and the minimization of harm,
validity and claims for interpretationEach of these factorsvas evaluated
individually. In this section, some of thkmitations and ethical siesare

examined (for general ethical considerationthe methodssee Sectiob.11).

10.5.1.1 Informed consent and the minimization of harm

Informed consent is, in itself, a balance between -oWferming and under
informing the participants with ference to the details of the study (Kvale,
1996). Further, it may not simply be the participants for whom informed consent
iIs necessary, and it could involve other human beings not directly linked to the
study. Once the cohort of people, of whom, inforncedsent is required, are
identified, it is then a balance of trust between the researcher and those involved.
This gives those involved the autonomy of voluntarily deciding whether or not to
participate (Kvale, 1996), or in the case of children, thissitatiis made by a
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parent or guardian. Their participation is reliant on knowing the details of the
research, including the demands and the risks, as well as inconveniences or
benefits that they might encountétalse & Honey 2007. Further, as the study
evolves those involved are also given the option of withdrawing from the study
without repercussion (see Secti®i3.

In my study, informed consent was required from teachers, staff, and to
some extent, the parents of the children at the preschodbéstien5.13. With
this cohort, finding the balance on how much information to reveal was
particularly challenging. Teachers (who would become the participants) were
given written information (seéppendix 1 and Appendix)2about the study,
signed a corent form and were encouraged to ask questions related to any
concerns (se€hapter %; because of the strategies employed, the requirement of
informed consent was met for this group. With respect to the support staff
(excluding the Director and Korean Hedaacher) they were not directly
involved in the study and therefore the nature of the information given was less
detailed than information giveo the teachers. Support stafére encouraged to
voice any questions/concerns that they might have hadhereanyself or the
Director of the preschool (in order to avoid any language difficulties/issues);
however no issues were raised byshbpportstaff.

There was also a need to inform the parents of the children at the
preschool. The children were not tpemary focus of this researchowever
they were videotaped in each of the observed classes and their behaviour was
documentedSome of their actions have been reported in this research (although
the children have remained anonymous). Written notifioatvas given to each
parent at the preschoolid the newslettgroutlining, very generally, the nature
of the study, the timeframe involved, and of the observations being conducted.
Once again, parents were given the opportunity to raise any questioesfisonc
with either myself or the Director of the preschool, and no issues were brought
forward.

With respect to the minimization of harm, anonymitgs maintaineah
several contexts to protect the identities of the participants, staff, students and the
reputation of the preschool. The participants were all given pseudonyms;
however, by the time of publication of this thesis, all of the participants had

finished their contracts at the preschool and had moved on to other endeavours.
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This allowed for the mimnization of harm from both the outcomes of this thesis,

and from repercussions which could have been taken against the participants by
the preschool (there was never any indication from the Director that
repercussions might have existed based on respgnsssby participants). The
Director and staff at the preschool have never been named and cannot be
identified. Finally,preschool students were given a code (example KihEn
being discussed in this thesis and if
were changed to protect their identities.

10.5.1.2 Validity

Validity can be generally defined as how correct or credible an account,
description, conclusion, interpretation or explanationMsxwell & Delaney,

2004). Further, validity is relative, ahrelates to the actual circumstances and
purposes of the researcMdxwell & Delaney, 2004 Assessing validity in
qualitative research is difficult, as judgements are made by the researcher in
order to evaluate the data collected. Moreover, in the cds@ewa single
researcher examines the data, issues such as researcher bias pose a threat to
validity. However, there are certain methods that can be employed in order to
limit the likelihood of errors and to improve validity in qualitative research. Yet
methods are only one componerdnd the evidence that has accumulated
throughout this study is the best gauge to determining validity. As the evidence
has already been displayed and discussed in earlier sections, and since my data
are primarily qualitative ith the exception of a component in the section on
Disciplinei see Sectio®.11), thisfollowing will examine the methods used to

aspire towardsalidity.

10.5.1.3 Triangulation

Triangulation is the process of using more than one method of dataticolle

(e.g. interviews and observation) in order to limit the weaknesses found within

each method and to allow for better asse

explanations Nlaxwell & Delaney, 2004 By varying the methods used, the

potential to idenfy atypical data or the notation of similar patterns can be
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identified and highlighted(Thurmond, 2001). In my study, interviews,
observations and journal entries were usedmethodologic triangulatiorto
enhancevalidity (Kimchi, Polivka & Stevenson, 199. However, triangulation

on its own is not atruedtestfor validity, as it assumes that the weaknesses of
one method of data collection wdktually be compensated for by the strengths

of other methods. | argue that tigsnot necessarily always trueor example, in

my study, it was the intention to corroborate what was observed in classes with
the lesson plans provided, yet this was not possible due to the lack of detail given
by participantsTriangulation caralsoassist in confirming validity butan also
contribute to the comprehensive collection of data from multiple angles assisting
in data analysiswhich was also true in my studiyor example, interviews and
journal entries wer e abl-eports avhiled the u me n t

classroonobservations allowed insight from an external angle.

10.5.1.4 Respondentalidation

This type of approach all ows participant
initially recorded by the researcher. This is an essential component in ensuring
that what participants say and do is correctly interpretddxiwell & Delaney,
2004. In my study, this occurred with the interview questions, as participants
were asked to confirm that the answers recorded to each of the questions were
indeed the responses theyended to give. This process can contribute to the
credibility of the research, to its validity and to the reduction of erhmwever,
it also has its limitations. Participants have differing agendas from the researcher
and therefore may hedge theiitia responses when seeing them for a second
time.
When given a copy of the interview responses, participants in my study
generally gave positive feedback, affirming what was written without changing
the language. However, with the week 6 interviewsf #he participants (both
male participants) expressed some concern that their words seemed overly
Oharshd when given a copyTheybothtteh#ati nt er vi
certain sentences were overly critical of a specific individual at the prascho

Therefore, iree sentences were removed from the response sheets (2 sentences
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from one and one from the other sheet) before both participants affirmed that the

responses actually reflected how they felt.

10.5.1.5 Exposition of methods of data ana$ys

When data is analysed, it is essential that the methods used through collection,
coding and analysis are transparent. Wes addressed in the current stioyy
clearly defining the coding structures, classifications and concepts for all the data
collected. This processxtendedthe length of the written report, whickas

challenging within thevord limit.

10.5.1.6 Reflexivity andesearchebias

One of the primary reasons why this research was initially conducted was the
personal interest | had ielation to this area of study. This concept in itself can
influence validity as personal and intellectual biases can occur in areas of
qualitative research. Moreover, it is impossible to completely eliminate
researcher subjectivity (Maxwell, 2010); howevér can be minimized by
thoroughly disclosing the way that the research processes have shaped the
findings. In my research this is seen in the Methodology sectiorCsaater 5,

where my prior experiences and assumptions have been documéhésa
proesses have constantly been reflected on throughout the coding, analysis and
discussion of this thesis, but will always be a limitation of this study.

Researcher bias also appears when pieces of information or facts cannot
be reported due to issues of damfor the expectation of privacy. There were
instances during my time in Korea when | spoke personally with the Director
about a certain teacher or a specific concern that she had. There were also times
when | was exposed to conversations between thecDir and one of the
participants. In these instances, consent was not obtained, and therefore,

ethically, the material could not be reported on.
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10.5.1.7 Reactivity

Reactivity refers to the influence that a researcher has on the setting or the
participants when collecting data (Maxwdl Delaney 2004. It is inevitable

that by entering an environment, the researcher will have some influence on both
the setting and the participants. However, in an observation setting, this is not
necessarily a limitégon, as, if certain precautions are put in place and if the
influence is clearly documented in the study, the reactivity can be minimized.

In my study, the use of CCTV camerasnormal part of the teaching
environment,with adapted audio recordings tedd the influence between
researcher and participgnin the observation sectiorin relation to the
interviews, by week 6, the participantseemedmore comfortable speaking
outright than they did in the week 0 interviews. Therefore, in this case, isactiv

worked as an advantage in obtaining more realistic responses.

10.5.1.8 Summary on validity

Although it is difficult to assess validity within qualitative research, certain steps
and processes have been implemented in order to limit errors witisin th
research. Further, with the recognition that validity requires the personal
judgement of the researcher, | have attempted to take the necessary steps to
improve validity through the data collection process and the writing of this
thesis.

With the abovenoted, the point should be raised that the data collection
instrument (specifically related to observation) was abtays adequate in
coding associated behaviour as it did not take into account the body language of
participants. This was identified in @®n 9.11.5 In future research, the data

collection instrument would need to be refined.

10.5.1.9 Claims for Interpretation

As previously stated (see Sectibrll), my research stemmed from a personal
interest based upon work experience | had undemtak Korea in 200-2008.

During this time, | experienced several instances wheretifingt native English
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speaking teachers struggled in the preschool classroom as they were not
equipped with the skills, training or the underlying language knowledgeder o
to effectively teach in the classrooifhe research questions for this thesis were
created with an underlying assumption that the participants in this study would
encounter the same types of situations that | had seen with previous teachers
during mywork experience. Based upon my findings, this was confirmed with
each of the four participants, though each in different ways. | have interpreted
their experiences from the poiof view of anot her 6énati ve Engl i ¢
when coding the observations, éntiews and journal entriesyhich is not
necessarily a negative factor, but certainly relates to researcher bias. However, it
is possible that a Korean might interpret the responses, journal entries or
classroom observations differently, due to differsncecultural and linguistic
understanding.

The qualitative nature of the data analysis leads to a variety of
limitations in relation to the findings of this study and how they have been
interpreted for the purpose of this thesis.

10.5.1.10 Limitations wth respect to time and budget

One of the claims related to qualitative research is that the research quality can
be affected by having only one researcher assess the data before establishing the
general findings Silverman, 201D Another claim suggestthat qualitative
research produces a large amount of data, which can be difficult to manage
(Silverman, 201p These limitations arose within the context of my study and

the extent of their impact can be largely attributed to the set timeframe of the
reseach and the lack of available funding. This does not suggeshtnéindings

were not valuablehowever a longer time period and larger budget would have
allowed for more participants to be involved in this study, which might have

affected some of therfdingsand their generalizability

10.5.2 Future research opportunities

Research relating to native English speaking teachers working in Korea is sparse

at best, and future research opportunities could continue in multiple directions
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based on the findgs in this thesiskesearch on discipline techniques of teachers
could be examined in more detail. This could either be targeted only at native
English speaking teachers or could be compared with the techniques of Korean
English teachers, and it could benducted for a variety of different age levels of
children.

Case study research, in itself, can be used as a prompt for larger scale
studies. If budgetary and time constraints allowed, a larger and more diverse
sample size, which examined native Engkgleaking teachers in Korea, would
be an option for future researchers, as it might be possible to highlight
statistically significant trends relating to the planning and carrying out of lesson
plans or could further highlight some of the common themeslation to the
opinions of native English speaking teachers working in Korea.

10.5.3 Area Summary

As was shown in this section, this study had several limitations which influenced
its validity and some of the outcomes. Unfortunately, limitations artegpany

study and affect data and interpretation through multiple aspects. In this study,
the transparency that has been reflected in each of the chapters has aided in
minimizing the effect that specific limitations had on the results, thus improving

validity and justifying the results.

10.6 Chapter summary

This chapter identifiedvhether and how theesearch questionsere addressed

and providedoverviews of the ethical considerations and limitations of the
research. Major findings included that, to soextent, practical knowledge was
applied in the classroom. However, although practical knowledge existed, it was
overshadowed by external issues which led to stress and a lack of motivation.
Because of this, and the cultural issues associated with pgathieipants did not
attempt to create lessons which would be valuable, but rather completeorkhe

as instructed without always engaging in tasks
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11. Conclusion

This casestudy research examined the progression oftiimse ESL teachers in

a SouthKorean private preschool. Four native English speaking participants

were chosen who had no formal teacher training and no prior ESL experience.

Through the use of interviews, classroom observations and journal entries, a

narrative of their lives, in andutside of the classroom, unfolded during the 12

week study period. The qualitative data obtained was then examined with

specific focus on o6épractical knowl edge, ¢

reflections that the teachers had based on what they ¢eohdram their own

prior experiences (Fenstermacher, 1994). My hypothesis was that since the

participants had no formal training and were not offered support or mentoring

during their contracts teaching ESL, that they would have to rely on their

practical knowledge in order to be effective in the preschool classroom (see

Section 3.3). Previous research appeared to support this hypothesis, as, for

exampl e, Chou (2008) suggested that t eac

guides what they do in the classmooThrough linking inexperienced firitne

teachers with the preschool setting, where students have had no experience with

other ESL teachers (or with ever having been in a school setting), the data

obtained was free from several external influences (asctine impact of other

teachers (Korean or English) on student behaviour or learning), and it was

thought that this type of data would be most valuable documenting the complete

novi ce teachero6s experiences bewsause it
It qguickly became apparent t hat teac

difficult to evaluate, as one of the components of practical knowledge included

that it was difficult for teachers to explain this knowledge to others (Meijer,

Verloop & Beijaard, 199). During the interviews, participants found it

difficult to acknowledge any sort of link between what they were taught and had

previously experienced, and how they taught the preschool children. Further,

because these participants were not observed wiegnwere of schoedge, it

was difficult to pinpoint what their o&épr

simply a strategy they used to get through the class. | had initially thought that it

would be possible to observe the classes and highlight cletances where

practical knowledge had been used, but this was not always the case. The second
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hypot hesis was that teacher seffacoveili d use 0
the classroom. However, since the meaning of effectiveness is subjective, the
abllity to examine it in relation to the participants was difficult. For this reason,
the scope of this research was in some ways limited. However, data relating to
discipline and the role of the teacher were colleciBdis thesis makes a
contribution to thewider field of teacher development by identifying specific
issues that novice native English speaking teachers face when working abroad. It
expands on previous | iterature through a
in the classroom and confirms sevearaltural issues that have been identified in
other contexts.

This conclusion initially synthesises each of the chapters in order to
correlate the arguments within the thesis with the significance of the data
presented. It then examines the data in iyt lof the three research questions

and summarises the main findings.

11.1 Summary of past literature

According to the regulations for employment in Korea, any person who is a

citizen from an Inner Circle country (Australia, Canada, Ireland, New Zgalan

South Africa, the UK or the USA) (Kachru
from a native English speaking country, and who has completed a criminal
background check, is allowed to work as an English teacher in South Korea.
Teaching experience or cdication is not required and, overall, incentives for

working in Korea are generally good and perks usually include free airfare to and

from Korea, a decent salary, a flat or housing allowance, medical benefits and a
pension, among others. Because of imitéd requirements and good incentives,

many native English speakers choose to sign up for contracts (generally for one

year) to teach English to various levels of Korean students. Further, many

Ot eachersd choose to wor khagivans In gome vat e a
cases, when native English speakers begin employment, the differences in culture

and expectations are vastly different to what they were expecting. On one hand,

the native English speakers are seen as those with better pronunciation and more
confidence when using English (Butler, 2007), and are in cases seen as the
0Oideal 6 teacher (Jeon, 2009) . On the oth
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the nature of thédagwonas a business enterprise (see Section 3.5.1) can create
friction betweenthe owners and the teachers, leading to increased stress levels
and confusion about expectations by the teachers.

Based on the discrepancy in expectations and the differences in culture,
this study set out to exami mcamstarxes. t eac he
In terms of previous research, little had been done on English teachers working
in Korea (Brundage, 2007; French & Song, 1998; Jeon, 2009; Jo, 2008),
especially when compared with other countries in the region, such as Japan or
China, where m® extensive research has been conducted (Chi, 1999; Lim,
2008; Zhou & Ma, 2007) . |l ssues such as
teaching strategies and approaches to discipline were examined in response to
this gap in the research.

11.2 Summary of methodology

The research for this study was primarily qualitative in nature although in some
instances quantitative data was evaluated. The ultimate goal was to examine how
each of the four participants progressed over the course of a 12 week period
when teahing ESL to preschool children.
The preschool used for this study was in the Naum(Southern) region
of South Korea in City Y. This preschool was chosen for two main reasons. First,
it was part of a franchise of 32 preschools and had a specific cumiauhich
linked it to other similar schools in Korea (see Section 4.1), which may suggest
some level of generalizability but to a very small extent, as there are thousands of
hagwons across the ROK. Second, it was easy to access as | had met the Director
ona previous trip to Korea and she agreed to assist me with this research.
Participants were chosen from the applicamso applied for ESL
positions at the preschool selected for this study. Four teachers were selected to
be involved in this study. Theii@ctor was responsible for the hiring of each of
these teachers (through a recruiter), and each was hired fory@aneontract
with the responsibility of teaching English to the preschool children. Visa
restrictions required the participants to bezeitis of the UK, the USA, Canada,
Ireland, Australia, New Zealand or South Africa; however all of the teachers

selected by the Director were from North America (3 from the USA, 1 from
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Canada). Each teacher hired was a-fime ESL teacher, meaning theydhao
previous ESL experience and no formal teacher training. This was not a
requirement by the preschool (though it was for this study), yet due to the lower
salary offered by the preschool, only fitshe teachers were selected by the
Director. Once paitipants were hired, they were invited to participate in this
study. They were given an information sheet with the outline of this research and
a consent form which was then signed and returned (see Appendix 2).

Once the appropriate consent was obtaifnech participants, staff and
parents, research commenced with each participant being involved in interviews,
observations and journal entries for a period of 12 weeks (see Section 5.13). The
first step involved conducting an interview in week 0 before ghgicipants
arrived in Korea (see Appendix 8 for interview questions). Next, once the
participant had arrived in Korea, they were observed twice weekly by CCTV
with adapted audio. Classes observed could include grammar class, language arts
class, phonicslass or storybook class. Participants were not aware which classes
would be observed in an attempt to obtain their teaching strategieai 6 nor mal 0
classroom settinglTeachers were also interviewed again in weeks 6 and 12 to
monitor any changes in thdigelings towards teaching ESL in Korea. Since the
interviews could not be audio recorded due to the unwillingness of participants
(see Section 5.6), a written record was presented to each of the participants in the
days following the interviews and the tetiaents written were confirmed by each
of the participants. Finally, participants were asked to keep a journal for the 12
week period of the study. This involved maintaining daily lesson plans (a
requirement of the preschool) and writing personal joumtales. Journals were
then collected at the end of the 12 week period.

Data were inputted for analysis into the atlas.ti software package in order
for it to be coded and analysed. With this software, links could be made between
each of the three data tygpén order to establish some common themes both

within participant entries and between participants.

11.3 Summary of findings

There were three components to this study, journal entries, interviews and

observation of classes. With respect to the jouendtlies, participants recorded
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daily lesson plans for the classes observed (storybook, grammar, language arts
and phonics) as well as personal reflections related to their experiences in Korea.
Results from the lesson plans suggested that participantdyg(by week 3 or
4) adapted a pattern for each lesson that they taught and that lesson plans, which
were initially more detailed, became somewhat simplified as the weeks
progressed. It should be noted however, that this was a small change, as even at
the beginning, very little effort went into the creation of the lesson plans.
Participants suggested (in interviews) that one reason for the similarity between
their lessons was that the Director had specific guidelines that needed to be met
(e.g. completing e page of the textbook per class) and it was easier to simply
follow the directions rather than to put in extra effort to an innovative approach
which was unlikely to be appreciated. This linked to the responses participants
gave when writing their persahreflections (see Section 8.6.2). It was suggested
that differences in expectations by staff and teachers as well as cultural variations
led to increased levels of stress and decreased levels of motivation.

Il nterviews further ewswmplpck oftmetdatiopar t i ci f
towards teaching. Throughout the interview process, participants suggested that
they were satisfied, overallyith their decisions to teach English in Korea.
However, certain issues were highlighted. These issues related prirzarily
6cul ture shockdéd and to homesickness, yet
t hat some of the issues were Otheir faul
Section 8.6.2.1). Increased levels of frustration occurred when seemingly easy
tasks could nobe completed due to the misunderstanding of what should occur.
Frustration was further increased when disagreements occurred between the
Director and the participants. This usually related to disputes over the difficulty
level of the textbook (teachersgueesting easier textbooks than those ordered by
the Director), conflict based around working hours (teachers not being paid to
work overtime, yet being expected to do it anyway), or to generally not being
listened to (teachers suggesting an idea whichna$ acknowledged or
i mpl emented) . These issues <created frict
enthusiasm toward teaching lessons decreased. This was evidenced by all four
teachers specifically in the journal entries, as over the course of the 18, week

entries became, overall, less positive.

228



Despite classroom motivation decreasing, participants identified many
positive aspects related to life in Korea. All four noted that by week 12, they had
undertaken several trips out of their city to other pafrtbe country. They found
train/bus travel to be mostly straightforward and felt increasingly confident the
more trips they took. They also noted that certain ecdracular activities made
life in Korea more tolerable, and enjoyed playing music, @ggting in certain
sports and chatting in Korean coffee houses as means to alleviate some of the
stresses they found in other aspects of their lives. Participants noted during
interviews that by increasing the amount of time they spent partaking-wf-out
school event s, their | evel of happiness
defined by each teacher in response to the question from the week 6 interview,
see Appendix 9).

The final component of the study observed classes with the assistance of
CCTV cameras with an adapted audio component (see Section 5.4). Observation
results suggested that paralleling the patterns shown when teachers created their
lesson plans, teaching in the classroom also showed similar patterns between
weeks, especially fromveek 3 onward. By week 3, the participants generally
followed the same strategies when attempting to teach the required lesson to the
students. However, each participant adopted a slightly different approach when
conducting lessons. Observations also slibwet hat t eachersdo appr
storybook classes were markedly different to the grammar, language arts and
phonics classes (see Section 9.7). Yet, one factor that repeatedly occurred in all
of the classes was the significant number and method of e=pand the
elevated time used to respond to discipline in the classroom.

11.3.1 Summary of discipline findings

The pilot study suggested that misbehaviour was one area which occurred
frequently in the classroom which led to discipline being incorpdras a major
component in the final study. In some ways, this was to be expected, as Kim et
al. (2009) suggested that 10% to 20% of preschoolers would have moderate to
severe behavioural problems. Further research suggested that behavioural and
emotionalchanges in preschoolers had increased in recent years (Chi, 1999).
However, in both the pilot study and main study, participants spent up to 2/3 of

the classroom teaching time dealing with
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Section 7.6 and Section 9)1This, in turn, limited the amount of time that could

be spent working on the designated tasks for instruction. In particular, since the
Director expected one page of the textbook to be completed per class,
misbehaviour in the classroom sometimes inatistudents from thoroughly
understanding the material (combined with sometimes overly difficult
textbooks). It also led to teacher frustration and teacher acknowledgement of the
ineffectiveness of the strategies used (see Section 9.11).

However, misbehasur of preschool students is not an uncommon
occurrence, regardless of where the preschool is located or what language is
used. The issue was, for this study, that teachers were not effective when dealing
with instances of specific misbehaviour which tegaincreased instances in
specific misbehaviour over the course of 12 weeks (except for Michael). This did
not necessarily correspond, however, with an increase in severity of response by
the teachers.

Discipline was one area which the preschool diyeetlidressed with
incoming teachers as the &6édstar and X met
By the interview in week 6, participants
behind the proposed method and acknowledged that they used this method in
their classes. However, based on the observations, each teacher used the method
slightly differently; further, each participant was inconsistent when using the
method (e.g. stars were not awarded on a consistent basis). Therefore, despite
teachers being awar of the method, it was not particularly useful and
participants then chose other methods when attempting to deal with
misbehaviour. These choices could then be listed on a continuum, similar to the
one proposed by Arnol d ie¢ laaxnddd®8andi d:
overreactivityé (see Section 7.6.1).

Findings from the main study showed that participants were more
inclined to use instances of O6specific |
overreactivityéo, t h e extreme Wnstances &hgsical t ed t o
Action (Level 6) orCorporal PunishmengLevel 7). Findings also showed that it
was common for teachers to become involved in a discipline sequence (see
Section 7.6) rather than simphyi bavdong

followed by a resulting discipline action. On average, it took the participants 3.65
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disciplinary responses to stop the specific act of misbehaviour by a student (see
Section 9.11.7).

The overarching observations in relation to discipline idexati#t main
I ssues. First, the oO0star and X method?©
other methods to compensate. Second, the methods teachers used were also
ineffective (e.g. speaking in a monotone or laughing at the act of specific
misbehaviour) aasing instances of specific misbehaviour to rise or to require
more effort by the teacher to stop. Third, discipline expectations by the Director
and by the parents were strict, and teachers were unable to achieve this level of
discipline in the classroonisee Section 7.3). Finally, teachers were able to
identify that issues related to misbehaviour in the classroom and unachievable
expectations by parents and the Director resulted in increased levels of stress and

de-motivation towards teaching (see Sectiohl.3.4).

11.4 The research questions

The first research question, which has already been identified as having certain
limitations, was:

RQ1: To what extent do firstime ESL teachers use their practical

knowledge in the classroom?
From my researchése Section 2.3 and 10. 2), it was
knowl edged included situational Kknowl ed:q
knowledge, social knowledge and experimental knowledge (Elbaz, 1981).
Further, it encompassed being personal, cdauéxtacit, content related, based
on experience and guiding a teacherdés t
2008; Meijer, Verloop & Beijaard, 1999). Therefore, despite the fact that the
participants found it diffedgkd Bwodi Hewt
applied to the preschool classroom, certain points were noted.

Through the observations, each of the teachers clearly modified their
teaching practices and strategies in some of the observed areas between weeks 1
and 12(usually around wek 3) suggesting that their practical knowledge did
indeed develop through teaching practice as initially hypothesized. Specifically,
by weeks 35, each of the participants had developed a pattern which they

consistently used in each of their lessonsh(aigh each pattern was slightly
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different for each participant). Further, when they attempted to incorporate a new
activity into the classroom, if it failed to produce the required result, it was either
modified or not used again, suggesting that theyewerusi ng Odéexper i m
knowl edged. On a more basic |l evel, there
that teachers were calling on past experiences when teaching in the classroom.
One example of this was when stwtients we
their hands folded and resting either on the table or in their laps (example from
observation of Jack). This action sequence was not employed regularly by any of
the other participants to the same extent and the preschool did not have a policy
on howthe children should have their hands, which suggested that Jack was
calling on previous experiences when asking the children to do so.

Despite the fact that it was impossible to fully answer this research
guestion, as thextentcould not be determinedue to the lack of data on the
participants own learning experiences, it was clear that certain aspects relating to
Opractical knowl edged could be identifie
four participants during classroom observations. These imtludentifying
characteristics of a O0goodd6é teacher, ad

i mpl ementing strategies (e.g. Osit nicel?

RQ2: How and in what ways do the lesson plans and journal entries of
first-time ESL teahers change over the course of a 12 week period?
The initial hypothesis related to this research question noted that lesson plans
would evolve over the 12 week period from detailed entries to more general ones
as teachers became more comfortable in ldesmoom setting and in their role as
teachers. This was congruent with suggestions by Johnson anliaél (2003)
who suggested that momewtmoment lesson plans were common, but that
these plans would subside to be less detailed as teachers became more
comfortable with instructional activities. With respect to their journal entries, it
was anticipated that these would also become less detailed as participants began
to understand their role within the private preschool. Findings from this study
showed thathe lesson plans did indeed become shorter as the weeks progressed,
yet perhaps not for the same reasons that were stated in past research.

At this private preschool, the creation of lesson plans was a mandatory

requirement for all of the native Endligeachers. The reason given for their
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creation was that lesson plans could then be shown to parents to display how
each class was progressing through the related material. Yet based on the journal
entries, participants were convinced that the creatidheofesson plans was not
helpful, as the teachers knew that the standard set by the Director would be to
accomplish one textbook page a day, whether the students understood the
material or not. Since the participants had no input into which textbooks were
used in the class, and lesson plans were rarely commented on (as long as the
pagea-day quota was met), they expressed little motivation to create exceptional
plans. Therefore, by weeks53 the lesson plans of participants had decreased
from having any s of detail to simply a onéne entry expressing the name of
the textbook, page number and corresponding student book activity.

In relation to the journal entries, once experiencing the honeymoon
period (see Section 8.6.2.1), teachers became incrgasinge frustrated as the

weeks progressed, leading to increased stress levels.

RQ3: To what extent do external sources play a role in the progression

and teaching strategies of fitsine ESL teachers?

Since Korea has a dynamically different crdtuto North America, it was
expected that participants would experi e
in the first 12 weeks of their ongear contracts in Korea. Culture shock was

deemed to include experiences that participants may have beenaredrépr

either in or out of the preschool classroom. It was further clarified by Chu and

Morrison (2011) and discussed in my research in Section 10.4.

Based on the journal entries, the interviews, and my own personal
observations, 0 peuehcediim somesfdrno e@r landthewlay £acke x
of the participants; this in turn, led to changes in certain lessons, as showed by
the classroom observations. Stress was noted as the most common circumstance
which led to changes in behaviour. Within the presthumarticipants noted that
expectations in the workplace were different than those in North America,
specifically that participants were expected to work extra hours in addition to
their contracted hours without being compensated with overtime salarees (se
Section 8.5.2). Further, the hierarchical makeup of the preschool meant that the
Director was seen as an authority figure and negotiation between teachers and the

Director was deemed as inappropriate. This proved to be especially difficult for
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the partigpants, as suggestions made were not acknowledged or implemented.
The lack of control over the material taught in the classroom increased stress
levels among participants, which seemed to decrease motivation and enthusiasm
during classroom lessons.

Cultural issues which occurred outside of the classroom also affected
teacher happiness and decreased motivation and enthusiasm during observed
classes. Specifically, frustrations related to the reliance on others due to the
language barrier between the teashand the Korean public were most common.
Teachers expressed concern that certain everyday tasks such as making a
reservation at a restaurant or going to see a doctor were challenging and hindered
their independence. Further, because these tasks addeel wmtkload of the
Korean teachers, friction sometimes occurred creating an uncomfortable

atmosphere.

11.5 Potential Implications

This thesis set out to determine the role of ESL teachers in private Korean
preschools with respect to the research qomestiisted above. At the time of
writing, the English Programme in Korea (EPIK) was implementing a program to
put one native speaker in each junior high school by 2010 (see Section 3.4). At
the time of writing it is unclear whether or not this actuallycaoed. However,

in recent months, EPIK has announced budget cuts which will limit the scope of
the native English teacher programme in Seoul and Gyeonggi Province (the area
around Seoul)Kim, 2012). This does not necessarily affect this study, as it
relaes to native English teachers working pablic middle schools, but the
argument made by the Seoul Ministry of Education (SMOE) is that the cost
effectiveness of hiring native English speaking teachers needs teebeluated

in public education meanintere is potential for more openings in the private
sector Kim, 2012). Again, it is unclear (due to my lack of understanding of the
Korean language) what effect this will have on the private sector, but it does
seem to suggest that native English speakeachers will continue to be

recruited in the private sector.
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11.5.1 Implications for policy and practice

Based on the findings from this study it may be necessary to reassess the novice
native speaker as the 0i delanduége scleoalc her i n
The benefits of this reassessment have potential implications for multiple
relevant groups. For examplé co-teaching occurred (e.g. a Korean English
teacher and a native English teacher), the stress levels of native English teachers
mght decrease, while the perceived o6vall
i ncrease. Further, students taught by a
benefits of better pronunciation from the native English speakers (Butler, 2007)
as well as a culirally sensitive approach from the Korean English teachers. This
has the potential to increase satisfaction levels of parents and, in turn,
theoretically increase the profits of the preschools.

In practice, this idea might be difficult to implement. Tisidecause of
the cyclical nature of the problem (i.e. parepesceivenative English speakers
to be ¢6éideald and schools hire native
However, as the SMOE continues to implement changes to incorporate Korean
English techers into public school classrooms, it will be interesting to monitor

whether this then changes the standard of practice in the private industry.

11.6 Final summary

As demonstrated by this study, it is not simply as straightforward as posting a job
adwertisement and hiring teachers who meet the basic requirements, as teachers
who are unfamiliar with the expectations or culture of Korean society may
experience increased levels of stress resulting in a decrease in motivation
towards classroom teaching. i¥hthen creates increased strain on others
parents, who may spend a substantial portion of their income on English lessons
for their children, may be unsatisfied with the progression level of their children.
This, in turn, places strain on the directaaed owners, as since private
preschools are business enterprises, parent satisfaction is of the utmost
importance. To alleviate some of the doubts parents may have, the directors may

be inclined to increase the difficulty level of the textbook(s), whiem ttauses
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conflict with the teachers who are unable to be effective in the classroom. These
teachers then leave at the end of their one year contract and new teachers come
into the role to face similar issues. This cycle is problematic and requires further
research; however it can be noted that in the case of the four participants within
this study, although they enjoyed many aspects of life in Korea, there were still

many aspects which caused frustration and increased levels of stress.
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Appendices

Appendix 1: Invitation Letter and Information for participants
Dear (Applicant Name)

| am writing to invite you to participate in a research study. The purpose of the
study isto examinethe progression of firdsime ESL teachers ia South Korean
private preschool

| am inviting you to be in this study becaus®ri are a firstime English teache
commencing employment at theepchool currently involved in this research
project. 1obtained your name and addréssough the Director of*f name of
Preschol withheld).

If you agree to participate, | would like you to be involved in interviews and
classroom observations. | would also like you to keep a journal of the classes you
are teaching which will include lesson plans you have created as well as any
personal thoughts that you might have during the course of this study. Further
details will be explained to you upon your arrival at the preschool.

I will keep the information you provide confidential, however this research is
part of a PhD thesis and resulwill be presented to the Educational Studies
department at the Universitf York, UK. Examiners may inspect the records
pertaining to this research. Results may also be used in published journals,
articles, and in conference presentations. However,cdoe will be taken to
ensure that you cannot be identified. You will be asked to suggest a pseudonym
for yourself for the duration of this study, if you do not suggest a pseudonym,
one will be created for you in order to assure anonymity.

There are no hown risks from being in this study and | hope that you will
benefit by gaining some insight into your personal teaching style and the
strategies you employ in the classroom. | also hope that others may benefit in the
future from what can be learnt as aut of this study.

Taking part in this research study is completely voluntary. If you decide not to be
in this study, or if you stop participating at any time, you will not be penalized or
lose any benefits for which you otherwise qualify. Please teag@adges attached

to this letter. The first part details the nature of the study, the expectations of the
participants and the approximate time required to complete each component. The
second is a consent form which | would ask you to sign and send b#o& to
preschool at your convenience.

If you have any questions about the research study itself, mleasat hesitate to
contactme by email aimg502@york.ac.ulor by telephone at +44 7503 552
616.

Thank you very much for your consideration.

Sincerey,
Laura Taylor
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Information for Participants

The intention behind this study is to examine the progression efifireatESL
teachers while teaching at a private preschool in South Korea. The research
questions for this study are as follows:

1
knowl edgeo

T

To what exteh do firstt |

ESL
t he ¢cl

teachers
assroom?

me
in

How and in what ways do the lesson plans of -firse ESL

teachers change over the course of a 12 week period?

T

To what extent do external sources play a role in the progression

and teaching strategies of fitstne ESL teachers?

It is hypothesized that your teaching strategies within the preschool classroom
will change throughout your time in South Korea. This could be due to internal

factors, such as trial and error in the stasm, or to external sources such as
your social life and your interaction with other people.

Classification and Description

Approximate Time Required

Interviews
1 Interviews will be conducted g
three intervals throughout this
12 week study. The first
interview will be conducted
over the phone before you
arrive, while the other two
interviews will be conducted ir
weeks 6 and 12.

Interviews should last between 45 to
minutes each and will be scheduled
according to your availability these

may be recordedith your permission

Classroom Observation

1 The research study is focusin
on three areas of ESL teachin
the grammar class, the
language arts class and the
storybook class. Each of thes
three classes will be videotap
one time per week.

Your classestwould not be disrupted
during this time period and therefore
although the videotaped material will
amount to 90 minutes of footage, this
section of the study does not require
you to do anything other than teach
your class as you usually do.

Journals

1 Idealy, journals should be
updated every one to two day
There are three parts to the
journal. You must write down
your lesson plan for the three
classes focused on in this stu
(grammar, LA and storybook)
and must acknowledge if you
followed the lesson plan
described and where you
deviated from it. You should
write down any feelings you
might be having about ESL
teaching and your experience
in Korea. Journal keeping will
be further explained upon

arrival in Korea.

Part ond Lesson Planning the time
required for this section varies, but
since it is already a requirement by th
preschool that you keep this
documentation, you are not required {
do anything other than cut and paste
copy into your journal.

Part twoi acknowledgement/deviatior
i this should &ke between 360
minutes to complete each week
depending on the amount of deviatior
from the original lesson plan

Part threg diary entried the time to
complete this task is variable on your
own personal experiences while in
South Korea. However, a wdg
submission is desirable.
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Appendix 2: Consent Letter

Consent Letter

I (your name)

agr
progressionoffirst i me ESL teachers in a South Kor

(
(
1 I have read and undersththe information described above.
1 lunderstand that data collected during this study could be used in a PhD

thesis, at conferences and in future articles or journal papers, but that my

personal identification will be protected by the use of a pseudonym.
1 lunderstand that my participation is voluntary and if I choose to

withdraw from the study, | will in no way be penalized by the researcher
or the preschool.

Signed

Date

Thank you for your time. Pleasomplete this form and return it to the preschool
Director at your earliest convenience.
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Appendix 3: English Version of Document sent to Preschool and Parents

PhD Title:  The progression of firsime ESL teachers in a Private South
Korean Preschool

Objective To examine how beginner ESL teachers learn to teach English to
young children in South Korea

Study Outline: This research study is a very exciting one. It has components
which need to be completed during a-year time periodhut
each teacher will only need to participate for 12 weeks.

The three components are:

1) Interviews: | need to speak with each beginner teacher threeitimes
weeks 1, 6 and 12 of their contract. In the week one interview, | will ask
each teacher questis about what they expect Korea to be like and what
they expect to happen in a preschool English classroom. In weeks 6 and
12, follow~up interviews will be done with the teachers to see if their
views have changed and if they feel more confident in tresam.

2) Observation: | need to videotape 2 classes per week for each teacher. This
will be done through the use of a private video camera which | will
provide for the teacherdés cl assroom.
see how the teaching styleedch teacher changes over a 12 week period.

3) Journals: | will ask teachers to keep a record of their lesson plars wh
they are teaching grammaainguage arts and storybook classes. | will
then ask teachers to reflect on their lesson plans and whethevehe
able to follow the plan. I will also ask them to write about any feelings or
new experiences they had in Korea. For example, when | was in Korea in
20072008, | attended the Boryeong Mud Festival ( ) which
was very exciting and made me very happy to see. | also went to the Oncheon
( ) almost every week and it was wonderfulant to know about the
experiences that other ESL teachers will have in Korea. Will new teachers get
involved with Karean culture? Whaixperiences will they enjBy

| think Korea is one of the most beautiful places in the world and I think it is a
great place to teach English. However, sometimes | think that ESL teachers who
first come to Korea are very nervous aboatteng English to young children. It

is my hypothesis that the kind nature of the people and the helpful Korean staff
will assist beginner ESL teachers to become great teachers. This leads to the
reasons behind my study. | know that beginner ESL teactesometimes not

good teachers when they arrive in Korea, but when they leave they are great
teachers. | want to study how this occurs and how the beginner teachers progress
throughout their time in Korea. To do all of this, | need the help of a private
preschool or kindergarten in Korea.

240



Further Information:

1)

2)

3)

4)

5)

It is very important to this study that it takes place in a Private English
Kindergarten or Preschool working with children between 3 and 7 years
old. This is because I think working with young dnén is difficult for
beginner teachers. However, the childrenraoiethe focus of this study

and will not be asked questions or be interfered with in any way.

Teacher participation in this research study is optional. This means that if
there are teaclng at a private preschool who do not want to participate in
the study, they do not have to. However, | think that teachers can benefit
by reflecting on their own teaching styles and their behaviour in the
classroom.

During my year in Korea, | want teelp at the preschool as an ESL
teacher as well as to conduct this research study. The reseatgh s
should not affect my work at the schd@cause:
- interviews will be done after school is finished
- observations will be video recorded and reviewed atea temhe
- journals will be completed by teachers and then collected at the
end of each 12 week period

What | expect from the school: Every preschool is different, but | want to
work and research around people who are caring and supportive. From
time totime | might need some assistance from the staff at the preschool,

| also will need the preschool to hire teachers who do not have experience
in teaching ESL in Korea. | hope that | can work together with the school
to find the best teachers for the schaadl the best teachers for my study.

What you can expect from me: | have a very good level of education. |
graduated from Columbia University in 2004 and then obtained my MA
TESOL from the University of York in 2009. Now | am doing my PhD in
Education wih a TESOL focus. | also have previous experience teaching
in both Japan and South Korea. | understand what it is like to be a
beginner teacher and | can be supportive of the new teachers arriving into
the school. | am willing to help others who need &m willing to take on

a leadership role at the preschatier the studyf required. | would be
happy to help beginner teachers to continue to grow and develop once
they have finished participating in my study. | would be happy to share
ideas with my felbw teachers and work with others to make the
preschool a great place for the children.

Thank you for reading about my study. | hope that you will consider helping me
with my research.
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Appendix 4: Korean Version of Document sent to peschool andparents

PhD : ESL
: ESL
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Appendix 5: Pilot interview schedule: week 0
Background Information
1. What country are you from?

2. Whatis your educational background®d: B.A. in English, Economics)

3. What was your last job before becoming an ESL teacher?
4. a. Have you ever lived abroad before?

b. Where?

C. For how long?

5. Why did you choose to teach ESL?

Have ya ever learned another language?

If yes, which language?

For how many years?

What is your level?

Why did you learn this language?

Did you feel that you were successful at language learning?
Was learning a language enjoyable?

If yes, what made it enjoyable? If no, why was it not enjoyable?

S@~ooo0oTp

7. Do you think that your experiences learning another language will
contribute to the way that you will teach ESL? Why/Why not?

8. What do you generally do for fun/ in your spare time? Dotiignk you
will be able to do this in Korea?

Questions relating toSouth Korea

1. a. Why did you choose South Korea?
b. Was South Korea your first choice of teaching locations?
2. a. Did you do any research about Korea before you detaled

accept a job offer here?

b. If yes, what did you research? If no, why not?

3. What challenges, if any, do you expect to face while living in South
Korea?

4. a. Have you ever heard of the term 6c
b. Do you t hihmlkc k@c wlittdr ddappen to you-
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Questions relating to ESL teaching

1. a. Identify three characteristics which you think a good ESL
teacher should possess.
b. Why are these characteristics important?
C. Do you have these characteristidéno, explain.
2. Describe what you are expecting to encounter on a typical day of ESL
teaching.
3. What challenges, if any, do you expect to face in the classroom?
4. Did you choose preschool ESL teaching for any particular reason?
5. a. Do you believehat your lack of knowledge of the Korean

language will hinder you in the classroom?

b. Explain
6. How much support do you expect from your peers/supervisors?
7. Are you confident in your ability to teach ESL? Why/Why not?
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Appendix 6: Pilot interview schedule week 6

Questions relating to South Korea

1. How are you adapting to life in Korea? Are you happy?

2. What are your favourite aspects of life in Korea?

3. What do you find most difficult about living in Korea?

4. Do you have problems with the language learbetween Korean and

English? If yes, provide examples.

5. If you need somethingdonegi a doctor 6s appoint men
schedule a trip) who do you ask (if anyone) for help?

6. What are you doing outside the class, as in extracurricular activities?

7. Have yar made any friends who do not work at this school? How did
you meet them?

8. Have you travelled to different parts of Korea? Where? Is this
something you are interested in doing/continuing?

9. I n the first interview, | kkked you
you have experienced O6culture shock?

Questions relating to ESL teaching

1. How are you enjoying teaching ESL?
2. What are your favourite aspects of teaching?
3. What are your favourite classes to teach? Why?

4. What do you wish you could chge?

5. Are the preschool children as you expected?terms of behaviour,
ability, etc?
6. How do you find the level of support from the Korean staff? From the

other English teachers?

7. Since the beginning of your time in Korea, what strategies have you
learned in terms of teaching?

8. How have your teaching strategies/ideas about teaching in the
classroom changed between when you first started teaching and now?

9. Do you think the students respond differently to you now compared to
when you started? How?
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Appendix 7: Pilot interview schedule: week 12

Questions relating to South Korea

1. Are you enjoying your time in Korea? Are you satisfied in your
choice in choosing to come to Korea?

2. At this point, would you consider working in Korea for another year?

3. What doyou think are the benefits of living in Korea? What are the
drawbacks?

4. Briefly describe your thoughts on the Korean people.

5. Have you made any effort to learn the language? If yes, how? If no,
why not?

6. Have you made any effort to involve yourself in tudture? If yes,

give examples.
7. How much travelling have you done? Where have you gone and why?

8. What has been the most difficult aspect of life in Korea that you have
had to adapt to? What do you miss most about your home country?

9. Do you feel that youdwe a good social life (outside the school) in
Korea? What do you do for fun?

Questions relating to ESL teaching

1. Now that you have been in Korea for a while, what are your feelings
toward teaching ESL in Korea?

2. Do you feel qualified to teach prescho@IE

3. Do you feel motivated to improve your teaching skills? Why/Why

not?
4. How do you feel about your preschool students?
5. How do you feel about the workload that you have been given at this

preschool? is it too heavy, too easy?

6. How do you feel about thextbooks? Are they too easy, difficult,
etc.?
7. Are there sufficient alternative materials for you to supplement your

lessons with? (@.: supplemental worksheets, textbooks, games, toys).
if yes, which materials do you use the most?
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10.

Do you think there shdd be more or less guidance from the Korean
staff? The other English teachers? Explain.

What do you know about teaching now, that you wish you knew
when you started?

Do you have any advice for future teachers?
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Appendix 8: Final interview schedule: wveek 0

Background Information

T

What country are you from?

What is your educational background®(eB.A. in English, Economics)

What was your last job before becoming an ESL teadva®it part
time or fulktime?

Have you ever lived abroad before?
o Where?
o For how long?

Why did you choose to teach ESL?

Have you ever learned another language?
o If yes, which language?
For how many years?
What is your level?
Why did you learn this language?
Did you feel that you were successful at language learning?
Waslearning a language enjoyable?
If yes, what made it enjoyable? If no, why was it not enjoyable?

O O O0OO0OO0o0Oo

Do you think that your experiences learning another language will
contribute to the way that you will teach ESL? Why/Why not?

What do you generally do forridiin your spare time? Do you think you
will be able to do this in Korea?

Questions relating toSouth Korea
1  Why did you choose South Korea?

o Was South Korea your first choice of teaching locations?

1 Did you do any research about Korea before you dec¢aled

accept a job offer here?

o If yes, what did you research? If no, why not?
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T

T

What challenges, if any, do you expect to face while living in South
Korea?

Have you ev m
t

r heard of t he
o Do you i

e t e
hi nk 6cul tbyu?&Exptain.o c

Questions relating to ESL teaching

T

Identify three characteristics which you think a good ESL teacher should
pOSsess.

Why are these characteristics important?

Do you have these characteristics? If no, explain.

Describe what you are eggting to encounter on a typical dayteéching

What challenges, if any, do you expect to face in the classroom?

Did you choose preschool ESL teaching for any particular reason?

Do you believe that your lack of knowledge of the Korean language will
hinder you in the classroonEXplain

How much support do you expect from your peers/supervisors?

Are you confident in your ability to teach ESL? Why/Why not?

Questions relating to discipline

T
T

Do you think the preschool children will be wekhaved?

Whatdo you think your approach will be towards discipline?
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Appendix 9: Final interview schedule: week6

Questions relating to South Korea

=

How are you adapting to life in Korea? Are you happy?

What are your favourite aspects of life in Korea?
What doyou find most difficult about living in Korea?

Do you have problems with the language barrier between Korean and
English? If yesywhat are some examples?

If you need somethingdonegf a doctor 6s appointment
trip) who do you ask (ianyone) for help?

What are you doing outside the class, as in extracurricular activities?

Have you made any friends who do not work at this school? How did you
meet them?

Have you travelled to different parts of Korea? Where? Is this something
you are interested in doing/continuing?

In the first interview, I
have experienced O6culture shock?d6 if

Questions relating to ESL teaching

T

How are you enjoying teaching ESL?

What are your favouritaspects of teaching?

What are your favourite classes to teach? Why?

What do you wish you could change?

Are the preschool children as you expected?Pterms of behaviour,
ability, etc.?

How do you find the level of support from the Korean staff? Rioen
other English teachers?
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1 Since the beginning of your time in Korea, what strategies have you
learned in terms of teaching?

1 How have your teaching strategies/ideas about teaching in the classroom
changed between when you first started teaching and now?

1 Do you think the students respond differently to you now compared to
when you started? How?

Questions relating to discipline

1 Do you know how to use the O0star and
1 How are you managing discipline in the classroom?

1 Is there ofterdisruptive behaviour in your classroom? If yes, what is the
nature of the disruption?
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Appendix 10: Final interview schedule: weekl?2

Questions relating to South Korea

T

Are you enjoying your time in Korea? Are you satisfied in your choice in
choosing tacome to Korea?

At this point, would you consider working in Korea for another year?

What do you think are the benefits of living in Korea? What are the
drawbacks?

Briefly describe your thoughts on the Korean people.

Have you made any effort to learrettanguage? If yes, how? If no, why
not?

Have you made any effort to involve yourself in the culture? If yes, give
examples.

Have you done any travellifg/Vhere have you gone and why?

What has been the most difficult aspect of life in Korea that yoa has
to adapt to? What do you miss most about your home country?

Do you feel that you have a good social life (outside the school) in
Korea? What do you do for fun?

Questions relating to ESL teaching

T

Now that you have been in Korea for a while, whatyaur feelings
toward teaching ESL in Korea?

Do you feel qualified to teach preschool ESL?
Do you feel motivated to improve your teaching skills? Why/Why not?
How do you feel about your preschool students?

How do you feel about the workload that yava been given at this
preschool? Is it too heavy, too easy?

How do you feel about the textbooks? Are they too easy, difficult, etc.?
Are there sufficient alternative materials for you to supplement your

lessons with? (@.: supplemental worksheets, teabks, games, toys). if
yes, which materials do you use the most?
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1 Do you think there should be more or less guidance from the Korean
staff? The other English teachers? Explain.

1 What do you know about teaching now, that you wish you knew when
you started?

9 Do you have any advice for future teachers?

Questions relating to discipline

1 What do you think should be expected of a presechget child in terms
of discipline?

1 Do you think a lack of discipline in the classroom prevents the students

from learning?

1 What can be done, if anything, to improve classroom order?
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Appendix 11: Pilot study journal instructions

Thank you for agreeing to keep this journal. Please know that any information
that is written in this journal is for the sole purpose of thearebestudy you

have agreed to participate in. Your thoughts, lesson plans, and comments will not
be shared with any of the staff members at the preschool, and you will in no way
be assessed or reprimanded if your comments are not always positive. Bzlow is
list of instructions which | would like you to follow throughout the duration of

this study:

1. Try to set aside a regular time and place each day/couple of days in
which to write in your diary. You are responsible for maintaining 2
mandatory and 1 optioheomponent. This includes:

a. Daily lesson plans for Grammar, Language Arts and
Storybook classes (mandatory) (see example)

1 This task should take you between@Dminutes per
week
1 Please complete this task in blue or black ink

b. A comment on whether or notdlesson plan was followed.
(mandatory) An item successfully completed from the lesson
pl an should be acknowl edged with
item from the lesson plan which was not completed should be
marked with an asterisk (*) and reasons why it nats
completed should be documented. (see example)

1 This task should take you between@Dminutes per
week
1 Please complete this task in red ink (if possible)

C. Diary entries about feelings and experiences (related to
teaching or other aspects of your daifg)l should be
documented (Optional)

2. Keep your journal in a safe, secure place so you will feel free to write
in it whenever you wish.

3. Do not worry about your style, grammar, spelling or organization.
4. Try to support your insights with examples. When yoitenr
somet hing down, ask yourself, AWhy d
5. Write in the first person.
6. Write anything and everything you feel. All information will be kept

confidential and solely for the purpose of this research study. No one
will be allowedaccess to your journal outside of the researcher and
the university thesis committee assigned to this study.
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An example of a Grammar lesson plan is detailed below:

~

Time Lesson Activity Foll owed ( a

10:0010:05 | Warm Upi ask about the weekd

an | an

10:0510:15 | Explain grammar concept, past
simple with regular verb endings.
Give example verbs to students anc
have them respond in chorus

10:1510:25 | CompleteUp and Away in English | * did not complete
Book p.26 past simple and Student| student book p.27, ran
Book p.27 out of time in the class

10:2510:30 | Check answers with students * Only checked p.26

Thank you for your time and effort! Should you have questions, please let me
know.
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Appendix 12: Final study journal instructions

Thank you for agreeing to keep this journal. Please know that any information
that is written in this journal is for the sole purpose of the research study you
have agreed to participate in. Your thoughts, lesson plans, and commentg will n
be shared with any of the staff members at the preschool, and you will in no way
be assessed or reprimanded if your comments are not always positive. Below is a
list of instructions which | would like you to follow throughout the duration of

this study:

1. Try to set aside a regular time and place each day/couple of days in
which to write in your diary. You are responsible for maintaining three
components. This includes:

a. Daily lesson plans for Grammar, Language Arts and
Storybook classes (see exampl®ohg

1 This task should take you betweenr@Dminutes per
week
1 Please complete this task in blue or black ink

b. A comment on whether or not the lesson plan was followed.
An item successfully completed from the lesson plan should
be acknowledged withacheckm& (&) whil e an it e
lesson plan which was not completed should be marked with
an asterisk (*) and reasons why it was not completed should
be documented. (see example below)

1 This task should take you between@Dminutes per
week
1 Please complethis task in red ink (if possible)

C. Diary entries about feelings and experiences (related to
teaching or other aspects of your daily life) should be
documented.

2. Keep your journal in a safe, secure place so you will feel free to write in
it whenever yowvish.

3. Do not worry about your style, grammar, spelling or organization.

4. Try to support your insights with examples. When you write something

down, ask yourself, AWhy do | feel th

Write in the first person.

Write anythingand everything you feel. All information will be kept

confidential and solely for the purpose of this research study. No one

will be allowed access to your journal outside of the researcher and the
university thesis committee assigned to this study.
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An example of a Grammar lesson plan is detailed below:

Time

~

Lesson Activity Foll owed ( a

10:0010:05 | Warm Upi ask about the weekend

10:0510:15 | Explain grammar concept, past

an | an

simple with regular verb endings.
Give example verbs to students anc
have them respond in chorus

10:1510:25 | CompleteUp and Away in English | * did not complete

Book p.26 past simple and Student | student book p.27, ran
Book p.27 out of time in the class

10:2510:30 | Check answers with students * Only checked p.26

Below is a list of some of the feelings or experiences you might like to

write aboutPlease note that this list is not inclusive of all feelings or experiences
that you might have and you are free to write any other thoughts or comments
that may come to your mind.

=4 =4 -4 -4 -9 = =4

E N

= =4

Lesson plan experiences (design, implementation, strategies)
Problems/Soltions in dealing with preschool children (behaviour,
listening, understanding, classroom mishalscipling

Your classroom teaching strategies

Parental involvement in preschool activities

Feedback (or lack thereof) from other members of staff

Your dailyworkload at the preschool (too much, not enough)

Your thoughts on how the actual experience is similar/different to what
you imagined

Your views on school field trips, excursions, parties

Any issues you might be having with culture shock

Comments on youife outside teaching (your accommodation, other
teachers)

Comments on the inability to find certain things that you thought were
essential in your home country (food, toiletries, brand name products) and
how you are adapting to the change

Your thoughts orthe city (nightlife, food, entertainment)

How comfortable you feel getting around the city (public or private
transportation)
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Appendix 13: Lesson plan worksheet for teachers

Name Class

Monday | Tuesday | Wednesday| Thursday | Friday

LA

Grammar

Story

Theme

Math

Science
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Appendix 14: Pilot observation schedule

Observe three different teachers forrBhute segments from the classes of
Gramma, Language Arts and Storybook. Tally the number of times the
following issues are observed:

Grammar/Diction
Teacher says answer is incorrect and waits for students to try again

Teacher says 6no, 6 asks someone el se

Teacher corrects student (gives answer)

Teacher repeats studentdos incorrect answi
Uses facial expression to indicate error

Uses intonation to indicate error

Teacher writes studentds answer on whitel
Teacher writes beginning of studentds an:
Teacher draws studentds attention to for.
Teacheracept s student és answer but repeats i

Teacher asks student to repeat answer (studeriaedicts)

Pronunciation
Teacher repeats answer with corrected pronunciation

Teacher isolategroblem sound and has student correct answer

Teacher repeats answer with appropriate intonation

Teacher uses whiteboard to show sound in writing (letters; phonetic symbols;
drawing)

Teader shows student articulation of problem sound

Classroom Problem Solving

Teacher cannot understand what student is saying (English)
Result

Teacher cannot understand what student is sayiogeég)
Result

Teacher reprimands student for misbehavi
Student is crying
Student is not following the rules
Other
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Appendix 15: Final observation schedule

Grammar/Diction (+) (-)
Teacher says answer is incorrect and
waits for students to try again
Teacher says O6no,
Teacher corrects student (gives answ
Teacher repeats s
answer é

Uses facial expression to indicate err¢
Teacher repeats s
answer é

Uses intonation to indicate error
Teacher writes st
whiteboard, highlighting error
Teacher writes be
answer and asks class to complete
Teacher dr aensontot u
form

Teacher accepts s
repeats it with correct grammar
Teacher asks student to repeat answi
(student sefcorrects)

Pronunciation (+) ()

Teacher repeats answer with correcte
pronunciation

Teacher isolates probtesound and ha
student correct answer

Teacher repeats answer with
appropriate intonation

Teacher uses whiteboard to show sol
in writing (letters; phonetic symbols;
drawing)

Teacher uses whiteboard to show sol
in writing (letters; phonetic sybols;

drawing)
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Discipline Section
Using the codes below, classify each instance of specific misbehaviour,
indicating whether strand or single action.

Code Example description for acts of Specific Laxness

L7 Completédy ignoring thespecifc misbehaviour

L6 Laughter at specific misbehaviour

L5 Delay in response

L4 Not following through with specific discipline

L3 Reasoning/begging with student to behave

L2 Use of O6pleased at the end of

L1 Directing the entire cks rather than the student misbehaving
Example codes for acts of Specific Overreactivity

o7 Corporal Punishment

06 Physical Action

05 Hitting the table or board with their hand (or other body part)

o4 Taking away a@rivilege

O3 Yelling at the stdent

02 Speaking in a firm tone

O1 Speaking in a monotone (or neutral tone)

Worksheet

Example

L4

L2

o1

(2:21)
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Appendix 16: Sample class activity

Write the correct word next to the picture.
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