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July-August 2016

From the Editor

This issue is bursting with photographs, write-ups and reflec-
tions to give you a snapshot of the 50th Anniversary IATEFL
Annual Exhibition and Conference 2016 in Birmingham.

This year we have a taste of the SIG pre-conference events
and Mark Hancock and Donald Freeman kindly agreed to
write up their sessions at the Pronunciation SIG and Teacher
Training and Education SIG events respectively. The SIG PCEs
offered a wide variety of content and format, reflected in
the SIG pages but both Mark and Donald hosted a series of
workshops, Mark on using the constraints of the learning aim
to spark creativity in materials writing and Donald to explore a
design theory on how teachers learn.

This year there were more sessions than ever including four Interactive Language
Fairs—a favourite format of mine as it allows the participants to chat informally with
the presenters from the start. Aysegll Karaman shared her syllabus designed to cater
to the needs and interests of her students in Turkey and Susanna Schwab gave us
a critical appraisal of the new multilingual language curricula being introduced in
Switzerland. In the forums, Daniel Xerri pleaded for creativity to be integrated into
teacher training, Stephanie Xerri Agius urged teachers to write with their students
in class and Shih-Chieh Chien explored the changes occurring in teachers’ identities
while concurrently pursuing a master's degree.

Then, research by Jane Evison and Mary Bailey on the rich linguistic contexts of
teachers in English Medium Instruction institutions in the multilingual environments
of Kenya, Nigeria and Malaysia proved fascinating. A totally different approach was
taken in Alexandra Haas's workshop on how we learn—and therefore teach—vo-
cabulary. New this year we have the reviews by delegates on a session they attended
and the topics ranged from John Hird’s practical tips for helping students with
dyslexia, through Jill Hadfield’s suggestion that we actively select the hidden agenda
in curricula so that they benefit our students, and Daniel Baines’ research into reflec-
tion, to Silvana Richardson’s plenary on native speakers.

The Scholarship winners reflect on their experience and our photo journalist, Ra-
chid Tagoulla, provides his last feast of pictures and words as he embarks on further
studies and don’t forget to read the Associates and SIGs reports.

| hope Voices 251 manages to impart at least some of the flavour and atmo-
sphere of the vibrant, inclusive and inspiring event it was.

Alison Schwetlick,
Editor

The International Association of Teachers of English as a Foreign Language was founded in 1967
Registered as a Charity: 1090853
Registered as a Company in England: 2531041

Head Office (for general information about IATEFL and details of advertising rates)
IATEFL 2-3 The Foundry, Seager Road, Faversham, Kent ME13 7FD

Telephone: +44 (0)1795 591414  Fax: +44 (0)1795 538951

Email: generalenquiries@iatefl.org  Web: http:/Awww.iatefl.org

Facebook: https://www.facebook.com/groups/iatefl ~ Twitter: https:/twitter.com/iatefl

Editorial Office

Correspondence relating to Newsletter content should be clearly marked for the attention of ‘The Editor of
IATEFL Voices' and sent to IATEFL, 2-3 The Foundry, Seager Road, Faversham, Kent ME13 7FD, United Kingdom.
The Editor can also be contacted by email at editor@iatefl.org

Disclaimer
Views expressed in the articles in Voices are not necessarily those of the Editor, of IATEFL or its staff or trustees.

Copyright Notice
Copyright for whole issue IATEFL 2016.
IATEFL retains the right to reproduce part or all of this publication in other publications, including retail editions.

Contributions to this publication remain the intellectual property of the authors. Any request to reproduce a particu-
lar article should be sent to the relevant contributor and not IATEFL.

Avrticles which have first appeared in IATEFL publications must acknowledge the IATEFL publication as the original
source of the article if reprinted elsewhere.

Cover photography this issue: Rachid Tagoulla © 2016

iatefl

Issue 251 \
ISSN 2412-6578

Contents

2 From the President
From the conference

3 Materials writing
Mark Hancock turns constraints into
assets with PronSIG
4 Using a design theory
Donald Freeman explores teacher
learning with TTEJSIG
5 Teacher creativity
Daniel Xerri argues for its inclusion in
training programmes
6 Teachers as writers
Stephanie Xerri Agius encourages
communities of creative practice
7 Changing teacher identities
Shih-Chieh Chien researches the effect of
teachers’ MA studies
8 Designing for teamwork
Aysegiil Karaman personalises the
learning process
9 From monolingual to multilingual
Susanna Schwab shares a new approach
10 Teachers’ voices
Jane Evison and Mary Bailey report on
the linguistic richness of EMI contexts
11 Into the mind
Alexandra Haas explains how to teach
vocabulary effectively
12 Conference impressions from
Scholarship winners
14 Conference session reviews 1
15 Birmingham 2016: a photo-journal
Sponsored by Pilgrims
Photos and text by Rachid Tagoulla
19 Conference session reviews 2
Regular columns
20 Materials reviews
Ana d’Almeida
22 ELT news: TESOL Award; Tributes;
ERF finalists
Inside IATEFL
24 Focus on the SIGs
28 Associates News
29 Coming events, Publications received
30 Who’s who in IATEFL

Copy deadlines

November-December 2016 (253): 26 August 2016
January-February 2017 (254): 28 October 2016
March-April 2017 (255): 9 December 2016

IATEFL Voices 251 1



From the President

Letter from the President

Reflections on the 50th Innovating

Marjorie

f The new conference app proved Rosenberg
conlerence easy to navigate and was very 285 2\;‘:;
Beginning popular although some delegates exp)érience

could still be spotted toting their
‘boutique-sized’ programmes, a suc-
cessful innovation begun in 2015. % !
The IATEFL teddy bears were a grgat . nd speker. S?:'f;;als
success and had sold out by the third  pyplished widely in the fields
day. Delegates also seized the photo  of business English and teacher
opportunities afforded by the IATEFL ~ development. She served as
frame and filled the Celebration Tree ~ 'ATEFL BESIG Coordinator from

: ) 2009 to 2015 and on the IATEFL
with beautiful messages about what Membership Committee before
IATEFL meant to them.

taking on the Vice Presidency and
now Presidency.

as a teacher,
4 teacher
trainer,

Would the founders of IATEFL and the 125 participants at
their first conference at Nutford House, London in Decem-
ber 1967 ever have predicted that the 50th conference
would attract some 3100 delegates, exhibitors, job market
recruiters and stewards? Breaking the attendance record
of over 2,600 in Manchester, this, by all accounts, will be
remembered as a very special venue with its open spaces,
view from the library roof garden and elsewhere, and the
many restaurants within easy walking distance in which to
relax with colleagues.

Connecting Entertaining

In the evening there was something for everyone includ-
ing a musical celebration of the 50th conference, a witty
presentation of Shakespeare and IATEFL by Hilary and David
Crystal, a spoof on a Shakespeare play by Luke Prodromou
and others and music and Shakespeare performed by
IATEFLers. Andrew Wright and David Heathcliff, back by
popular demand, led a story-sharing evening and Alec Wil-
liams guided us through 50 years of well-loved books and
tales. The international quiz (Victoria Boobyer and Gavin
Dudeney) as well the Pecha Kucha evening (Jill Hadfield and
Jeremy Harmer) were, as usual, very well attended. Other
events included The Fair List Awards, the Extensive Reading
Foundation Reception and Awards Ceremony and an open
meeting with the Creativity Group.

The networking began well before the official opening with
dinners organised by SIGs, IATEFL and other ELT practitioners
catching up with colleagues from around the globe. The
day before the conference, approximately 650 educators
took part in the Pre-Conference SIG Events on topics such
as young learners and technology, the role of interviews
in research, effective teamwork, the teacher’s voice, how
teacher learning works, and creativity for educational
change. In addition, 49 IATEFL Associate Representatives
from 39 countries gathered to share experiences, concerns
and learn how best to apply for various IATEFL and joint
awards. At the Welcome Ceremony, the Lord Mayor of
Birmingham welcomed all the delegates and telc cyclists,
Julian Sayerer, Thom Jones and IATEFL Trustee, Gary Mot-
teram, who had raised money for IATEFL Projects and then, Linking

over drinks and snacks, those present made new friends
and refreshed the old, setting the tone for the rest of the
conference.

Highlighting

The 4-day conference programme started with Patron,
Professor David Crystal, on fifty years of English, the next
day we heard from Silvana Richardson on equality among
teachers and the labels we assign. On the third morning Pro-
fessor Diane Larsen-Freeman spoke about education as an
ecological system and on the final morning, Scott Thornbury
reviewed the major developments in EFL methodology since
the mid 1960s. The conference closed with the renowned
story-teller, Jan Blake, who held us in thrall with her stories
of love, shape-shifters, the wise and the foolish.

Other highlights were the ELT Journal debate with Penny
Ur and Peter Grundy on the merits of teacher training,
the results of which were decided by the highly ‘scientific’
clapometer designed by Graham Hall; the ELT Conversation
with Philip Kerr and Andrew Wickham on recent industry-
oriented trends in the field; and the IATEFL AGM in which
Margit Szesztay was welcomed in as Vice-President and
Carol Read stood down from the Board of Trustees.

2 IATEFL Voices 251

The 52 scholarship winners from as far afield as Latin
America and India, the Middle East, Africa and China and
the many presenters and delegates, some of whom had
travelled half-way round the world to attend and mix with
others from the US and Europe, is what IATEFL is about
today. In all, 111 countries and 115 nationalities were rep-
resented in Birmingham. Comments heard included praise
for new topics, especially those which had never come
to the forefront of an ELT conference, and for the wide
range of cultures and opinions the conference embraced.
Thanks to the British Council livestream service, much of the
conference was accessible worldwide. The short film at the
end of the conference embodied the diversity, cooperation
and caring embraced by those able to attend and provided
a wonderful send-off to delegates as well as a foundation
to continue building on. The addition of the ‘I" in IATEFL has
been truly earned.

[A) vHh best wishes,

%@pﬁori&
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Materials writing

Pre-conference events

Mark Hancock turns constraints into assets with PronSIG.

The prospect of creating something from nothing on an
empty page can be daunting but the materials writer
has to do just that, and moreover, do it within very tight
constraints. For instance, if you are writing a narrative for
ELT purposes, it must not only be an engaging narrative,
but also a useful learning tool. This means that it must
effectively display the target language in a natural manner,
while at the same time be graded to the learners’ level.
Writing a good story is difficult enough already, and when
you add these constraints to the mix, it seems, on the face
of it, impossible. However, | would suggest that the opposite
is true: constraints, far from being an obstacle to creativity,
actually facilitate it.

Let's look at an example from the classroom where it
is the learners rather than the materials writer who are
creating a narrative. If the teacher asks the learners to write
a story about anything they want, many of them will come
up with very little by the end of the session. If, on the other
hand, the teacher adds constraints to the task, it is likely to
become much more productive. For instance, the learners
may be asked to write a story using only the words below
and no others.

Walter, Wendy, want(ed), walk(ed), watch(ed), didn't,
with, away, to, and, but

Far from limiting creativity, this tight constraint actually
helps to drive it, and the same is true in materials writing.

To look in more detail at the kinds of constraints the
writer of pronunciation material must work under, let's look
at a simple schema of the writing process in three phases:

1 Inception. The first step in the pronunciation materials
writing process is deciding what pronunciation point to
cover. The constraints here include student age, level and
language background. Their age may affect, for example,
your decision about whether or not to use phonemic
symbols. Their level may affect your decision about how
much to simplify the rules. Their language background
may affect which sound distinctions you choose to focus
on.

2 Preparation. This stage in the writing process is where
you collect data. The main constraints here are linguistic:
for instance, if you are working on regular past tense
endings, for example, you may want to make three lists

of verbs—one for each of the
possible pronunciation of the -ed
ending.

3 Production. Once you have
your data, this will itself become
a constraint when it comes to
writing your material. You will
find, for example, that minimal
pairs lend themselves readily to
information gap type tasks, while
features of connected speech
may be better demonstrated in
some form of word-play such as
a chant or limerick.

Mark
Hancock
has been
teaching
for over
30 years.
He is the
author of
ELT books
including
the

pronunciation titles Pronunciation
Games and English Pronunciation
in Use Intermediate (Cambridge
University Press), and PronPack
(forthcoming). With Annie

McDonald, he’s the ELT resources

To illustrate the stages outlined
above, here is an example of the
process | went through in writing the following small frag-
ment of pronunciation material:

I know a little bit about kittens

| got bitten by a kitten last year

A certain little kitten in Britain

I've not forgotten that it bit me on
the ear

| began with the intention of producing
a text which would illustrate cases where
/t/ tends to be replaced by a glottal stop.
| prepared by collecting a set of words
containing this target sound. Finally, |
produced the text by staring at the list
until a narrative idea emerged, and then
composed that into a short rhyme.

The sparkle of a piece of material like
this contrasts with the seemingly dull process by which
it was created. It is like a joke; the inventor of the joke
begins with the punch line and works backwards to create
a narrative that will lead to it. The punch line is effectively
a constraint in the composing process. Meanwhile, for the
hearer, the punch line comes as a delightful twist at the
end of the story, and the effect can be almost magical. The
materials writer can harness such magic by learning to use
constraints as an asset.

jmarkhancock@talktalk.net

website hancockmcdonald.com.

an obstacle

to creativity,
actually
facilitate it

From the conference

Considering

a new role
this year?

Take a look at

http://www.iatefl.org/jobs/jobs-market/jobs-market-overview
for further information and to register for job alerts.
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From the conference

Pre-conference events

Using a design theory

Donald Freeman explores teacher learning with TTEdSIG.

in language teaching that support
the work of classroom language

teachers.

Donald The PCE session explored a ‘design
Freeman'’s theory’ for teacher training and
work development as a set of simple
focuses on

SO principles that describe how lan-
designing and . .
- guage teacher education activities
T and programmes work and what
approaches makes them more (or less) impactful
to large-scale for teacher learning—see Freeman
improvements  2009. A design theory both explains
what is happening and helps develop
new ways of doing things. As a
theory, the aim is to describe how
teacher education happens and represent those processes
for analysis. The ‘design’ aspect means that the theory can
be used proactively to plan and evaluate teacher education
practices.

We started from the premise that much of what is
done in language teacher education is often anchored in
convention and tradition, and that by examining what we
do—our practices as teacher educators—descriptively, we
can better understand how they work. The design theory is
meant to provide a way of undertaking this type of analysis
and examination. In the session, we looked at three ways to
frame the analysis.

Three frameworks

In the session, we look at three ways to frame the analysis.

The first describes the core relationship in teacher educa-
tion—teaching teaching. The phrase itself captures the
isomorphic relationship between content and process: that
the aim of educating people as teachers is to teach them
how to teach (Freeman 2016: 13).

The second framework describes the components of
teaching—see Freeman 1989. These include knowledge of
content and curriculum, of students, of learning theories,
of the teaching context, and so on; skills in teaching it, and
dispositions or attitudes that mediate how the teacher car-
ries out the work. For instance, a teacher who is confident
of the particular content or knowledgeable and friendly with
a particular group of students, may exercise teaching skills in
one way, whereas if they are nervous or unsure of what they
are doing, the lesson may unfold differently. These three
components are managed through a fourth, awareness,
which simply directs attention to what is happening. So
when a student says they ‘can’t see the board’, the teacher
may realise that where they are standing is blocking the
student’s line of sight and so becomes aware the student
can't see, given where the teacher is standing. Awareness
in this sense is neither exotic nor is it cultivated; it is just the
capacity to recognise what is happening among the other
three components.

4 IATEFL Voices 251

The third framework (Freeman 2016, which was the
focus of the workshop) has four parts:

1 Teacher education provides tools, along with opportuni-

ties to use them.
These tools allow trainees to rename their experiences
and thus to (re)construct what they do. The tools are
developed as the social facts-shared meanings in the
teacher education environment.

2 Trainees use these social facts to participate in two com-

munities—of activity [C/a] and of explanation [Cle].
A community of activity [C/a] is ‘a group of people who
are doing a recognised or recognisable activity. The
particular form of activity has a past or heritage, which
is what makes it recognisable; because we have seen
others do the activity in a similar fashion, we can give it a
shared meaning’. A community of explanation [C/e] is ‘a
group of people who share common ways of reasoning
about the world, or particular aspects of it." (Freeman
2016: 2411.)

3 Trainees participate in this environment on two levels
simultaneously: They do certain things (activities) and
then come to think in certain ways about what they do.
These ways of doing and of thinking constitute com-
munities.

Trainees join, participate, and are taken as members
of a new group on two levels. At first, they articulate
what they do (their experiences) in terms that make
sense to the group by using their social facts. Over time,

Articulation
BEING TAKEN
JOINING PARTICIPATING . AS AMEMBER
Explanation

Figure 1. Entering a community of explanation: moving from

articulation to explanation

it becomes second nature to use these social facts to
explain what they do. (See Figure 1.)

4 Becoming part of a community of explanation
Trainees are part of a community of explanation [C/e]
when what they say, their articulations, are no longer
remarked on and the social facts they use are accepted as
explanations by the community doing the activity [C/a].
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Teacher learning comes in addressing tensions between Freeman, D. 2009. ‘The scope of language teacher education’
differing forms of explanation in order to participate in the in A. Burns and J. Richards (eds.). The Cambridge Guide to
activity in ways that make sense to that community. Segond_Language Teacher Education. New York: Cambridge

donaldfr@umich.edu University Press. -
Freeman, D. 1989. ‘Teacher training, development, and
References decision-making: a model of teaching and related strategies
Freeman, D. 2016. Educating Second Language Teachers: The for language teacher education’. TESOL Quarterly 23/1:
Same Things Done Differently. Oxford: Oxford University 27-45.
Press.

Forums

Teacher creativity

Daniel Xerri argues for its inclusion in training programmes.

Creativity is one of the most exciting concepts that currently is multimodality, which is defined Daniel
inform the field of ELT. The attainment of creativity in the as ‘'the crafted integration of two =~ Xerri is a
classroom is most probably dependent on the teacher's own or more ways, or modes, of com- _ lecturer in
creative practices. This could seem daunting to some teach- munication, so that their combined y tT::?ZLer?:re
ers, however, these practices need not always be thought meaning as a whole is greater than for English
of as generating novelty out of nothing. Teachers’ creativity either mode separately or their sim- B Language
can also consist of the synthesis of disparate elements or the ple combination’ (Dressman 2010: o1 Proficiency,
formation of connections between things that were previ- 71). An example of this is when a University
ously seen as incapable of connection. teacher’s ability to bring a text to life aLMalta.
by the careful combination of print,  oids a PhD in Education from

Definition audio, video and hyperlinks makes it the University of York. More

In The Act of Creation, Arthur Koestler maintains that, rather highly engaging for language learn-  information about his talks and

than seeing creativity as the creation of something out of ers (Xerri 2016). mczgggixc;ﬂ lcagn:ound o

nothing, it is more appropriate to conceive of it as the act In order, therefore, for teachers to ' T

of rearranging or regrouping already existing elements. foster creativity in the learning environ-

He claims that creativity ‘uncovers, selects, re-shuffles, ment they need to be equipped with

combines, synthesises already existing facts, ideas, faculties, the capacity to think creatively and

skills. The more familiar the parts, the more striking the generate innoyation. ngeloping the Developing

new whole’ (Koestler 1964: 120). Hence, creative people knowledge, sk|!|s and beliefs nee@eq to the knowledge,

are capable of ‘combining previously unrelated domains employ a multimodal approach is just 5 5

of knowledge in such a way that you get more out of the one means by which teacher education skills and beliefs

emergent whole than you put in’ (Koestler 1980: 344). and development can help teachers to needed to employ
When Koestler's notions of creativity are applied to achieve this form of creativity. a multimodal

teachers, one could argue that teacher training programmes daniel.xerri@um.edu.mt approach is just

at both pre-service and in-service levels can play a pivotal References

one means by
Dressman, M. 2010. Let’s Poem: The which teacher

role in promoting this form of creativity (Xerri in press).

Such programmes have the potential to cultivate teachers’ Essential Guide to Teaching Poetry in a

education and

ability to engage in what Koestler (1964) calls ‘bisociative’ High-stakes, Multimodal World. New
thinking, a creative leap of the mind which results in the York: Teachers College Press. development can
formation of a new matrix of meaning through the act of Koestcljer, AH1t96h4 The Act of Creation. help teachers to
combining elements from previously unconnected matrices London: Hutchinson. . .
of thougf?t. P ’ Koestler, A. 1980. Bricks to Babel. New achieve th{S form
York: Random House. of creat1v1ty
Multimodality Xerri, D. 2016. ‘The Case for
Multimodal Learning and Teaching'.
The pedagogical understanding and subject knowledge that Modern English Teacher 25/2: 13-14.
teachers receive on training programmes could easily be Xerri, D. in press. ‘Creative Language
complemented by the cultivation of the belief in the poten- Teachers as Bridge Builders: The Value of Bisociative
tial of creative teaching to engage language learners. One Thinking'. ETAS Journal.

form of such creative teaching (and of bisociative thinking)
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Teachers as writers

Stephanie Xerri Agius encourages communities of creative practice.

Stephanie

Writing does not come naturally for

Education at the University of
Leicester. Her research focuses on
writing and feedback practices.

Xerri Agius many, including teachers. Yet we
teaches encourage our students to write
English atthe  hocqyse we acknowledge it is an
University of . . .
Malta Junior important skill to master. Despite
College. She  this, research (Cremin 2016; Cremin
is currently and Baker 2010) reveals that many
completing teachers do not write spontaneously
a PhDin in class. They provide students with
sample essays, but the painstaking
writing processes are missing. Con-
trarily, ‘writing decisions’ are ‘more
complex’ in authentic writing (Zuidema et al. 2014: 82).

Teachers as writers

To better understand this complexity, | re-positioned myself
as a teacher-writer by writing alongside my students. This
had immediate benefits. My students were more willing to
write when they saw me do so. Showing them my correc-

Using stimulus
materials to

co-create text with

students enables

teachers to explore

their own identity
as writers. In so
doing, they also

embrace writing as

a pleasure rather
than a chore

tions reassured them that no one
gets it right immediately. Conse-
quently, the students felt supported
enough to share their writing with
others. Inevitably, there are difficul-
ties as ‘writing exposes us, so it is
hard to write and even harder to
share’ (Smith and Wrigley 2012:
74). However, sharing is enriching
for both students and teachers. It
forges the teacher-writer’s identity
and supports the teacher-as-mentor
in the classroom.

If teachers are unsure or anxious,
they can join a writing programme
prior to writing in the classroom.
Teacher-writer programmes set up
in the US (such as the National
Writing Project) and UK (such as

We're Writers) offer ‘a secure writing environment’ and
promote ‘a more collegial working atmosphere’ (Grainger

et al. 2005: 79). The project results indicate that teachers’
confidence improves and their reasons for writing increase.

Stimulus materials

In addition to attending teacher-writer programmes, teach-
ers can use stimulus materials to help overcome any initial
reservations they and their students may have about writing
in class. Defined as ‘visual, verbal and/or auditory’ prompts,
such materials can ‘stimulate discussion of relevant topics’
(Association for Qualitative Research (AQR) 2015). As well as
providing students with these materials, teachers themselves
can also use these stimuli as inspiration for writing. Activities
range from writing short texts (such as using social media
to write 140-character tweets) to producing lengthier and
more creative output (such as creating dialogue for a comic
strip or storyboards for TV adverts; AQR 2015).

Using stimulus materials to co-create text with students
enables teachers to unleash their creativity and explore their
own identity as writers. In so doing, they also embrace
writing as a pleasure rather than a chore. Consequently,
students feed off this enthusiasm and, eventually, teachers
impart the lesson that writing and creativity go beyond the
classroom.

stephanie.xerri-agius@um.edu.mt
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Changing teacher identities

Shih-Chieh Chien researches the effect of teachers’ MA studies.

With the burgeoning of the 12-year compulsory education
reform (grades 1-12) in Taiwan (2014), which leads to not
only structural, but also considerable educational changes,
high school teachers are expected to have a deeper under-
standing of their roles and professional development in the
fast changing society. As suggested by Spilkova (2011),
teachers’ professional identity, that is their concept of the
profession and their self-perception in the role of teacher,
has a great impact on shaping how the teaching profession
is practised.

In view of this, the development of teachers’ professional
identity, in the sense of clarifying personal and professional
values, is of great importance. Nevertheless, the change in
professional identity of in-service high school EFL teachers
who are studying for a master’s degree is less explored in
academia, and it is certainly still virgin territory in Taiwan.
Clearly, teachers will undergo identity changes as they enter
advanced study in today's challenging school contexts. In
addition, further identity changes may take place through-
out teachers’ careers due to their interactions in and out of
schools. The present study aims to explore high school EFL
teachers’ professional identity changes and development
during their advanced studies (i.e. master’s degrees).

Research design

In the light of the above, | sought answers to the following
questions:

1 How far are high school EFL teachers’ professional
identity changes linked to their experiences during their
master’s studies?

2 What are the characteristics and influencing factors
behind these teachers’ professional identity changes?

Eleven English teachers from 3 senior high schools in Tai-
wan participated in the study. They were studying for their
master’s degrees in a variety of disciplines such as English
Teaching, Linguistics, Education, Drama, Political Science,
Journalism and Law. They were randomly selected, and their
teaching experience ranged from 6 to 13 years. Individual
in-depth semi-structured interviews were conducted with
the teachers.

According to Beijaard et al. (2004), identity is fluid,
not static. When interviewed, teachers undergo a process
of theorizing’, and ‘discover and shape their professional
identity’ (p. 122) in narrating their own stories. How they
view themselves and how they are viewed by others is
theorised and shaped by their ongoing experiences in the
different communities.

Findings

Positive and negative changes were
reported by the teachers, despite
their wide-ranging foci. The teachers
showed multi-faceted, fulfilment-
oriented and discipline-focused
professional identities.

Their productive and additive
identity changes were primarily
related to their sense of competence
and fulfilment in terms of the pur-
suit of enhancing their professional

From the conference
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Shih-Chieh
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Language
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Business. His research interests
include writing strategy use,
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knowledge, their capacity for con-  education.
ducting research, and their perceived
need to broaden their horizons.

On the other hand, subtractive and split identity changes
mainly related to their change to another discipline whereby
they were developing their second expertise, losing their
enthusiasm for teaching but gaining more interest in their
other field after they had become teachers. This could
potentially have a bearing on their teaching effectiveness.

The study revealed how significant the influence of
the discipline studied was on their identity changes. Their
professional identities were constructed and reconstructed
as they sought to settle and negotiate between their own
beliefs and the nature of various disciplines.

Conclusion

With respect to the teachers' identity as knowledge pursuer,
dedicated educator and competent researcher, the changes
were generally productive and additive. This implies that
their learning experience in the master's study positively
develops their professional identity.

Although we also found subtractive and split identity
changes in some teachers, it was not totally negative. The
teachers all sought to reconcile the conflict between the
identities of teacher and researcher as well as the dilemma
arising from belonging to the two different communities of
high school and university.

Finally, as teachers set the tone and culture of the class-
room and their professional identity may directly or indirectly
influence students, those teachers who are self-aware are
better able to continually modify their teaching and thus
augment student learning.

chien.paul@gmail.com

References available from the author on request
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Designing for teamwork
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of Cambridge. Her interests are Firstly, it was important to analyse
student empowerment, poetry the issues in a non-English speaking

and mythology.

8

environment (NESE).

1. Language and culture

| agree with Rivers (1981, cited in Stern 1983: 251) that
learning the language includes learning the culture. If the
learners do not have any idea about the target language
culture, communication can break down as grammar teach-
ing is insufficient in the absence of pragmatic knowledge.
Also, ‘language learners often make the mistake that they
think what is expressed in their language should also be
expressed in the target language’ (Kecskés 2003: 84). For
example, when Turkish students call their teacher ‘teacher’
they complain that it does not convey their intent sufficiently
because they think that in Turkish ‘hocam’ conveys respect,
but in English ‘teacher’ sounds odd.

2. Exposure and communication

My experience in the classroom bears out Medgyes’ (1986:
108) premise that a foreign language can only be learnt
in real communicative situations where real messages are
exchanged. Despite years of foreign language education,
students in the context of NESE are mostly incapable of
oral communication. | think that some reasons are: limited
exposure to the target language in a natural environment;
limited time for practice in the classroom; and unfamiliarity
with the target language culture, in short, insufficient direct
access to a purposeful, interactive and productive language
environment. Although students attempt to use language
in these circumstances, because the interaction can sound
artificial, time-consuming and aimless, they may not be filled
with enough energy and enthusiasm to learn English.

3. Motivation

In my institution, where English is merely a compulsory
school subject to be passed, it is generally impossible to talk
about intrinsic motivation. ‘If the speaker’s only reason for
learning the second language is external pressure, internal
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motivation may be minimal and general attitude towards
learning may be negative’ (Lightbown and Spada 1993: 40).

Assessing the needs

To gather data on the subjective needs of my learners, |
adapted needs analysis questionnaires focusing on students’
necessities, lacks and wants. The questionnaires were cre-
ated with learners in a non-English environment in mind,
so their preferences on the content of the lesson and
opportunities to study and revise English out of the class
environment were included in them. The results showed
that students wanted to study materials on topics such as
the English language and Turkish life. The objective and
subjective needs of the students also reflected that students
expected to communicate in the target language.

Responding to the needs

By giving them choices in the lesson content on cultural
issues, the reading materials were chosen keeping this in
mind (such as a text on Turkish coffee), but not forgetting
the fact that language cannot be separated by its culture
(such as a text on unusual homes), so the context was
embedded by tuning into the content according to the
students’ choices as well as its relevance to their preferences
and learning styles.

Since the students’ exposure to English outside the class
was limited, students were given a real-life communicative
activity in the form of a tourist survey. In groups of three or
four, they went to a popular tourist site. They put their own
questions to the tourists and recorded themselves. Later on,
they reported their experiences in class hours with great fun
and boosted confidence.

All in all, based on the observations of the 20-hour
course | designed with materials, activities and end-of-
course assessment activities adapted to their needs and
preferences, it can be said that the students had been
successfully encouraged both to take more control of what
and how they learn and to work collaboratively in teams
and create common expectations for one another. They had
become less dependent and more motivated learners.

aysegul.karaman@ozyegin.edu.tr
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