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ABSTRACT

The learner-centred approach has been widely used, not only in general education, but
also in language teaching, since the 1960s. However, the meaning of this approach
has been interpreted differently by practitioners. Since 1999, the educational reform
in Thailand, which was inspired by the 1997 Constitution and the 1999 Thai National
Education Act, has made it mandatory for the learner-centred approach to be applied
to teaching at all levels. To date, much research on the implementation of the learner-
centred approach by in-service teachers has been undertaken. However, little research
has been conducted on pre-service teachers’ beliefs about the learner-centred
approach and their classroom practices. Understanding pre-service teachers’ beliefs
will contribute to the improvement of their teaching practices and of teacher

education programmes.

The study explored six Thai pre-service English teachers’ understanding and the
extent to which their classroom practices reflected learner-centredness during their
internship, and determined the relationship between their beliefs and classroom
practices. The investigation adopted a qualitative approach, including semi-structured

interviews, non-participant observations, and document analysis.

The findings reveal that the Thai pre-service teachers possessed varying degrees of
understanding of the learner-centred approach and its application. They had a
superficial and fragmented understanding of and some misconceptions about the
learner-centred approach. They therefore adopted this approach to teaching in a

limited fashion during their internship.

The divergences between their beliefs and their classroom practices may have been
caused by their shallow understanding of and their misconceptions about this
approach. Other factors, such as personal background and cognitive, affective,
experiential and contextual issues could also have impacted on classroom practices,

inhibiting the translation of their beliefs into practice.



This study has important and far-reaching curriculum implications for pre-service
teacher training in Thailand with regard to the new model of pre-service teacher
training. The findings also have pedagogical implications for pre-service teacher
training beyond Thailand, and add to the literature new insights into pre-service
teachers’ understanding of the learner-centred approach, their pedagogical practices,
and factors facilitating and hindering the application of the learner-centred approach.
The findings demonstrate that research on teachers’ beliefs makes the most

noteworthy contributions to a better understanding of teachers’ pedagogical practices.
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Chapter 1 Introduction

Chapter 1. Introduction

1.1 Introduction

The aim of this study was to explore NNS EFL pre-service teachers’ understanding of
the learner-centred approach (LCA), and their actual classroom practices during their
internship in Thai schools. This study is not only grounded in the concepts and
practices in relation to the LCA, but it also examines and discusses the importance of

how teachers’ beliefs may influence their acceptance or rejection of this approach.

This chapter first presents a full explanation of why this study is necessary. An
overview of the importance of English, the Thai educational system and English
language teaching in Thailand is provided. The purposes and research questions of
the study are then described in detail, followed by a discussion of the significance of

this study. Finally, the structure of this thesis is presented.

1.2 Rationale

A variety of factors led me to the conclusion that this research not only was
necessary, but that it would be timely. These factors are my personal interest, based
on my work experience in the Thai education sector; the educational reforms that
have been taking place in Thailand since the 1990s, with their emphasis on the
importance of adopting the LCA in teaching; the recent development of a new model

for teacher training in Thailand, and finally the general lack of research interest in the
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relationship between pre-service teachers’ beliefs about the LCA and their classroom
practices. It is hoped that the findings of this study will go some way towards filling

this gap in the research.

1.2.1 Personal Interest

The present study was inspired by my own personal interest and professional
curiosity about how English is taught by student teachers (STs). Since 1992, | have
worked as a lecturer, involved in training pre-service and in-service teachers. | have
worked closely with STs as a university supervisor, supervising English major pre-
service teachers. This role and its inherent responsibilities afforded me the
opportunity to observe and supervise the STs in the classroom, which served to
increase my interest in conducting this study. My specific interests in this field of
research include what exactly takes place in the classroom, and to what extent the

learned-centred (LC) approach is reflected in teaching practices.

1.2.2 Educational Reform in Thailand

The impetus for conducting this study was also triggered by the enormous efforts the
Thai Ministry of Education (MOE) had been putting into promoting the LCA as part
of the educational reform in Thailand, mandated by the 1997 Constitution and the
Thai National Education Act, 1999 (Office of the National Education Commission,
1999; Office of the National Education Commission, 2004). The National Education
Act comprises 9 chapters (see Figure 1.1), and sections 22-30 of chapter 4 of the
‘National Education Guidelines’, which is deemed to be the heart of the educational

reform, specifically emphasise the maximising of benefits for learners. The
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application of the LCA is paramount, since it is the driving force behind learning
reform. According to the Office of the National Education Commission (ONEC),
learning reform through the LCA is stipulated by the enactment of the National

Education Act (Office of the National Education Commission, 2000).

Chapter 2
R
General Chapter 3
Provisions Educational
System
Chapter 9  Chapfer 4 Chapter 5
Technologies |, fNational Education Educational
for Education Guidelines 4 Administration
Learners,are of highest and Management
importance
Chapter 8 \
Resources and Chapter 6
Inve;tmer}t for Chapter 7 Ed(L;catlolrjal Standards
Education Teachers, Faculty Staff and Quality Assurance

and Educational
Personnel

Figure 1.1 Provisions in all chapters of the National Education Act lead to adoption

of the ‘learner-centred approach’

(Office of the National Education Commission, 2000, p. 8)

The purpose of the reform was to try to resolve in their entirety the many problems
Thailand was encountering, to improve the ‘quality ... of the Thai people for
sustainable development of the country’ (ibid., p. 17) and to ‘enable our [Thai]
children to learn happily and eventually become citizens of quality’ (ibid., p. vi). The
heart of the education reform is learning reform, in which the focus of teaching is
shifted from subject matter to human beings, or learners. Consequently, ‘a learner-
centred approach becomes imperative’ (ibid., p. i). The Thai National Education Act

1999 made it mandatory for teachers to make the transition from a teacher-centred
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(TC) to a learner-centred (LC) approach in order to endow learners with the desired
attributes (see Figure 1.2 for more details), namely, virtue, competence, and

happiness (ibid.).

Virtuous person

Leading a desirable life
Pure in mind and behaviour

Discipline concerning Kind heart with
both oneself and society integrity and
Democratic outlook

Self-control Ability to live in
Self-development harmony with others
to best of potentiality

Work for public interest

Thai wisdom
Universal wisdom
Competent knowledge 5 Healthy body
i Cheerful disposition
person ety sl swongmina ( 13PPY
Y person

Happy in learning and work

Exerting leadership and an ability
to follow at the same time

Avidity for lifelong learning Love for every thing
Knowledge about oneself Good human relations
Capable of solving problems Free from vice
Capable of self-expression

Modern; keeping up with events

Keeping up with the world and
new technology

Self-learning

Leading to
desired [sic]
characteristics of
learners

Desired [sic] characteristics of learning process
@ Process of developing intelligence leading to continuous lifelong development of learners
@ Happy learning focussing on learners’ benefits
@ Integration of different contents, in line with learners’ interests and up-to-date
@ Process of thinking, actual practice, implementation will yield benefits

@ Collaborative learning process with learners, teachers and all concerned contributing to
creating an atmosphere conductive to learning

Figure 1.2 Desired characteristics of learners and the learning process

(Office of the National Education Commission, 2000, p. 16)
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Although learning reform through the LCA has been enforced since 1999, Foley
(2005, p. 224) reports that “this approach did not succeed very well as it seemed to go
against the rote learning tradition that was ingrained in both the educational and
religious traditions of Thai culture’. Rote memorisation (Cuban, 1983), the grammar
translation method (Vibulphol, 2004), together with an audio-lingual method or TC

instruction (Nonkukhetkhong et al., 2006) are still evident today.

Even though the idea of a LCA was announced by the MOE in 1996 and has been
promoted by the Ministry since then, the shift from the traditional TC mode of
instruction, which has long been rooted in the Thai education system, to the LCA is
still causing much confusion among teachers. One of the key problems is that many
teachers do not truly understand what the LCA entails. They ‘misinterpret the concept
of the learner-centred approach, resulting in confusion at present’ (Office of the
National Education Commission, 2000, p. vi); in addition, they are unclear about how
to put this approach into practice. Moreover, its meaning has been interpreted
differently by different practitioners, as the meaning of the term learner-centredness

has been changed and developed since it was first introduced.

It is certainly true that the teacher’s understanding of the LCA is influential in the
extent to which they adopt this approach in their teaching. Misinterpretation, misuse
along with abuse of the concept of this approach has been widely reported, on many
occasions, in the media. According to some Thai teachers, this approach is like a
‘khwai’-centred approach. The term ‘khwai’ (buffalo) in Thai literally means a large

cow that farmers use to draw ploughs. When this term is used to refer to people or



Chapter 1 Introduction

ideas, it implies that ‘the compared people or ideas are witless’ (Thamraksa, 2011, p.
61). Atagi (2002) and O’Neill (1991) also argue that there is always a possibility that
teachers will both misinterpret and misunderstand this approach. Atagi (2002) asserts

that:

If misunderstood, teachers will become stand-by instructors, who do

not prepare lessons, assuming it is the students’ responsibility to

initiate their own learning ... The “learner-centred approach” does

not mean that students go on field trips or are involved in group

discussion all the time. Many teachers misunderstand that the learner-

centred approach as [sic] a tool, but it is actually a principle. (pp. 51,

53)
This interpretation suggests that if teachers do not have a clear understanding of how
to use the LCA, then, instead of assisting students to become smarter, student
progress will be hindered by this approach (Thamraksa, 2011). Nonkukhetkhong et
al. (2006), for example, investigated secondary school teachers’ perceptions of and
use of the LCA in teaching English as foreign language (EFL) in Thailand. They
found that teachers were uncertain about the theory underlying the LCA, and that the
extent to which they implemented it depended upon their understanding. There seems
to be some doubt as to whether this approach can improve students’ learning quality.
Some teachers are not confident about how or what they should do to implement this
approach (Thamraksa, 2011). Furthermore, ‘a number of questions regarding the
feasibility, viability, and applicability of this teaching model are raised widely in the
teaching community’ (ibid., p. 61). Some teachers view the LCA as a demanding

approach. Undoubtedly, most of them do not welcome this approach because of

various factors, such as their attitudes and beliefs.
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1.2.3 New Model of Teacher Training

An additional impetus for conducting the present study came as a direct result of a
number of changes introduced in pre-service teacher training which were initiated by
the MOE to improve the quality of teachers produced in Thailand. For example, the
four-year BEd programme was replaced by a five-year BEd programme; additionally,
since 2004, an internship has been extended from one semester to one academic year.
Furthermore, in 2006, a teacher education programme at one university also added
some courses (see course descriptions in Appendix B) designed to promote learner-
centredness. All these changes in a pre-service training programme may lead to more
LC practices. As teachers are key features of learning reform, Atagi (2002)
emphasises the important role played by teacher education institutions in producing

newly qualified teachers as follows:

Teacher education institutions must prepare new teachers to
contribute to the emerging education paradigm. Teachers’ capacity
and skills are critical to the reform and the success that teacher
training colleges and the universities have in preparing teachers will
have a direct impact on teachers’ efforts at reform. (p. 19)
Despite the fact that the new pre-service teacher training programmes were
introduced in 2004, and the LCA was introduced in Thailand in 1999, how STs
conceptualise the LCA and how this approach is adopted by them have attracted little

interest among researchers. Recent research has tended to concentrate on in-service,

rather than pre-service teachers.
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1.2.4 The Importance of Teachers’ Beliefs in Research on Teaching

Interest in the LCA has grown considerably, as well as receiving greater attention
(Bullock, 2011) and the concept has been widely discussed in general education and
language learning literature (Nunan, 1988; Tudor, 1993; 1996; McCombs and
Whisler, 1997; Weimer, 2002; McCombs and Miller, 2007; Murdoch and Wilson,
2008; Blumberg, 2009). A number of studies have been undertaken to investigate the
use of the LCA by in-service teachers of primary and secondary levels in different
contexts, such as the United States (Cuban, 1993), Botswana (Tabulawa, 1998), New
Zealand and Australia (Adler et al., 2000), Namibia (O’Sullivan, 2004), Midwestern
America (Schuh, 2004), Thailand (Nonkukhetkhong et al., 2006; Prapaisit de Segovia
and Hardison, 2009), China (Wang, 2007), Turkey (Yilmaz, 2007), Kuwait (Al-Nouh,
2008) and Libya (Shihiba, 2011). However, research into teachers’ beliefs about the

use of this approach and their classroom practices is scarce.

Most of the previous studies on LC instruction have not provided a sufficient
explanation of why it is difficult to move teachers’ classroom practices toward LC
instruction. In addition, these studies have merely focused on the degree to which
teachers’ classroom practices reflected learner-centredness, and the constraints and
difficulties confronting LC teaching practices. Nonetheless, Fullan (2007) observes
that a change in teaching practices rarely occurs without a change in the beliefs of the
teacher which include his/her pedagogical assumptions and theories underpinning

new teaching practices.
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An established body of research on teaching has indicated that teaching involves both
what teachers do in the classroom (teachers’ actions) and their thinking (the reasons
that underlie their teaching) (Breen, 1991; Freeman, 1992; Borg, 1998a; Johnson,
1999). As a result, the description of teaching which simply focuses on teachers’
actions whilst they are teaching inadequately accounts for ‘why teachers do what they
are doing during lessons’ (Breen, 1991, p. 213). To understand teaching fully, it is
necessary to study both teachers’ actions and their ‘reasoning teaching’ (Johnson,

1999).

There is now ample evidence to support the premise that teachers’ beliefs are the
most important factor shaping teachers’ instructional practices, promoting change or
adopting new approaches or educational innovations, and the process of learning to
teach (Richards et al., 2001; Orafi and Borg, 2009; Borg and Al-Busaidi, 2012).
Beliefs are highly influential in appraising, accepting or rejecting, and interpreting, as
well as in understanding new information and tasks (Nespor, 1987; Borg, 2005).
Moreover, they also serve as a filter of the information that pre-service teachers are

given during a teacher education programme (Pennington, 1996).

Teachers’ beliefs are of central importance in improving teaching, together with

understanding teacher learning. As Borg (2009) points out:

We cannot properly understand teachers and teaching without
understanding the thoughts, knowledge, and beliefs that influence
what teachers do. Similarly, in teacher education, we cannot make
adequate sense of teachers’ experiences of learning to teach without
examining the unobservable mental dimension of this learning
process. (p. 163)
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Additionally, Johnson (1994) argues that teachers’ beliefs have powerful effects on
how information on teaching is translated into classroom practice, and understanding
teachers’ beliefs is essential to improving teaching practices and teacher education
programmes. It is also widely acknowledged that beliefs are more influential than
knowledge in determining, as well as shaping how teachers organise, along with
defining tasks (Nespor, 1987; Williams and Burden, 1997) and what teachers learn

and how they learn it (Richardson, 1996).

The preceding discussion indicates that there is a clear need to study how pre-service
teachers understand the LCA and to what extent LC teaching is reflected in their

classroom practices.

In the sections above | have described the various factors that influenced me to
conduct the current study. These were my personal interest, the nature of the
educational reforms taking place in Thailand, together with the development of a new
model for teacher training, and the scarcity of research into how teachers’
understanding of the LCA affects their use of the approach. The discussion indicates
that there is a clear need to study how pre-service teachers understand the LCA and to

what extent they are using it in their practice.

1.3 Context of the Study

Prior to providing some background about the educational system and English

language teaching in Thailand, it will be useful to give a brief description of the
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importance of Thai culture to learners and teachers, English in Thailand, the Thai
educational system, and English language teaching in the country. Thailand is at
present encountering a problem in that, despite the acknowledged importance of
learning English in schools, and despite the fact that English is used widely in official
circles and in the media, the learning outcomes of Thai learners in the subject remain

extremely poor.

1.3.1 The Salience of Thai Culture to Learners and Teachers

Thai society has been imbued with the notions of inequality and hierarchy.
Historically, the organisation of Thai society was based firmly upon the Sakdina
system. This system was ‘a ranked, stratified, caste-like social hierarchy with a
cleavage between two major strata ... which represented a rigid division between the

... ‘upper class persons’ and ... ‘lower class persons’ (Scupin, 1988, p. 332).

Since the thirteenth century (the Sukhothai period), the development and stability of
the country have been dependent upon the intellectual capacity of the monarch.
Kings in Thailand have absolute power and are at the apex of the social hierarchy
(Ingersoll, 1975). According to Scupin (1988, p. 333), all Thai and Western scholars

would agree that the principal characteristics of Thai society are as follows:

There is a definite differential distribution of wealth, power, authority,
privilege and other status prerogatives within the Thai social order.
Furthermore they would agree that notions of inequality and status
based upon phdujaj [grown-up or superior]/ phGundsj [child or
subordinate], and royal/ non-royal distinctions are integral aspects of
the Thai social strata. These conceptions of rank and hierarchy are
imbued with and conjoined with the Thai religious and moral ethos.

11
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It is essential that subordinates (phunoi) show their respect (khaorob) to, obey
(chueafang), and do nothing that would displease (krengjai) their superiors
(Rabibhadana, 1975). These three concepts are highly influential, not only in Thai
society as a whole, but also in schools. The patterns of deference in Thailand can be

described as follows:

Children are expected to be obedient toward their parents ...
Independent behavior on the part of a child is not encouraged. Respect
for parents and other elders is seen as a basic virtue ... [and] lasts
through adulthood ... Parents and grandparents are treated with formal
deference even after their children have actually taken control of their
own lives. (Hofstede and Hofstede, 2005, p. 51, original emphasis)

The hierarchical social structure is also apparent in the Thai educational context, in
which ‘teachers are treated with respect’ (ibid., p.51) and accorded a high status.
Therefore, it is not appropriate for Thai students to question their teacher, or if they
do ask their teacher to repeat an explanation (Foley, 2005) they will feel ‘krengjai’
(an amalgamation of feelings: deference, diffidence, consideration and respect
(Klausner, 1993)). Additionally, they dare not contradict their teachers. Teachers are
considered to be ‘the second parents whose mission is not only to impart knowledge,
but [also] to teach morals and mold the students to be good citizens in society as well’
(Thamraksa, 2011, p. 63). Thai teachers are addressed as ‘Khru’ or ‘Ajarn’, both of
which refer to someone who teaches disciples and someone “who spreads knowledge
to his disciples’ (Foley, 2005, p. 228). The image of the teacher in Thai society is that
of ‘a righteous guru’ (Thamraksa, 2011) who has great knowledge and the authority
to be responsible for students’ learning. It is clear that students are followers. Given

this large power-distance situation between teachers and students, it is unsurprising

12
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that the teaching and learning process becomes teacher-centred (Hofstede and
Hofstede, 2005). This power-distance situation and the structure of Thai society
undoubtedly have an impact on how students are taught. Thus, in order for teachers to
become more learner-centred, the power distance between teachers and students

needs to be reduced.

Buddhism, the dominant religion in Thailand, is also influential over the Thai world-
view, general Thai social behaviour, as well as classroom teaching and learning
behaviour (Brown, 2004). This religion leads the Thai people not only to accept their
positions in the society, but also to be satisfied with what they have. The most
influential concepts in Thai society are the notion of ‘Karma’ and that of hierarchical
status. Karma may be defined as ‘something like a profile of one’s meritorious and
sinful acts and thoughts’ (Foley, 2005, p. 227). The concept of Karma causes Thali
people to avoid whenever and wherever possible emotional extremes, conflict and
confrontation (Baker, 2008). This notion comes into play in the way teachers teach

and the way students learn.

1.3.2 English in Thailand

The rapid development of information and communications technology and the
resulting creation of a borderless world have turned English into the central pivot of
economic competitiveness in the global market (Atagi, 2002; Prapaisit de Segovia
and Hardison, 2009). English is the most important foreign language in Thailand, and

is in fact considered to be the de facto Thai official second language. It is widely used
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in the media, in addition to Thai and Chinese, is used extensively in ‘education and is
a lingua franca for international relations and business’ (Baker, 2008, p. 135).
Nowadays in Thai society, national newspapers, some local publications, TV
programmes, radio stations and films are also available in English. English is also

perceived to be an essential language for the Thai tourism industry (Baker, 2008).

English is important and crucial, since it is used as a tool for ‘communication,
education, seeking knowledge, livelihood and creating understanding of cultures and
visions of the world community’ (Ministry of Education, 2008, p. 252). English is
deemed to be a language for both communication and new technology (Wiriyachitra,
2002; Wongsothorn et al., 2002). Moreover, Thais who have a good command of
English will have better opportunities, and be able to access modern technology and
communication, as well as advance professionally (Kam, 2002; Foley, 2005). Today,

English has become vitally important to the development of the country.

1.3.3 Thai Education System

The current Thai education system was profoundly influenced by the 1999 National
Education Act (the Act was amended in 2002) and the Constitution of the Kingdom
of Thailand promulgated in October 1997. The enactment of the 1999 National
Education Act and the constitution resulted in the commencement of education
reform in Thailand which brought considerable changes to the education system.
Some examples of these changes include: first, a 12-year free basic education scheme
was first granted in Thai history in October 2002, and was extended to 14 years in

May 2004, by including 2 years of pre-primary schooling (UNESCO, 2010). The
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basic Thai education system is a 6: 3: 3 system, consisting of 6 years of primary
(Pratomsuksa 1-6: Grades 1-6), 3 years of lower secondary (Matayomsuksa 1-3:
Grades 7-9), and 3 years of upper secondary education (Matayomsuksa 4-6: Grades
10-12) (Punthumasen, 2007). A free basic education of twelve years is guaranteed by

the Thai constitution.

Second, all ‘learners have the ability to learn and develop. Learners are the most
important component” (Wiriyachitra, 2002, p. 2). Third, the process of teaching and
learning needs to be changed in order to enable learners to ‘develop themselves at
their own pace and to the best of their potentiality’ (Office of the National Education
Commission, 1999, p. 10). Consequently, a LCA is a must. The focus of English
language teaching is on learners, and on communication. Additionally, the teacher
should aim to promote thinking skills, critical thinking, learning skills, self-learning
strategies and moral development (Baker, 2008; Bureau of International Cooperation,

2008). These major alterations reflect the need for LC instruction.

1.3.4 Characterising Thai EFL Teaching

In 1996, English was offered as a foreign language to Grade 1 students in Thai state
schools. Students at some private schools started learning English at the age of five,
in other words, two years earlier (Kindergarten: Anubarn 1-2). English became a
compulsory subject for all primary students from Grade 1 onwards in 1996. Apart
from having a place in the basic education core curriculum for the three educational
levels: (Pratomsuksa 1- Matayomsuksa 6: Grades 1-12), English is the most common

language taught in primary schools, as well as in secondary schools and universities,
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although other foreign languages are optional. Therefore, ‘English enjoyed a very

high status” (Wongsothorn et al., 2002, p. 108) in Thai education.

One of the core subjects in the basic education curriculum is foreign languages.
However, English is ‘the foreign language constituting basic learning content that is
prescribed for the entire basic education core curriculum’ (Ministry of Education,
2008, p. 252). The English curriculum is based on four strands (widely known as
4Cs), namely communication (Language for communication), culture (Language and
culture), connection (Language and relationship with other learning areas), and
community (Language and relationship with community and the world) (ibid., pp 21-
22). Under each strand, learning standards need to be attained. For example, the
fourth strand is ‘Language and Relationship with Community and the World’. This
strand consists of two learning standards (Learning standards are ‘the goals to be
achieved in developing learners’ quality’ (p. 8)). One is ‘to use foreign languages in
various situations in school, community and society’ (p. 22), and the other is to use
languages as ‘basic tools for further education, livelihood and exchange of learning
with the world community’ (p. 22). The main aim of the English curriculum is to
improve students’ communicative competence, as Thai students seem to be

unsuccessful at communicating in English.

Different numbers of hours are allotted for learning English at each level.

Nonetheless, this timeframe can be adjusted according to schools’ capabilities.

Primary students must study English 2-4 periods per week, while secondary students
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spend 6-12 periods per week (50 minutes per period) studying English. The time in

hours for studying English per semester is shown in Table 1.1.

Table 1.1 Time allocation for studying English

Primary level Secondary level
Subject
Grades 1-3 Grades 4-6 Grades 7-9 Grades 10-12
English 40 80 120 240
(3 credits) (6 credits)

To promote students’ linguistic and communicative competence is clearly stated as
the aim of learning foreign languages; the majority of students, however, fail to
achieve the standards required (Wongsothorn et al., 2002). The quality of English
language teaching along with that of other core subjects, such as mathematics and
sciences, at primary and secondary levels has been measured by the O-NET
(Ordinary National Educational Test) since 2006. The 2011 O-NET average scores in
English of Grade 9 students, reported by the National Institute of Educational Testing
Service (NIETS), were under 31% (see Table 1.2). Furthermore, the average score for
the English test was the lowest in all levels (Grades 6, 9 and 12) over the past three
years (2009-2011). According to these average scores in the national standardised O-
NET, English was the worst performed subject among primary and secondary Thali
school students (see Table 1.2). The logical question that may be asked is: why do
Thai students perform so poorly despite spending several years studying English and
despite the widespread use of English in the media? An additional problem is that the

teaching methods used by the teacher may not be aligned with the aims stated in the
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curriculum. The poor performance of students may indicate the need for a new

pedagogy (Kaewmala, 2012).

Table 1.2 O-NET average scores for eight subjects tested (2009-2011)

2009 2010 2011
Subject
P.6 M.3 M.6 P.6 M.3 M.6 P.6 M.3 M.6
English 31.76 2254 2398 20.99 16.19 19.22 38.37 30.49 21.80
Thai 38.59 3536 46.47 31.22 4280 4261 50.04 4811 41.88
Social 33.91 39.70 36.00 47.07 40.85 46,51 5222 4273 33.39
Science

Mathematics 35.89 26.05 2856 34.85 2418 1499 5240 32.08 2273

Sciences 38.68 29.16 31.03 4156 29.17 30.90 40.82 3219 27.90
Health 64.77 56.70 4537 5431 7197 62.86 58.87 50.87 54.61
Education

Arts 4250 3295 37.75 41.10 28.48 32.62 46.75 4350 28.54

Vocational 51.70 33.86 32.98 5252 47.07 43.69 5538 47.29 48.72
Education

Note: P6 (Grade 6); M. 3 (Grade 9); M.6 (Grade 12)
Adapted from: Office for National Education Standards and Quality Assessment
(ONESQA):http://www.onesqga.or.th/onesqga/th/download/index.php?DownloadGroup

ID=121

The biggest problem associated with English teaching in Thai schools is that students
perform poorly, in both national and international tests (Kaewmala, 2012), such as
TOEIC (Test of English for International Communication) or TOEFL (Test of

English as a Foreign Language) (Wongsothorn et al., 2002; Punthumasen, 2007;
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Educational Testing Service, 2009). Undergraduate students’ communicative
proficiency is also below the expected standards (Mackenzie, 2002). This failure may

be caused by several factors.

Crucial factors in the poor performance of students include: for Thai students, English
is not their favourite subject, and their interest in studying English is poor,
particularly in rural areas. Their respect for teachers may cause them to become
passive. The majority of the students are not confident in their ability to use English,
and furthermore, they lack ‘willingness to speak due to a culturally—based seniority
system and shyness’ (ibid., p. 59). They have limited exposure to English in the

classroom and do not use English in their daily lives.

Other factors which may be contributing to poor performance are the fact that English
lessons at schools are still being conducted in Thai (Mackenzie, 2002; Foley, 2005),
the teaching-learning process is deeply ingrained in rote learning, and the state of
teacher training is poor (Mackenzie, 2002). In addition to these problems, most
teachers still focus on the grammar-translation method, and prefer to teach reading
and writing skills, rather than listening and speaking skills. The main causes of low
English language proficiency in many countries, including Thailand, are a shortage of
qualified teachers of English (Atagi, 2002; Punthumasen, 2007; Hayes, 2010),
inadequate teacher preparation (Foley, 2005; Baker, 2008; Prapaisit de Segovia and
Hardison, 2009), and the high stakes university entrance examinations (Wongsothorn
et al., 2002). Accordingly, teachers certainly play a crucial role in improving

students’ English proficiency, along with implementing the reform initiatives. As
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Fullan (2007) notes, ‘educational change depends on what teachers do and think - it is
as simple and as complex as that’ (p. 129). In order to improve students’ English
proficiency, there is a pressing need to improve how English is taught and to
understand the beliefs teachers hold. Moreover, pre-service teachers must be well
prepared to teach in a LC way; it is thus necessary to access their thinking, which

influences and directs their teaching (Freeman, 1992).

1.4 Aims of the Study

The main purpose of the present study was to explore how Thai pre-service teachers,
whose major was English, perceived and adopted the LCA during their internship.
The objectives of this investigation were to obtain an understanding of how the LCA
is perceived by Thai STs, and to investigate the extent to which Thai STs are
currently using the LCA in their classroom practices. In addition, an attempt was
made to identify the relationship between STs’ beliefs and their classroom practices,
in order to shed light on the factors affecting their use of this approach. It was hoped
that these insights would be helpful in developing a more effective pre-service

English teacher education programme in Thailand.

1.5 Research Questions

This study aimed to address the following research questions:
1. What is the Thai STs’ understanding of the LCA?

2. To what extent did STs apply the LCA to teaching during their internship?

20



Chapter 1 Introduction

3. What is the relationship between their understanding and their classroom

practices, with regard to the LCA?

1.6 Significance of the Study

Although, as mentioned earlier (see section 1.2.4), there is a growing body of studies
on the LCA which have been undertaken in different contexts, there is a dearth of
research examining both beliefs about the LCA and classroom practices. This study
represents an initial attempt to fill a number of the gaps identified by Borg (2006b;
2009) and previous studies. The focus of this study was on uncovering the beliefs of
non-native speaker (NNS) EFL pre-service teachers studying on a five-year teacher
education programme, and on determining which Thai STs are currently using the
LCA in their classroom practices. The importance of this study includes: 1) a focus
on NNS pre-service teachers rather than on NS pre-service teachers as in previous
studies, 2) the fact that the participants in this study were teaching secondary students
in four different state schools; the participants in previous studies have been teachers
at private language schools or those studying for master’s degrees, and 3) the

geographical context of this study, which to date remains relatively unexplored.

The findings of this study will make significant contributions to improving the quality
of pre-service teachers’ teaching, since the more we understand about STs’ thinking,
the more we will be able to improve their teaching. It is evident that the study of
teachers’ beliefs can shed some light on the way they teach and have profound effects

on pedagogical practices (Johnson, 1994; Fang, 1996; Borg, 2003; 2006b; 2009).
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Since the initiation of the education reform, the LCA has been introduced to the Thai
education system, and a new model of pre-service teacher training has been initiated,
it is now time to discover ‘where we are with learner-centred education’ (Graan,
1998, p. 1). Without these findings, we cannot know where we are at this moment,
and it is hoped that the outcomes of this study will help Thai educators to improve not
only English language teaching (ELT) and learning and language teacher education
programmes, but also to develop pre-service teachers (Li and Walsh, 2011) at
Rajabhat universities, where the majority of primary and secondary teachers are
educated (Atkinson et al., 2008) in my country, and also that they will be helpful for
teacher education programmes in other countries which have similar contexts. This
study may help teacher educators with their work, giving them a better understanding
of those factors which facilitate and impede pre-service teacher learning, which will,
in turn, lead to more effective teacher education (Phipps, 2009). As a consequence,
they will be able to provide pre-service teachers with more assistance and support not
only in order to improve their LC teaching practices, but also to facilitate the process

of their learning to teach.

To date, within the field of language teaching, insufficient information has been
provided on pre-service teachers’ beliefs about the LCA and their classroom practices
in the literature, not only in a Thai context, but also in the wider context. The aim of
the present study is thus to broaden current knowledge of pre-service teachers’
understanding of the LCA, and to what extent this approach is reflected in their

teaching practices.

22



Chapter 1 Introduction

1.7 Overview of the Thesis

This thesis is organised into seven chapters.

In Chapter 1 the justification for conducting this study has been stated. The status of
English in Thai society, the Thai education system and English education in the Thai
context have been discussed, including an account of the main requirement for the
LCA by the Thai education reform and the importance of teacher cognition in fully
understanding teaching. The scope of this study has been framed through a

description of the aims and research questions.

Chapter 2 is devoted to a discussion of the theoretical framework underpinning the
current study, the LCA. A comprehensive picture of the LCA, covering theoretical
and practical perspectives, which is rarely found in the literature, is presented. It
establishes the framework for data analysis by contrasting the notion of the TCA and
the LCA. The characteristics of TC and LC teaching practices in mainstream
education and English language teaching are then introduced. A review of studies on
the LCA in various contexts is presented in order to demonstrate the existing gaps in

the current research agenda for LC instruction which the present study addresses.

Chapter 3 explains the second theoretical dimension of the research, language
teacher cognition, and looks at how research into teacher cognition has become a key
area of research on teaching. Definitions of beliefs and knowledge are provided, and a
discussion of the origin and significance of beliefs, together with the relationship

between beliefs and classroom practices is also included. Language teacher cognition,
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the beliefs of pre-service teachers, along with LC beliefs are described. This chapter
argues that there is insufficient information about the beliefs of pre-service teachers in
regard to the LCA. The existing research on learner-centredness in ELT is explored in

order to identify the gap and provide a rationale for the design of the present study.

Chapter 4 contains an account of the research paradigm and research methodology
adopted in this study. Additionally, the design, the context and the research
participants are described in detail. A detailed description of how the data were
collected and analysed is provided, and finally, the strategies used to enhance the

quality of this study and ethical issues are explicated.

In Chapter 5 the data obtained for the study are presented. To provide insights into
LC teaching, pre-service teachers’ beliefs and their actual classroom practices in
relation to the LCA are discussed, using extracts from their verbal commentaries on
their practices and from classroom observation data. The relationship between their
beliefs and their classroom practices is clarified through a comparison between what
they said in their interviews and what the researcher observed of their actual
classroom practices. The final section of this chapter deals with the extent to which

STs’ classroom practices reflect a learner-centred approach.

Chapter 6 contains a discussion of the findings in relation to the research questions,
and to the findings of previous studies. This chapter consists of four sections. The
first section highlights pre-service teachers’ understanding regarding the LCA; the

analysis reveals both their understanding of and their misconceptions concerning the
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approach, which will be valuable information for the development of pre-service
teacher training. In the second section the STs’ application of the LCA is examined,
while section three contains a description of the relationship between their stated
beliefs and their classroom practices. The last section sheds light on contextual
factors which have an impact on STs’ adoption of the LCA, and which are

constraining them from translating their beliefs into practice.

Chapter 7 contains a summary of this study and of the main research findings. It
illustrates how the findings of this study can be utilised by a language teacher
educator and how the methodology used in the current study might be applied to
future research in this area. The contributions and limitations of the study, together
with recommendations for further research are then provided. This chapter concludes

with final remarks.
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Chapter 2. Learner-Centred Approach

2.1 Introduction

As indicated in the preceding chapter, the aim of this study was to uncover student
teachers’ understanding of the learner-centred approach (LCA) and examine the
extent to which their teaching reflects the characteristics of the LCA during their
internship. To answer the research questions of the current study, an explanation of
this approach is indispensable, as it forms part of the conceptual and analytic
framework of the study. This chapter critically examines the philosophical and
psychological foundation of the LCA, in comparison with the traditional, more
dominant, teacher-centred approach (TCA), which is still deeply rooted in the Thai
education system. | will then highlight the characteristics of the learner-centred (LC)
teaching practices by contrasting them with those of the TCA in education in general
and in foreign language teaching in particular. The chapter concludes with a critique

of research literature on the LCA and gaps in the current research.

It is first necessary to present the definition of the LCA employed in this study, since
there has been some confusion concerning both the concept and the definition of the
LCA (Farrington, 1991; Prapaisit, 2003; Thamraksa, 2011). In this study, the LCA is
defined as an approach where the teaching-learning process puts the learner and
his/her needs at the centre, and emphasises the construction of knowledge by
students, student involvement in every stage of the educational enterprise, and student

responsibility. (Nunan, 1988; National Institute for Educational Development, 1999;
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Lea et al., 2003; Kumaravadivelu, 2006a). The terms ‘learner-centred’” and ‘student-

centred’ are employed interchangeably in the present study.

Over the past several years, two teaching approaches have received considerable
attention: the TCA and the LCA. These two approaches seem to be widely known
among teachers. However, for many teachers there is still some confusion about these
two approaches and many teachers question in what way they are distinct from each
other. A detailed account of the theoretical principles underlying these two

approaches is therefore first presented.

2.2 Teacher-Centred Approach

The foundation of the TCA is derived from the behaviourist view of teaching. This
theory believes that all behaviour can be introduced, strengthened or eliminated by
conditioning, stimuli and reinforcement (reward or punishment). Learning is
described in terms of some forms of conditioning (Williams and Burden, 1997). The
view of teaching in this approach is defined as ‘to instruct’ or ‘to impart knowledge
or skill’ (Rogers and Freiberg, 1994, p. 151), and learning is the receiving of
knowledge transmitted by either teachers or books (Malderez and Bodoczky, 1999).
In this approach, education clearly means ‘the process of pouring in’ instead of
‘drawing out’” (Dewey, 1956, p. 36). ‘Students are viewed as ‘empty’ vessels and
learning is viewed as an additive process’ (Napoli, 2004, p. 2). Consequently, the
main focus of the teaching and learning process is on covering content. This makes

this approach one that clearly focuses on teaching, not learning. Accordingly, teachers
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are viewed as the centre of knowledge since they determine what, how and when
students will learn without the learners’ participation (Harden and Crosby, 2000).
Learning is controlled and delivered mainly by the teacher. This approach has a
plethora of synonyms, such as didactic teaching, lockstep teaching, instructor-centred
teaching, and the traditional approach. There is no doubt that in this approach,
students have little opportunity to interact with each other or to make decisions,
because they invariably do whatever the teacher tells them to do. The main drawback
of this model is that the teacher apparently gives meagre attention to developing
learners’ ability to think, learn or solve problems independently. However, this
approach has been hugely influential in how teachers teach globally. In Thailand it
has been heavily criticised for failing to prepare Thai students for the competitive

world of business and Thailand’s growth (Pillay, 2002a; Wiriyachitra, 2002).

As the emphasis of didactic teaching is on transmitting large quantities of knowledge,
learners are neither involved in constructing knowledge nor trained to be responsible
for their own learning. Hence, learners have limited roles to play in the learning
environment. The lack of learner involvement makes what they have to learn seem
irrelevant, less interesting and non-meaningful, which is one of the shortcomings of
this approach. The main function of assessment is to monitor learners’ academic
progress, rather than to diagnose their learning problems and promote learning.
Assessment emphasises low-level thinking (Anderson et al., 2001) using paper tests.
The TCA has been deeply rooted in educational enterprise not only in Thailand
(Foley, 2005) but also at all levels worldwide (Cuban, 1993).The discussion in this

section has revealed that in the TCA, learners are viewed as empty vessels. The
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psychological theory underlying this approach viewed learning as a mechanistic
process, while the aim of teaching is viewed as being to impart knowledge. These

foundations have straightforward implications for educational practice.

Its philosophical and psychological foundation makes the TCA distinctly different
from the LCA. The TCA is based on behaviourism while the LCA is derived from
constructivism and humanism. It is clear, then, that these two theories view learning
differently. In the LCA, the focus is on the learner, while in the TCA, the focus is on
a body of knowledge. This makes the characteristics of the teaching practices of these
two approaches obviously distinct. The nexus between philosophical and
psychological practices is vital, as it helps create teachers’ understanding and
appreciation, which may lead to the shift in their practices. This is the subject of the

following section.

2.3 Learner-Centred Approach: Theoretical Construct

The LCA has its philosophical and psychological roots in progressive theoretical
perspectives, constructivism, humanistic psychology and experiential learning, along
with learner-centred psychological principles (see section 2.4 for more details). These
roots supply the theoretical foundations for learner-centred (LC) teaching practices
(APA Work Group of the Board of Educational Affairs, 1997; Yilmaz, 2007).
Understanding the foundation of this approach is crucial to developing a deeper
understanding of how to put the approach into practice and of understanding what

learner-centred teaching actually consists of.
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2.3.1 Philosophical Foundation

The key philosophical perspectives of child-centred education are based on children’s
natural development, their interests, their individual differences, the importance of
play, as well as a supportive learning environment in learning, and learning by
experiencing and discovering. Three figures were influential in establishing the
philosophical foundation for child-centred education, namely, Rousseau, Pestalozzi
and Froebel. The notions of learner-centredness have their origins in the Western
philosophy of child-centredness. The philosophical foundation of the LCA was
Rousseau’s (1712-1778) philosophy of education, which is mainly expounded in his

book entitled ‘Emile’ (Entwistle, 1970; Tabulawa, 2003).

Rousseau’s key tenets regarding learner-centredness are naturalism and
individualism. The term *naturalism’ refers to the idea that ‘the child should be left
alone to grow naturally without interference from teachers ... or other authority
figures’ (Dunn, 2005, p. 158). In Emile, Rousseau introduced a type of education that
was ‘natural, child-centred, and experience-based’ (Henson, 2003, p. 7). He
emphasised the fact that children have their own ways of ‘seeing, thinking, and
feeling’ (Rousseau, 1762, p. 54), and that it is essential that children should be
permitted to develop naturally. The more opportunities they have to explore, discover
things and find things out, the more children can learn. Rousseau argued that they
should not be forced to learn. One important idea in Rousseau’s account is that
children should make sense of the world in their own way. Therefore, instead of

relying on the teacher, they should be encouraged to construct knowledge, and
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discover and explore things freely (Dunn, 2005). This has become one of the

fundamental principles of the philosophy of learner-centredness.

For Rousseau, educating children does not mean teaching them knowledge, but
rather, developing children’s interests, promoting their natural growth, as well as their
desire to learn. He said, ‘do not teach the child many things. ...It is madness to try to
make your child learn. It is not your business to teach him the various sciences, but to
give him a taste for them and methods of learning them’ (Rousseau, 1762, pp. 134-
135). His account clearly implies that education is a matter of discovering and
experiencing (Darling, 1994; Davies et al., 2002). Rousseau’s most famous
contribution to child-centred education is the idea of the learner learning, instead of

the teacher teaching (Davies et al., 2002).

Another key guiding principle in Emile which has become a notion of the LCA, is the
appreciation of individual differences. In traditional education, it is assumed that
there are no differences among children. According to Rousseau, ‘every mind has its
own form’ (Rousseau, 1762, p. 58). For this reason, there is a need for education to be
individualised to take into account children’s differences, along with their needs and
their levels of development. These ideas lead to a shift of focus from teaching to
learning and to a change from viewing students as passive recipients of knowledge to

seeing them as active and participatory players.

Rousseau’s way of thinking about children was elaborated further by another

educator, Pestalozzi (1746-1827). Pestalozzi claimed that children need to be
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educated physically, mentally and emotionally, and furthermore, ‘children should be
nourished like a plant while they learn by doing ... teachers must respect children’
(Henson, 2003, p. 8, original emphasis). He explicitly stated that the subject matter
needs to harmonise with the ability of children. This idea was adopted in Scotland’s
Primary Memorandum and England’s Plowden Report in the 1960s and became the
landmarks in the growth of child- or learner-centred education in Britain (Darling,

1994; Croft, 2002).

Froebel (1782-1852) took the new thinking of education forward. His view of the
philosophical foundations of LC education embraced the idea that ‘[the child] is
placed in the centre of all things, and all things are seen only in relation to himself, to
his life” (Froebel, 1826, p. 97). An additional idea that enabled Froebel to advance LC
education was that a happy and harmonious environment is of vital importance to the
growth of children. Moreover, through play and self-activity, the whole person can be
developed. Children learn willingly and better through play (Chung and Walsh,
2000). The role of the teacher is to provide a supportive learning environment for
children’s growth. The term “child-centred’ was first used by Froebel and, in addition,
his elaboration on child-centred education was influential in shaping education in

America, as well as in Europe in the late 19" and early 20" century (Wang, 2007).
Dewey (1859-1952) further developed these ideas and emphasised ‘the learner’s

interaction with the physical environment’ (Rallis, 1995, p. 225). He also defined the

child-centred approach as being one in which ‘the child is the starting point, the
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centre, and the end’ (Dewey, 1956, p. 9). Additionally, he contrasted this approach
with traditional education. In the words of Dewey (1956), in traditional education:
The centre of gravity is outside the child. It is in the teacher, the
textbook, anywhere and everywhere you please except in the
immediate instincts and activities of the child himself ... Now the
change which is coming into our education is the shifting of the
centre of gravity. It is a change, a revolution, not unlike that
introduced by Copernicus when the astronomical centre shifted from
the earth to the sun. In this case the child becomes the sun about
which the appliances of education revolve; he is the centre about
which they are organized. (p. 34)
The above quotation indicates that the centre of the school should be the child, rather

than the curriculum.

For Dewey, the primary function of education was to take hold of the learner’s
interest, to give him/her direction, and to promote the growth of the learner (Dewey,
1944; 1956; 1997). In terms of the role of the teacher, in LC education, the teacher is
a co-planner who organises activities to encourage learning and make learning easier,

together with giving the learner direction.

2.3.2 Psychological Foundation

Parallel to the philosophical ideas underlying the LCA, discussed in the previous
section, the development of the LCA was also influenced by the psychological view
of teaching and learning. ‘Constructivism is a learner-centred educational theory that
contends that to learn anything, each learner must construct his or her own
understanding, by tying new information to prior experiences’ (Henson, 2003, p. 13).

Constructivism is defined as ‘a theory stating that by reflecting on our experiences we
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construct the world in which we live’ (Dunn, 2005, p. 220). It is further divided into
two schools of thought. The first of these focuses on each student’s perceptions
(cognitive constructivism: a view that ‘focuses on individual, internal constructions of
knowledge’ (Eggen and Kauchak, 2013, p. 188)), while the second focuses on the
interaction among students (social constructivism: “all learning takes place through
socially and culturally meaningful interaction with the environment’ (Dunn, 2005, p.
233)). Thus, the constructivists’ view of learning is completely different from that of
the behaviourists, since constructivists regard learning as a dynamic process jointly

constructed by learners.

The primary focus of constructivism is that knowledge is seen as something
subjective and dependent on the learner. Individuals construct knowledge based on
their own experience, and therefore, learning is an active process and occurs through

social interaction.

Constructivism

Piaget (1968) believed that learners must be active. A key facet of Piaget’s theory of
learning and thinking is the interaction of genetic and environmental factors which
contribute to cognitive development. The implications of Piaget’s work for LC
education are that knowledge cannot be passed on, but needs to be constructed and
reconstructed by the learner (Ginsburg and Opper, 1988; Sutherland, 1992; Ginn,
2002; Proulx, 2006). Piaget claims that the dual process of intellectual growth is
assimilation (organisation) and accommodation (adaptation). By assimilation, Piaget

(Piaget, 1968, p. 63) means ‘the process whereby an action is actively produced and
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comes to incorporate new objects into itself (for example, thumb sucking as a case of
sucking)’. Changing ‘existing schema to fit the new information’ (Dunn, 2005, p.
235) is accommodation. Activities are the essence of cognitive development, as
children have opportunities for assimilation and accommodation through exploring,
questioning, experimenting, manipulating and searching out answers for themselves
(Eggen and Kauchak, 2013). Undoubtedly, this shifts the role of the teacher from that
of an authority figure to that of a facilitator or a guide (Dunn, 2005) who assesses the
child’s present cognitive level, strengths and weaknesses, as well as guiding and
stimulating the students (Wood, 1998; Ginn, 2002). Piaget believed that ‘to
understand is to discover, or reconstruct by rediscovery’ (Piaget, 1973, p. 20) rather

than to make the child listen and repeat.

One of Vygotsky’s key concepts which inform LC teaching practices is that “social
interaction facilitates learning” (Eggen and Kauchak, 2013, p. 190). In contrast to
Piagetian concepts which viewed learning as ‘knowledge construction as an
individual process’ (ibid., p. 188), Lev Vygotsky (1896-1934) emphasised the role of
social interaction in the development of cognition. Social constructivism focuses on
the role of others as learning mediators and the importance of culture in learning.
Learning is a social and collaborative activity. One of the best known Vygotskyan
concepts is that of the zone of proximal development (ZPD). According to Vygotsky
(1962), the ZPD refers to ‘the discrepancy between a child’s actual mental age and
the level he reaches in solving problems with assistance’ (p. 103). He further asserts
that “‘with assistance, every child can do more than he can by himself - though only

within the limits set by the state of his development’ (p. 103). The main contribution
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of the ZPD to the concept of learner-centredness is the idea that the learner is able to
learn more if he/she has an opportunity to interact with the teacher and other learners.
With the assistance and support of the teacher and more competent peers, the learner
can move to a higher level of learning. Hence, the teacher is expected to play a key

role in helping the learner to learn (Carlile and Jordan, 2005).

Humanistic Approach

The key concept of humanistic approaches which affects learner-centredness is the
development of the whole person. Thus, education is not solely cognitive or
intellectual, but involves the whole person (Rogers, 1969; Rogers and Freiberg,
1994). Rogers (1902-1987) argues that human beings have a natural potential for
learning (Patterson, 1973; 1977; Blackie et al., 2010). The important implications of
this approach for LC instruction are the relevance of the subject matter and learners’
active participation in the learning process (Williams and Burden, 1997). Learning
tends to be long-lasting when it is meaningful, personally relevant, self-initiated and
when it involves feelings as well as cognition. The main purpose of education should

be the facilitation of learning (Patterson, 1977).

Humanistic psychology has made significant contributions to LC teaching. Examples

of the main themes include:

e The whole person

e The human motivation towards self-realization

e Education as a life-long process

e Respect for an individual’s subjective experience
e Self-empowerment (Underhill, 1989, p. 251)
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Psychological knowledge has exerted considerable influence over the development of
the LCA. The powerful message provided by constructivism is that learning takes
place through the construction of knowledge and social interaction. Humanistic
approaches emphasise the fact that the cognitive and affective domains are of
paramount importance to the learning process, and experiential learning needs to be
underscored. It is also essential to recognise the vital role of the learner as an active
participant in the teaching-learning process. The teacher becomes a facilitator of
learning, providing a supportive learning environment. In order to conceptualise LC
teaching practices, it is necessary to have an understanding of the philosophical and

psychological foundations of this approach.

Having discussed the origins of the key philosophical and psychological foundations
of learner-centredness throughout history, in the subsequent section we will elaborate

on and clarify underlying principles of its contemporary meaning.

2.4 Learner-Centred Approach: Contemporary Meanings

2.4.1 Learner-Centred Model: A Holistic View

The meaning of learner-centredness has been continuously expanded, developed and
redefined. During Rousseau and Dewey’s period, ‘child-centred education” was a
widely used term. In the last 25 years, more people have used the term ‘learner-
centredness’, since this term clearly covers a wider range of learners (McCombs and
Whisler, 1997). According to McCombs and Whisler (1997), the term learner-centred

is broader than child- or student-centred, and can best be described as:
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The perspective that couples a focus on individual learners (their
heredity, experiences, perspectives, backgrounds, talents, interests,
capacities and needs) with a focus on learning (the best available
knowledge about learning and how it occurs and about teaching
practices that are most effective in promoting the highest levels of
motivation, learning and achievement for all learners). This dual
focus then informs and drives educational decision-making. (p. 9)

This definition lucidly indicates that learner-centredness takes both the learner and
the learning process into consideration (see Figure 2.1). Crucially, the learner is used
as a frame of reference for all decisions made. The teacher needs to be knowledgeable
about how learning occurs and how to promote the learner’s motivation, learning and
achievement. The contemporary meaning of LC rests on learner-centred
psychological principles (LCPPs). These principles are of central importance because
they provide ‘the scientific basis for holistic instructional practices’ (McCombs and

Miller, 2007, p. 22).
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Learning

Child- or student- Knowledge

centred approaches

Learning-centred
approaches

Factors/Domains Impacting Learners and Learning

e Cognitive and Metacognitive
e Motivational and Affective

o Developmental and Social

e Individual Differences

The 14 Learner-Centred Principles

Figure 2.1 Learner-centred model: A holistic perspective

(Adapted from McCombs and Miller, 2007, p.23)

As shown in Figure 2.1, the LC model has the LCPPs as its foundation. These
principles embody the philosophical and psychological foundation of child-centred
education (see Table 2.1). It provides a framework which can be translated into
practice, focuses on a strong knowledge base in learning, as well as on what best
promotes learning. The LC model also integrates the ‘best qualities of both learner-
centred (child-centred) approaches with approaches that emphasise knowledge

acquisition and content’ (ibid., p, 22).
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The premises of a LC model are: 1) learners’ distinctiveness and uniqueness must be
attended to and respected in order to engage them and make them responsible for
their own learning; 2) learners are able to learn more effectively and efficiently when
their unique differences are taken into consideration; 3) learning occurs best ‘when
what is being learned is relevant and meaningful to the learner ... [The learner must
create his/her own knowledge] by connecting what is being learned with prior
knowledge and experience’ (McCombs and Whisler, 1997, p. 10); 4) a positive
environment facilitates learning and motivation, and 5) learning is a natural process.

Indeed, the primary focus of this model is on the learner and learning.

In this section the development and definition of the LCA have been presented. The
subsequent section provides a detailed account of the LCPPs on which the definition
of learner-centredness is based. The LCPPs and the results of previous research and
current knowledge about learners and learning are then integrated to help define what

is meant by the term ‘learner-centred’.

2.4.2 Learner-Centred Psychological Principles

The LCPPs are an integration of research and practice derived from several areas:
psychology, education, sociology and other related disciplines (APA Work Group of
the Board of Educational Affairs, 1997; McCombs, 1997; McCombs and Whisler,
1997) and from what we know about learners and learning. These 14 principles,
proposed by the American Psychological Association in 1997, were modified from

the original document which included only 12 principles (APA Task Force on
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Psychology in Education, 1993) and can be used as guiding principles for the reform
of instructional practices and the enhancement of the LC teaching and learning

process (McCombs and Miller, 2007).

The LCPPs are categorised into four domains; additionally, each of these four
domains has a unique impact on each learner (see the detailed accounts of each

principle in Appendix C). These domains are depicted in Table 2.1.

Table 2.1 Learner-centred psychological principles (based on APA Work Group of
the Board of Educational Affairs, 1997)

Domains Brief summary Principles
1. Cognitive and  Focus on the nature of Principle 1 Nature of the
metacognitive learning and the learning process
characteristics of good Principle 2 Goals of the

learners. The effectiveness of learning process

the learning process depends  Principle 3 Construction of
on intentional efforts and the  knowledge

construction of knowledge Principle 4 Strategic thinking
which links new knowledge  Principle 5 Thinking about
with prior knowledge and thinking

experience. Principle 6 Context of learning

2. Motivational Emphasise the predominance Principle 7 Motivational and
and affective of motivation and emotions ~ emotional influences on
in the learning process. learning
Personal interests and goals, ~ Principle 8 Intrinsic
intrinsic motivation as well ~ motivation to learn

as the motivational Principle 9 Effects of

41



Chapter 2

Learner-Centred Approach

Table 2.1 (continued)

Domains

Brief summary

Principles

3. Developmental

and social

4. Individual

differences

characteristics of learning
tasks are of paramount
importance to the learning

process.

Emphasise the fact that
learning can be affected by
social interactions,
interpersonal relations, and

communication with others.

Centre on the importance of
learners’ prior experience and
heredity. Learners’
differences need to be valued,
respected and accommodated
to enhance their motivation
and achievement.

Standards and assessment
should support individual

differences.

motivation on effort

Principle 10 Developmental
influences on learning
Principle 11 Social influences

on learning

Principle 12 Individual
differences in learning
Principle 13 Learning and
diversity

Principle 14 Standards and

assessment

It is obvious that the aim of the LCPPs is to improve motivation, individual learning

and achievement (McCombs, 2003). They take psychological factors (internal

factors) and the environment, as well as other contextual factors (external factors)

into account. Moreover, these principles deal with learners holistically in the

instructional enterprise. The LCPPs are guiding principles governing the facilitation
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of learning for all learners (McCombs and Miller, 2007). These principles assist the
teacher in understanding each individual learner and the learning process, and thus
provide a framework for his/her learner-centred pedagogical practices. Nonetheless,
these principles cannot be treated in isolation in order to maximise learning (see

Figure 2.1).

2.4.3 Learner-Centred Pedagogical Practices

In order to make teaching practices learner-centred and maximise students’ learning,
teachers have to incorporate the premises of a LC model into their practice. In
essence, learners should be treated as co-creators in the instructional enterprise and
included in every stage of the decision-making process. In addition, their individual
differences and needs are taken into account and respected in the LCA (Lambert and

McCombs, 1997; Dunn and Rakes, 2010).

In contrast to TC teaching practices, in the LCA, the needs of the learner are of
central importance in ‘the design and delivery of instruction’ (Pillay, 2002b, p. 93).
Therefore, every learner’s voice is respected. It was noted earlier that in a LC
classroom, the focus has undoubtedly shifted from the teacher and instruction to the
learners and the process of learning. Furthermore, the emphasis has shifted from what
teachers do to ‘what the students do to learn’ (Blumberg, 2009, p. 17, original
emphasis). The concentration of teaching is not on the teaching of content. In other
words, there is a shift from ‘what to teach to ... what must be learned by each

student’ (McCombs and Whisler, 1997, p. 14, original emphasis).
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The roles of the teacher and learners in the LC classroom differ from the roles of the
teacher and learners in the TC classroom in a number of respects. Teachers have
changed from being ‘givers of information to facilitators of student learning or
creators of an environment for learning’ (Blumberg, 2009, p. 3). Hence, greater
emphasis is placed on student learning outcomes than on a body of content. In a LC
classroom, the teacher not only teaches students the content, but the content is
exploited to develop student learning skills (Weimer, 2002). Clearly, teachers are now
activity organisers, guides, facilitators and coaches (King, 1993; Tudor, 1993; Felder
and Brent, 1996). However, the teacher also assumes other roles, such as that of an
active participant, an assessor, a prompter, a monitor, a guide, a resource, a tutor and

a researcher (Yang, 1998; Hedge, 2000; Harmer, 2007).

In language teaching, apart from playing these roles, the teacher needs to prepare
learners to be aware of their roles as language learners. They need to know their
learning goals, communicative goals, current language ability, various learning
strategies, study options, and the variety of resources that they can employ to improve
their learning inside, as well as outside the classroom. Thus, the teacher is required to
develop this awareness, which is known as the process of the learner learning (Tudor,

1993).

LC instruction changes not only the roles and responsibilities played by the teacher,
but also the roles played by the learners. One of the key aims of the LCA is to ‘allow
students to have a voice and make choices about their own learning” (McCombs and

Whisler, 1997, p. 48). Consequently, the teacher shares his/her power and control
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with the students, by involving them in negotiating teaching-learning modes,
selecting the content, activities and form of teaching, together with setting their

learning goals, classroom discipline and assessment criteria.

The ultimate goal of the LCA is to empower learners. This approach incorporates
learners’ needs, interests and individual differences into the process of teaching.
Students are involved in decision making in order to empower them, and by making
them “feel ownership over their own learning by virtue of having a voice and choice,
they are more willing to learn and be involved in their own learning’ (ibid., p. 48,
original emphasis) which helps augment their intrinsic motivation, learning and
achievement (Alexander and Murphy, 1997). This means that students are required to
be more responsible, independent and autonomous, since some level of responsibility
is shifted from the teacher to the students (Tudor, 1993; Mtika and Gates, 2010). The
more the teacher ‘step[s] aside and let[s] students take the lead’ (Weimer, 2002, p.

72), the more learner-centred the practices are.

2.5 Dichotomy between Teacher- and Learner-Centred Approach

As the notions of learner-centredness are ambiguous concepts, from a review of
literature, the best way to describe LC teaching practice is to compare and contrast it
with that of TC teaching practice. The TC and the LC approaches can be seen to
represent the opposite poles of teaching and learning approaches to education. To
portray these two approaches more clearly, their positions along a continuum are

shown in Figure 2.2.
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Instruction paradigm Learning paradigm
Imparting information Assisting learners in constructing knowledge
A passive receiver An active knowledge constructor
Teacher-centred Approach Learner-centred Approach

Figure 2.2 Teacher- and learner-centred approaches

There seems to be insufficient information on the theoretical background of the TCA
and the LCA in the literature. This background is vital, as it helps guide teaching
practices. One of the aims of this study is to broaden our knowledge of these two
approaches. As already mentioned in sections 2.2 and 2.3, the philosophical and
psychological foundations underlying the TCA are obviously different from those of
the LCA. This means the approach to teaching and learning in a TCA stands in stark
contrast to that in a LCA. Moreover, in the LCA, what happens in the classroom is
more closely related to psychological perspectives. A comparison between
behaviourism and constructivism, which are the theories on which these two

approaches are based, appears in Table 2.2.
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Table 2.2 Comparison of behaviourism and constructivism (based on Mayer, 1997;
Wood, 1998; Nunan, 1999; Dunn, 2005; Eggen and Kauchak, 2013)

Behaviourism (TCA)

Constructivism (LCA)

Focus of learning

Learning

Learning

outcomes

Goal of instruction

Teacher’ s role

How much is learned.

e [ earning as response

acquisition

e A mechanistic process in

which successful responses

are strengthened and
unsuccessful responses are

weakened

The amount of behaviour

change

To increase correct
behaviour in the learners’

repertoire.

The active dispenser of
feedback

How the learner
structures and processes

knowledge.

Learning as knowledge

construction

The cognition of learners

To help learners develop
expertise in how to learn
and to utilise that
expertise to construct

new knowledge.

e A participant with the
learner in the process of
constructing meaning

e A facilitator who helps
learners develop learning

and thinking
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Table 2.2 (continued)

Behaviourism (TCA) Constructivism (LCA)

Learner’s role A passive recipient e An active processor of
information
e A constructor of

knowledge

As can be seen from the table above, the key concepts of behaviourism and
constructivism are diametrically opposed. It is important to point out that the
psychological perspectives illustrate how children learn and how teaching should
unfold. Evidence from psychological perspectives bears out the idea that if teachers
become ‘active and central to instruction, students are a passive audience for
teachers’ (Cuban, 1993, p. 248). These foundations underpin the practices of these
two approaches. It is therefore evident that to make the transition from TC to LC

teaching practices is not an easy task.

According to the literature on learner-centredness, some teachers have
misconceptions about the notions of this approach which lead them to react
negatively to the approach. Others would like to adopt this approach, but they do not
know how (Nunan, 1999; Thamraksa, 2011). Additionally, in order to describe pre-
service teachers’ pedagogical topography and to uncover how learner-centred pre-
service teachers are, it is necessary to be aware of the characteristics of the teaching
practices of these two approaches. Table 2.3 below presents a synthesis of the

literature in the field with the intention of illustrating how to put the LCA into
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practice in terms of practical classroom concepts, and also in order to show the

dichotomy between these two teaching traditions. It is important to make this

distinction, because it will help us to understand more clearly whether or not the LCA

is being practised and to uncover dominant forms of classroom practice. Moreover, it

can be used not only as an analytical framework for the current study, but also as a

framework for shifting the mode of instruction from TC to LC.

Table 2.3 Characteristics of teacher- and learner-centred teaching practices

Teacher-centred teaching practices

Learner-centred teaching practices

1. Focus on the teacher and teaching.

2. Knowledge is transmitted by teachers.

3. Students learn passively.

4. The teacher alone decides what and

how to learn.

5. The teacher talks most of the time.

6. Most questions are posed by the

teacher.

7. All content and activities are initiated

by the teacher.

8. The teacher constantly uses whole

group instruction.

1. Focus on the learners and learning.
2. Knowledge is constructed by learners.

3. Students are actively involved in the
learning process (e.g., mentally,

physically, emotionally).

4. Learners are involved in deciding what
and how to learn (McCombs and Miller,
2007).

5. Students talk most of the time.

6. Students have a more or equal

opportunity to pose questions.

7. Some content and activities are

initiated by learners.

8. Students have ample opportunity to
work together, as instruction is more in

pairs, groups or individuals depending on
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Table 2.3 (continued)

Teacher-centred teaching practices

Learner-centred teaching practices

9. Rely on textbooks and deploy the
same instructional materials at the same

time.

10. Focus on lower order thinking skills

and recall of factual information.

11. The teacher controls the learning

process.

12. Emphasise memory, rote, drill and

practice.

13. The role of the teacher as a

knowledge transmitter.

14. Teaching and assessing are separate
(Huba and Freed, 2000). Employ solely

summative assessment.

15. The purpose of evaluation is for
grading and monitoring learning.
Students are excluded from the

evaluation process.

the purpose of the activity (Bradley-
Bennett et al., 2010).

9. Utilise various kinds of resources and
provide different instructional materials

for individuals.

10. Focus on developing higher order

thinking skills.

11. The learning process is a
collaboration between teachers and

learners.

12. Use different styles of teaching and
underline discovery techniques (Bennett,
1976).

13. The main role of the teacher is that of
a facilitator who creates environments for

learning.

14. Testing is an integral part of the
teaching process. Employ formative and
summative assessment. Skills are
developed through self- and peer

assessment activities.

15. Evaluation is an ongoing process
which aims to promote and diagnose
learning. The teacher and students

evaluate learning together.
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Table 2.3 (continued)

Teacher-centred teaching practices

Learner-centred teaching practices

16. Learning environment is competitive
and individual.
17. The teacher tends to be mainly

responsible for making students learn.

18. Students are motivated to learn
extrinsically.
19. Students have no choice about their

learning.

16. Learning environment is cooperative,
collaborative and supportive.

17. Students are trained to take
responsibility for, as well as control of

their own learning; empowerment.

18. Students are motivated to learn
intrinsically.
19. Students have some choices about

their learning (Blumberg, 2009).

In this section, the psychological foundations and pedagogical practices of the TCA
and the LCA have been compared and contrasted. The differences between the two
approaches were illustrated in Figure 2.2 and Tables 2.2 and 2.3. Although the LCA
has received broad recognition and has been widely promoted as a teaching method,
it has not been well documented in the literature. Therefore, this section represents an
attempt to extend current knowledge of learner-centredness and of LC teaching
practices. It is hoped that this will help to reduce the amount of confusion which

teachers experience regarding how to put this approach into practice.

2.6 Learner-Centred Approach in Language Teaching

Prior to detailing the LCA in language teaching, it is worth defining what ‘language’

and ‘learning’ mean in this study. In addition, it is important to explore the linkage
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between the LCA and communicative language teaching (CLT). In the field of
applied linguistics, scholars conceptualise the terms ‘language’ and ‘learning’
differently (for more discussion see Cook, 2010; Seedhouse, 2010; Walsh, 2011).
Moreover, ‘language learning is a complex, multifaceted phenomenon’ (Seedhouse,
2010, p. 240). The main feature that makes conceptions of learning distinct is its
‘multiplexity’ (ibid., p. 241) which is evident on several levels, as follows:

e A language which has numerous definitions and conceptions is
comprised of multiple components, such as phonology, lexis,
morphology, semantics and pragmatics.

e There may be a number of subcomponents in each individual
component of language.

e Learning is both a process and a product.

The definition of language and learning used in this study is the one proposed by
Larsen-Freeman (2010, p. 53), who sees learning as two different metaphors, ‘having’
and “‘doing’ (see Figure 2.2). These two metaphors were adapted from Sfard’s (1998)

metaphors for learning: acquisition and participation.

Having Doing

Acquisition Metaphor Participation metaphor

(Language is something that one has) (Language is something that one does)
For example, verb tenses; head For example, becoming participants in
parameter; the principle of ‘merge’ discourse communities

Figure 2.3 The having-doing continuum (Larsen-Freeman, 2010, p. 53)

I agree with Larsen-Freeman (2010) and believe that ‘language is something one

does, such as by participating in a social interaction’ ... [and] language learning
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involves holistically increasing participation in discourse or speech communities’
(ibid., p. 55). She further elaborates this conception of learning as follows:
Learning is not the taking in of linguistic forms by learners, but the
constant adaptation of their linguistic resources in the service of
meaning-making in response to the affordances that emerge in the
communicative situation, which is, in turn, affected by learners’
adaptivity. (p. 67)
This conception of learning suggests that learners need to take part or become ‘a part
of a greater whole’ (Sfard, 1998, p. 6) in order to learn. It is therefore not sufficient to
teach a language by merely transmitting a closed system of knowledge. Learners need
to do the learning for themselves. Hence, learning is an ‘iterative’ rather than a

‘linear, additive’ process (Larsen-Freeman, 2010, p. 66). This conception of learning

is in line with how learning is defined in learner-centredness.

The development of the LCA for language teaching ‘came with the advent of
communicative language teaching’ (Nunan, 1988, p. 24), and it is described as ‘an
offspring” of CLT (p. 179), which shifted the focus of the language teaching-learning
process away from language form to language function, or from linguistic
competence to communicative competence (Larsen-Freeman and Anderson, 2011)
during the 1970s-1980s. The shift in focus of the teaching-learning process leads to
the alteration of the approach to language teaching from the TCA to the LCA (Nunan,
1988; Tudor, 1996). It is clear that there are strong links between the terms ‘learner-
centredness and self-directed teaching’ in general education and ‘communicative
language teaching and task-based learning’ in applied linguistics (Nunan, 2004;

Kumaravadivelu, 2006b).
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CLT has been the dominant teaching approach for teaching English for some decades.
The aim of CLT is to ‘promote the development of functional language ability
through learner participation in communicative events’ (Savignon, 1991, p. 265).
CLT is defined as an ‘approach ... that aims to (a) make communicative competence
the goal of language teaching and (b) develop procedures for the teaching of the four
language skills that acknowledge the interdependence of language and
communication” (Richards and Rodgers, 2001, p. 155). However, this approach lacks

closely prescribed classroom techniques (Klapper, 2003).

According to Nunan and Lamb (1996), ‘learner-centred classrooms are those in which
learners are actively involved in their own learning processes’ (p. 9). However, the
learners’ involvement in their own learning varies from context to context, and from
learner to learner (ibid.). The main goal of the LCA for language teaching is to
improve learners’ communicative competence, and teaching will become effective
when it takes learner differences into consideration, since each learner is different

(Jacobs and Farrell, 2003).

As mentioned at the beginning of this section, the LCA for language teaching is
closely linked with CLT. As Richards and Rodgers (2001) state, learner-centredness
has become another frequently cited dimension of CLT, apart from the experience-
based view of second language teaching. Other researchers (e.g., Nishino, 2009;
Shihiba, 2011) hold the view that ‘CLT is a learner-centered approach’ (Nishino,
2009, p. 10) which takes not only learners’ communicative needs, but also learners’

learning styles into account. Some principles of the LCA are associated with CLT
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(see Table 2.4). Table 2.4 presents some of the similarities and differences between

these two approaches.

Table 2.4 Similarities and differences between the learner-centred approach and

communicative language teaching

Similarities

Differences

The centre of attention shifts from
the teacher to the learners
(Savignon, 1991; Jacobs and
Farrell, 2003)

Promotes the use of pair or group
work

Focuses on learning through doing
or by performing meaningful tasks
or activities
Utilises different activities and
tasks to facilitate learning

The teacher plays multiples roles,
for instance, those of an advisor, a
facilitator, a monitor, and a guide
The learners play multiple roles,
for instance, taking responsibility
for their own learning

Provides learners with
opportunities to set their own

learning purposes

CLT emphasises the use of
language within a real
communicative context

CLT favours the deployment of
authentic materials

In CLT, errors are viewed as part
of the natural process of learning
The heart of the LCA is learner
empowerment, including learner
learning and learner involvement
In the LCA, there is more learner
involvement in what and how to

learn
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Table 2.4 (Continued)

Similarities Differences

e Maximises learners’ participation
and learner involvement

e Individual differences are viewed
as ‘resources to be recognized,
catered to and appreciated’ (Jacobs
and Farrell, 2003, p. 8)

It should be noted that in Thailand, the 1999 Thai National Education Act and the
Ministry of Education require the LCA to be adopted in the teaching of every subject
at primary and secondary levels. Furthermore, one of the principles in the Basic
Education Core Curriculum clearly states that ‘the learner-centred approach is
strongly advocated’ (Ministry of Education, 2008, p. 4). This is one of the main
reasons why the focus of this study was on investigating pre-service teachers’ beliefs
about the LCA and their practices rather than their beliefs and practices in relation to

CLT.

Within language education, Tudor (1996) claimed that learner training and learner
involvement are components of the LCA, which has learner empowerment as the

ultimate goal. Tudor defines these terms as follows:
Learner training involves the initiation of learners into the process of
language study, and learner involvement refers to the direct

participation of learners in the shaping of their study programme at
any level from the provision of materials for a specific learning task
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to negotiation of assessment procedures or study mode. (p. 28,
original emphasis)

This implies that the development of a language curriculum results from negotiation,

collaboration and consultation between teachers and learners in the ‘planning,

implementation and evaluation of language courses’ (Nunan, 1988, p. 3). The focus

of the curriculum also shifts from what ‘should be’ done, to what is actually done by

the teachers (ibid.). LC teaching can be distinguished from traditional teaching in

numerous ways. The features of learner-centredness in language classrooms are as

follows:

1.

It promotes the social nature of learning by employing group work or pair
work activities (Kumaravadivelu, 2006a).

It emphasises meaning, rather than drills, repetition and rote learning (Jacobs
and Farrell, 2003).

It presents the language form in context (Kumaravadivelu, 2006a).

Learning is viewed as a lifelong process, not as preparation for examinations
(Jacobs and Farrell, 2001).

It promotes communication, rather than accuracy (Rogers, 2002).

Learners learn by doing and by performing meaningful tasks, rather than by
listening to the teacher (Rogers, 2002; Hitotuzi, 2005).

It makes use of authentic materials to expose learners to a target language

(Kumaravadivelu, 2006a).
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Similarly, Kumaravadivelu (2006a) holds the view that the focus of LC methods in
language teaching is on practising linguistic forms and communicative functions

through meaning-focused activities.

Adopting the LCA requires, without doubt, more teacher responsibilities;
accordingly, teachers should be appropriately prepared and provided with ongoing
support (Tudor, 1993). Tudor (1996) also warns that learner-centredness is not ‘a
label that is attached to a single, clearly delimited school of thought with

unambiguous definitions and a clear programme of action’ (p. 1).

As far as methodology is concerned, it is important to make a distinction between the
form and the substance of learner-centredness in language teaching. The lesson
described by O’Neill (1991) in his paper, demonstrates that the classroom which has
the “‘external forms of learner-centredness’ (Tudor, 1993, p. 29), such as working in
groups or pairs (the forms of learner-centredness), does not, particularly, involve
students’ communication, cooperation or collaboration (the substance of learner-
centredness). This phenomenon is made clearer by the following extract from Brodie

et al. (2002).

Resources, tasks, questions, and group work are the forms or
strategies which may or may not enable the substance of learner-
centred teaching. The extent to which teachers elicited and engaged
with learners’ ideas and interests in order to develop new ideas and
meanings, provide the main categories for substantive learner-centred
teaching. (p. 549, original emphasis)
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In summary, there is a close link between the concepts and notions of learner-
centredness and several other notions, such as learner empowerment, self-directed
learning, active learning, autonomous learning, and the learning paradigm (Barr,
1998; Pillay, 2002b). In the following sections, the review of research to date

regarding the LCA and problems with the LCA in Thailand are discussed.

2.7 Previous Studies on the Learner-Centred Approach

The adoption of the LCA in both developing countries and a number of countries in
the Far East has played an integral part in educational reforms and has been promoted
by government policies (Brodie et al., 2002; O’Sullivan, 2006). The results from
most previous studies suggest that:

e Teachers have a positive attitude towards LC teaching.

e The TCA is ingrained in most schools, while the implementation of the LCA
is very limited (Cuban, 1993; Orafi, 2008; Yilmaz, 2009).

e Factors influencing the recurrent failure to implement the LCA by in-service
teachers seem to be teacher capacity, social and cultural factors, institutional
cultures, the availability of resources, learner background, the quality of
teacher education programmes, along with education traditions (Yilmaz, 2009;
Schweisfurth, 2011).

e The differences between Western and non-Western contexts leads researchers
to question the appropriateness and merits of the LCA in developing countries
(Holliday, 1994; O’Donoghue, 1994; Tabulawa, 2003; O’Sullivan, 2004;

2006).
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e Teachers’ beliefs, their ‘apprenticeship of observation” (see Chapter 3) and
their understanding of the LCA could be possible reasons for the non-
implementation of this approach (Cuban, 1993; O’Sullivan, 2004; Orafi and

Borg, 2009).

These findings serve to confirm the need for the current study. Previous research on
the implementation of the LCA has mainly focused on in-service teachers, and has
neglected to what extent it is adopted by pre-service teachers. From the previous
findings, one thing that has sparked our interest is why the implementation of this
approach is still limited worldwide, even though most teachers have a positive
attitude towards the approach. The appropriateness of this approach in non-Western
educational contexts has triggered a debate. Teachers’ failure to implement this
approach may be caused not only by the factors discussed earlier, but also by their
learning experience, their beliefs, and their understanding of this approach. It has
been suggested by previous studies (Cuban, 1993; O’Sullivan, 2004) that teachers’
beliefs are one factor that precludes teachers from adopting this approach, and they
are recognised as being of primary importance in research on teaching. However,
recent research has focused solely on what teachers actually did in their classrooms
and has not attempted to understand the reasons that influenced and directed their
teaching. Furthermore, studies of learner-centredness in regard to language teaching
have so far lagged behind studies in mainstream education. In this study, therefore,
attention has been drawn to a number of areas which previous researchers have
overlooked. An explanation of the reasons why, although the LCA has been

promoted, it is still rarely used by teachers, will be put forward and the findings will
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contribute to our understanding of how pre-service teachers conceptualise this
approach. It is hoped that the results of this study will be utilised by teacher educators

to train pre-service teachers to become more learner-centred.

Cuban (1983; 1993) conducted many studies to investigate how primary and
secondary school teachers taught in several cities in the United States using a survey,
classroom observations, together with documentary analysis. He found that TC
instruction continued to be dominant in schools, and that the ‘durability’ of TC

practices was evident (Cuban, 1993).

O’Sullivan (2004) explored the implementation of the LCA by 145 unqualified
primary teachers in Namibia adopting an action research approach. The data were
collected from interviews, observations and documentary analysis. Like Cuban, she

reported that the dominant mode of instruction was the TCA.

Cuban’s (1983; 1993) and O’Sullivan’s (2004) research helped to shape the focus of
this study in four principal ways. Firstly, it provides evidence of the impact of
teachers’ apprenticeship of observation, together with knowledge, beliefs and
attitudes on teachers’ pedagogical practices. According to Cuban, ‘more important, it
suggests that teachers had some autonomy to make classroom choices derived from
their belief systems’ (p. 261). These two studies underlined the importance of
teachers’ beliefs in the study of the implementation of the LCA. Secondly, the
understanding of learner-centredness of the teachers in their study affected their

implementation of the LCA. Thirdly, the teachers did not fully understand the
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meaning and key notions of learner-centredness. Fourthly, O’Sullivan also reported
that the majority of teachers claimed that they had adopted the LCA. However, the
classroom observation data indicated that their instructional practices were didactic.
This showed that there was a mismatch between what the teachers said they did, and

what they actually did.

A study by Chisholm et al. (2000) also underscored the importance of teachers’

beliefs and the gap between teachers’ stated beliefs and their enacted beliefs.

The level of teacher understanding of C2005" is generally weak and
there is a wide gap between what teachers say they know and what
they actually do. ... Teachers described what they believed
determines the essential features of C2005. ... However, it is often
the case that when these concepts are implemented in the classroom,
teachers show evidence that they had embraced the form rather than
the spirit and content of the ideas. Teachers may be aware of the need
to make learners participants in the learning process. However, this
was understood more in procedural terms rather than as something
which promotes learning. Many learners in the classes observed still
do not participate fully in the learning process since teachers are still
providing a great deal of direct instruction and are still pre-occupied
with content coverage. (p. 78, emphasis added)

In agreement with Chisholm et al. (2000), Brodie et al. (2002) reported that four
teachers took up the forms and substance of learner-centredness, three teachers did
not take up forms or substance, and eleven teachers took up only the forms.
Nonetheless, ‘they tend[ed] to move between teacher- and learner-centred practices

and develop[ed] hybrid teaching styles’ (p. 546).

! Curriculum 2005 is the curriculum implemented in South African schools since 1997. This
curriculum is based on learner-centredness, outcomes-based education and concepts related
to an integrated approach to knowledge.
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The synthesis of 72 empirical studies of LC education in developing countries by
Schweisfurth (2011) was concerned with both the issues and problems of the
implementation of the LCA. The results showed that there were several reasons for
the non-implementation of the LCA. Although extensive research has been carried
out on the implementation of the LCA, no single study exists which adequately
covers the adoption of this approach by pre-service teachers in this synthesis of
research. So far, little is known about how pre-service teachers actually adopt this
approach and what factors limit its implementation (Mtika and Gates, 2010). In Mtika
and Gates’ study, they did not explore how pre-service teachers understand learner-

centredness. One of the aims of my study is to fill this gap in the research.

The findings from earlier studies indicate that teachers’ beliefs and their
understanding of the LCA play an integral role in guiding their classroom practices.
However, much research to date has been concerned with the teachers’ use of LC
instructional practices and obstacles to the implementation of the LCA, without
actually examining teachers’ beliefs about the LCA. Additionally, queries addressing
the beliefs of pre-service teachers concerning the LCA, their understanding of and
their implementation of the LCA have received scant attention in the literature.
Consequently, it is hoped that the findings of this study will help to improve the
classroom practices of such teachers, enable teacher educators to shift pre-service
teachers towards more LC teaching practices, and provide a better understanding of

the pre-service teachers’ journey as they attempt to use this approach.
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2.8 Difficulties in Implementing the Learner-Centred Approach within a Thai

Context

Although ideas about LC teaching are certainly highly influential locally and
internationally, they can hold different meanings for different people (Brodie et al.,
2002). As already mentioned in Chapter 1, one of the key problems with this
approach is that some Thai teachers are not only confused about their role, but are
also unsure as to what is required in order to apply this approach to their teaching
(Thamraksa, 2011). Furthermore, some teachers both misconstrue and misuse this
approach. As Farrington (1991) states, ‘there is considerable disagreement and
confusion about what student-centred learning actually is’ (p. 16). In addition, the
definitions of LC learning are defined differently by different authors, researchers and
practitioners. It is obviously quite likely that people from diverse backgrounds might

interpret the concept of LC teaching differently (O’Neill, 1991; Holliday, 1994).

The main drawback of the TCA which has been recognised in education in Thailand
is that learners are passive and dependent, and cannot think critically or creatively.
The educational reform initiatives made by the MOE (see the discussion in section
1.2) are intended to improve learners’ competence, independence and lifelong
learning, to cope with global competition and to develop desired attributes in citizens

(for more details see section 1.2).

In Thailand, the shift from the TC to the LC instructional approach will undoubtedly

encounter some difficulties. Previous studies (Prapaisit, 2003; Nonkukhetkhong et al.,
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2006; Prapaisit de Segovia and Hardison, 2009; Thamraksa, 2011) reported that some
Thai teachers view the LCA negatively, as they think that this new model minimises
the role they play in the classroom. Most of them are highly sceptical about the
virtues of this approach; additionally, they have a poor understanding or even a
misconception of how the LCA operates in practice. Unfortunately, many teachers are
uncertain about what they should do in order to change their teaching from TC to LC.
The majority of teachers in Thailand have strong beliefs about the effectiveness of the
traditional approach and they believe that the way they teach is the Dbest.
Consequently, they have little space to manoeuvre (Thamraksa, 2011). Teachers who
have been traditionally and confidently used to using the TC teaching approach
during their teacher training and their school experience will be less willing to adopt a
new approach. Thus, their concepts of teaching and learning are outdated. This
problem with adopting the LCA and ensuring its overall success is exacerbated by
insufficient and poor quality teacher training, as well as a lack of support, a lack of
teaching ability and classroom exposure on the part of teachers, together with limited
school resources and facilities. Indeed, social, cultural and religious values, a
culturally-based concept of seniority (see section 1.3.1), along with a tradition of rote
learning and innate shyness on the part of students are also major obstacles that deter

Thai teachers from adopting this approach (Mackenzie, 2002).

My interest in this study was stimulated by the problems and dilemmas confronting
LC instruction and ELT in Thailand, particularly in pre-service teacher training.
Although pre-service teachers are familiar with the term ‘learner-centred education’,

the extent to which they truly understand the concept and how to teach in a learner-
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centred way requires more in-depth research. It is undeniable that the quality of pre-
service teacher training impacts on the successful integration of LC instruction into

pedagogical practices (Yilmaz, 2007).

More importantly, if the LCA is to be adopted for foreign language teaching in
Thailand, dramatic changes in teachers’ perceptions and in the roles played by
teachers and learners are needed. It is thus not surprising that although some teachers
seem to be familiar with this approach, they have some difficulties in explicating it
accurately and in putting it into practice. In addition, their adoption of this approach
may be hampered by their misconceptions. The current study is therefore particularly
important in uncovering both the extent to which the teachers understand learner-
centredness, the extent to which their classroom practices reflect learner-centredness,
and whether they have any misconceptions about LC teaching. Clear illustrations of
the impact of both teachers’ understanding and their misconceptions on the CLT
teaching approach are to be found in the literature (Karavas-Doukas, 1996;

Thompson, 1996; Li, 2001; Nishino, 2009; Shihiba, 2011).

This study could make several contributions. It will contribute to our understanding
of LC instruction as it is perceived by pre-service teachers, and suggest ways to
promote more LC pedagogical practices. Pre-service teachers will be able to apply the
insights provided by this study to become more aware of the influence of the
‘psychological bases of their teaching practice [and] to help teachers understand their
mental lives, not to dictate practice to them’ (Borg, 1998a, p. 18). It also has some

applications for teacher educators by suggesting a new concept of teaching which
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supports and helps to improve the quality of prospective teachers. To tackle the
problems of the country and ELT in Thailand, the investigation of what pre-service
teachers do in their classroom alone will not be adequate, as ‘teaching is the
integration of thought and action” (Freeman, 1992, p. 1). Insights into teachers’
thinking will provide a basis for effective teacher training, as well as for professional

development.

2.9 Summary

This chapter has discussed one of the theories that underpin this study. The key
concepts of the TCA and the LCA have been highlighted. It has also provided an
overview of the philosophical and psychological foundations of both the TCA and
LCA. The characteristics of TC and LC teaching practices, together with the
development of the LCA in ELT, have been included. The chapter has also reported
on empirical investigations of the implementation of the LCA in various contexts.
The next chapter will review published literature on the importance of teacher
cognition in understanding, as well as in improving teaching practices, and provide

further details about language teacher cognition.
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Chapter 3. Teacher Cognition

‘The key to understanding the nature of instructional processes lies in
analysing both teachers’ actions in the classroom as well as the
thinking behind those actions’

(Borg, 1998a, p. 10)

3.1 Introduction

The aim of this chapter is to outline the theoretical and methodological frameworks of
language teacher cognition research which underlie and inform the present study. The
reasons why it is essential to research teacher cognition in order to understand

teachers’ classroom practices are explicated.

This chapter opens with a discussion of why researchers in the field of teaching have
begun to study teaching in terms of teacher cognition and why teacher cognition
research is important in teaching and teacher education. The definition of the term
‘teacher cognition’ and the origin of teachers’ beliefs are examined. The relationship
between teachers’ beliefs and their classroom practices together with the role of
contextual factors in shaping classroom practices are then discussed to justify the
necessity for investigating both teachers’ beliefs and their classroom practices in this
study. An account of language teacher cognition, pre-service teachers’ beliefs and in

particular their beliefs regarding the learner-centred approach to teaching will also be
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given before moving on to the review of the research literature which draws from the

field of language teacher education that was deemed relevant to this study.

Prior to discussing teacher cognition in detail, it is necessary to define clearly what is
meant by teacher cognition in the current study, since various definitions of the term
can be found in the field of teacher cognition research. The definition of teacher
cognition adopted in this study was taken from Borg (2003), who refers to it as the
‘unobservable cognitive dimension ... — what teachers know, believe, and think’
(Borg, 2003, p. 81) that shapes learning and teaching practices. For the purpose of
this study, the terms teacher cognition, teachers’ knowledge, teachers’ beliefs and
teachers’ understanding will be used interchangeably. No distinction is made between
these terms, since in teachers’ minds, knowledge, beliefs, conceptions, and intuitions

are closely intertwined (Verloop et al., 2001).

3.2 The Growing Popularity of Research into Teacher Cognitions

In the early 1970s, the shift in emphasis of studies into teaching, involving both the
way people think about teaching and methods of teacher training, was influenced by
an alternative concept of teaching, and is defined as ‘a process of active decision-
making influenced by teacher cognitions’ (Borg, 1998a, p. 16). In place of the
process-product paradigm, the focus of teacher education has shifted from the
effective adoption of particular instructional methods, classroom behaviour, skills and
activities, to what goes on in the minds of pre-service teachers (Borg, 1998a;

Richardson, 2003). In the 1960s, research on teaching was clearly influenced by a
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behaviourist stance, with teaching being viewed as a set of observable and
describable behaviours (Calderhead, 1996). The results of the research showed that

teaching placed emphasis on such behaviours (ibid.). During that time, the process-

product tradition was the predominant approach used in research into teaching. The
aim of this approach, which has also been known as the teaching effectiveness
approach (Shulman, 1986a), was to study the relationship between teachers’ actions
(process) and students’ learning outcomes (product) (Burns, 1995; Freeman, 2002).
One major drawback of this approach is that it is inadequate to portray the complexity
of teaching, and the narrow focus of this research paradigm means that teaching is
simply defined as a set of behavioural skills and learning outcomes without taking
teachers’ thought processes into consideration. Advances in knowledge in the field of
cognitive psychology underscored the impact of thinking on behaviour (Borg,
2006b). In effect, to understand teaching, it is indispensable to understand how

teachers think about their pedagogical practices.

In the late 1960s, owing to the inadequacies of behaviourist accounts, research on
teaching began to put more emphasis on teachers’ thought processes. The book which
marked a change in the view of how teachers teach was ‘Life in Classrooms’ by
Philip Jackson (1968). The focus of Jackson’s study was on describing and
understanding the mental constructs and processes that underpin teacher behaviour;
additionally, it emphasised ‘the complex demands of the teaching role’ (Calderhead,
1996, p. 710). Jackson’s work was supported by Lortie’s Schoolteacher: A
Sociological Study (Lortie, 1975), which focused on the life experience of teachers.

These two books shifted the attention from what teachers do in the classroom to
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teachers’ mental lives, which refers to ‘teachers’ decision-making and perceptions of
teaching and learning’ (Freeman, 2002, p. 2). This shift in focus to the study of what
teachers believe, know, and think was officially recognised in a report published by
the National Conference on Studies in Teaching organised in the United States in
1974 (for further review, see National Institute of Education, 1975; Clark and
Peterson, 1986). One of these areas in the research plan was on ‘Teaching as Clinical

Information Processing’. The report of these panelists argued that:

It is obvious that what teachers do is directed in no small measure by
what they think ... To the extent that observed or intended teacher
behaviour is “thoughtless”, it makes no use of the human teacher's
most unique attributes. In so doing, it becomes mechanical and might
well be done by a machine. If, however, teaching is done and, in all
likelihood, will continue to be done by human teachers, the question of
the relationships between thought and action become crucial. (National
Institute of Education, 1975, p. 1)

This report illustrated the beginnings of a tradition of research into teacher’s mental
lives, and highlighted the necessity to study teachers’ thinking in order to understand
both them and the teaching process. Research on teaching in this paradigm
concentrated on how teachers think, and focused mainly on their thought processes,
something which had been neglected in research into teaching that adopted the

teaching effectiveness approach.

The teaching process obviously involves teachers’ thoughts and actions (see Figure
3.1). Teachers’ thought processes are unobservable, as they occur inside teachers’
heads; by contrast, teachers’ actions are observable, which makes them easier to
measure than teachers’ thought processes. A model of teacher thought and action

(Figure 3.1) also highlights the importance of the constraints and opportunities in
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understanding the process of teaching. This means that it is impossible to understand
fully the process of teaching if we do not bring the two aspects together and examine
them as one interdependent entity. Teachers’ thought processes consist of three
interrelated stages: teacher planning, teachers’ interactive thoughts and decisions, and

teachers’ theories and beliefs (Clark and Peterson, 1986).
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Figure 3.1 A model of teacher thought and action

(Clark and Peterson, 1986, p. 257)

Teacher cognition research gained prominence in the early 1970s, and the new
concept of teacher and teaching from mainstream education now also permeates the
field of language teaching (for a comprehensive review of research into language
teacher cognition, see Borg, 2003). This has led to the need to understand what
language teachers do and why (Garton, 2008). Many authors in this field have also
suggested that it is essential to explore language teachers’ beliefs; since their beliefs

influence what teachers do in their classrooms, an understanding of these beliefs is
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prerequisite for understanding both teaching and teacher learning (Burn, 1992,

Freeman and Richards, 1996; Golombek, 1998).

As shown in several studies of mainstream education and language teacher education,
understanding the beliefs of teachers and teacher candidates helps improve their
teaching, as well as their teacher preparation (Nespor, 1987; Johnson, 1994; Fang,
1996; Meijer et al., 2001). Moreover, the quality of teaching has been improved
through research on teacher cognition, which has provided insights into how to

support and change teachers’ work.

3.3 Definition of Beliefs

In a synthesis of research into teachers’ beliefs, Pajares (1992) concludes that beliefs
are a ‘messy construct’, as researchers in this field have defined identical terms
differently and different terms have been used to refer to similar concepts (Eisenhart
et al., 1988; Pajares, 1992; Pedersen and Liu, 2003). However, in order to understand
more clearly the link between beliefs and classroom practices, the term ‘beliefs’
needs to be clarified. The study of teacher cognition has been accompanied by a
proliferation of terms, which has caused some degree of confusion. Examples of these
terms include “attitudes’, “axioms’, ‘opinions’, ‘conceptions’, ‘perceptions’, ‘practical
principles’, ‘pedagogical content knowledge’ and ‘repertoires of understanding’

(Pajares, 1992; Borg, 2006b).
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Although beliefs may be considered to be one of the most valuable psychological
constructs in teacher education (Mansour, 2009), it is indeed a complex matter to
define and to study beliefs, owing to their psychological nature. According to
Rokeach (1968, p. 113), beliefs are ‘any simple proposition, conscious or
unconscious, inferred from what a person says or does, capable of being preceded by
the phrase “I believe that...””. In the field of English language teaching, Borg (2001)
describes a belief as “a proposition which may be consciously or unconsciously held,
is evaluative in that it is accepted as true by the individual, and is therefore imbued
with emotive commitment; further it serves as a guide to thought and behaviour” (p.

186).

It becomes clear from these definitions that there are some aspects which need to be
taken into account when teacher cognition is investigated. These include: 1) different
terms have been invoked to refer to beliefs, 2) beliefs cannot be accessed directly, so
they must be inferred from what the teacher says and what he/she does, 3) ‘teachers
may be reluctant to air unpopular beliefs ... [because] they are often held
unconsciously’ (Kagan, 1990, p. 420); their lack of appropriate language sometimes
makes it harder for teachers to reflect on their underlying cognition, and 4) the study
of beliefs is extremely context or teacher specific (ibid.). Hence, it is important to

bear these aspects in mind when designing research on teachers’ beliefs.

Another area of confusion in teacher cognition research is the distinction between

beliefs and knowledge, since there might be some overlap between the nature of

knowledge and the characteristics of beliefs (Nishino, 2009). In the study of teacher
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cognition, the terms ‘knowledge’ and ‘beliefs’ have frequently been used to refer to
teacher cognition (Calderhead, 1996), while Grossman et al. (1989) acknowledge that
the distinction between these two terms is ‘blurry at best” (p. 31). Many researchers
(e.g., Kagan, 1992a; Pajares, 1992; Calderhead, 1996; Southerland et al., 2001; Smith
and Siegel, 2004) use both terms synonymously, or interchangeably. Woods (1996)
also argued that it may not be possible to distinguish beliefs from knowledge and

proposed the concept of BAK (beliefs, assumptions, knowledge).

Nespor (1987), on the other hand, attempted to distinguish beliefs from knowledge.
While knowledge is likely to change, beliefs are static, and when they do change, it is
‘a matter of a conversion or gestalt shift’ (p. 321), not the result of argument or
reason. Nespor suggested that knowledge is grounded on objective fact, whereas
beliefs rely heavily on affective and evaluative components (for more differences
between beliefs and knowledge, see Savasci-Acikalin, 2009). In the literature,
researchers deploy several terms to refer to ‘teacher knowledge’. These terms include
subject matter knowledge, pedagogical content knowledge, curriculum knowledge
(Shulman, 1986b), practical knowledge (Elbaz, 1981; Meijer et al., 2001), personal
practical knowledge (Clandinin and Connelly, 1987; Golombek, 1998) and teachers’
practical theory (Mangubhai et al., 2004). The fact that researchers have employed
different words to refer to the same thing has led to confusion (for more terms see

Clandinin and Connelly, 1987).

Pajares (1992) maintains that beliefs play a role not only in defining behaviour and

organising knowledge and information, but also in the appraisal, acceptance or
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rejection of new information (Borg, 2002). Teachers use their beliefs to define or

frame tasks and select cognitive strategies.

3.4 Origin of Teachers’ Beliefs

There is now clear evidence that teachers’ belief systems are developed gradually

throughout their lifetimes (Lortie, 1975; Anning, 1988; Wilson, 1990). Pre-service

teachers’ mental lives do not start being developed when they first join teacher

education programmes, but they bring with them with their personal theories, together

with their learning experiences. Various different factors have been identified as

having a powerful impact on teachers’ beliefs, including:

Their own schooling and language learning experience. Many studies have
shown that teachers’ beliefs about teaching are formed and developed from
their own experience as learners at school - what Lortie (1975) called the
‘apprenticeship of observation’ (teachers’ schooling), which includes two
types of memory, their memories as students and their memories of their
former teachers. These memories are powerful, as they act as ‘indelible
imprint[s] on most teachers’ lives and minds’ (Johnson, 1999, p. 23). Thus,
teachers frequently teach as they were taught (teachers’ prior language
learning experiences). This source of beliefs is considered to be the most
important source (Kennedy, 1989; Freeman, 1992; Johnson, 1996; Numrich,
1996).

Their own experience of teaching. One of the most powerful sources of

teachers’ beliefs is their own experience of teaching (Crookes and Arakaki,
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1999; Breen et al., 2001). Through continuous teaching over a number of
years, teachers accumulate teaching experience, and they discover what works
well and what does not. It seems likely that the successful routines they have
developed block suggestions that they should adapt to change or accept new
ideas.

e Teacher education. The impact of teacher education on teachers’ beliefs has

become a subject of debate within educational research. However, there is

some evidence that teachers’ beliefs can be influenced by teacher education
(Tatto, 1998; Borg, 2005; Phipps, 2009).
Aside from these sources, teachers’ beliefs may be derived from other sources, such
as established practices, teachers’ personality factors, research-based principles,
educational principles, and principles derived from an approach or method (Richards
and Lockhart, 1996). In the same vein, Richardson (2003) suggests that major sources

of teachers’ beliefs are personal experience and experience with formal knowledge.

3.5 The Importance of Teachers’ Beliefs

Some researchers define good teaching in terms of underlying cognition (Clark and
Peterson, 1986; Shulman, 1987; Kagan, 1988; 1990). In this section, the reasons why
research on teaching needs to investigate teachers’ beliefs are discussed. Research has
indicated that teachers’ beliefs are of primary importance for several reasons (Fang,
1996; Freeman, 2002). First, they heavily influence teachers’ classroom practices
(Johnson, 1994; Borg, 2001; Mangubhai et al., 2004) and play a pivotal role in

various aspects of teaching. The way teachers plan their lessons, along with the
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decisions they make, and how they select what to teach and how to teach, are strongly
influenced by their beliefs (Grossman et al., 1989; Pajares, 1992). Therefore, it is

essential to understand teachers’ beliefs in order to improve teaching practices.

Second, beliefs are very likely to be deep-seated, and may continue to have a
profound impact on teachers throughout their career (Borg, 2003). These beliefs are
less likely to change, and may outweigh the effect of pre-service training (Calderhead

and Robson, 1991). Kennedy (1989) concludes:

By the time we receive our bachelor’s degree, we have observed
teachers and participated in their work for up to 3,060 days. In
contrast, teacher preparation programs usually require ... [about] 75
days of classroom experience. What could possibly happen during
these 75 days to significantly alter the practices learned during the
preceding 3,060 days? (p. 4)

It is clear from this statement that the pre-existing beliefs of student teachers (STs)
exert a considerable influence over what and how they learn in their teacher education

programme.

Finally, teachers’ beliefs play a crucial role in the process of curriculum change or
innovation (Wedell, 2009; Borg and Al-Busaidi, 2012), and it is thus essential that
teachers’ existing beliefs be taken into consideration when educational reform
programmes want to promote change in teachers’ classroom practices (Eisenhart et
al., 1988). For the successful implementation of pedagogical innovations, the gap
between the intended principles of reform, and the implemented principles of reform

and teachers’ beliefs, should be eliminated. (Levitt, 2002). In addition, a teacher’s
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own preferred theory on teaching can make that teacher reluctant to accept the

benefits of a new theory (Karavas-Doukas, 1996).

3.6 Beliefs and Classroom Practices

The main motive for conducting the current study was to explain pre-service teachers’
classroom practices. There is now clear evidence that teachers’ beliefs provide a basis
for action (Borg, 2011) and guide classroom practices. Teachers ‘filter, digest, and
implement the curriculum depending upon their beliefs and environmental contexts’
(Sakui, 2004, p. 155). The relationship between beliefs and classroom practices is
neither linear nor unidirectional (Fang, 1996), but is highly complex, dialectic,
interactive, symbiotic, cyclical or circular, controversial, and far from straightforward

(Calderhead, 1991; Foss and Kleinsasser, 1996).

As discussed in section 3.3, several previous studies have suggested that ‘the
teachers’ stated beliefs offered only a partial window on practice’ (Basturkmen et al.,
2004, p. 268). Argyris and Schon (1974) argue that teachers’ beliefs should not be
accessed solely from what they say they believe, but should be inferred from the ways
in which they behave. Hence, to understand teaching fully, it is essential to
investigate both what the teachers say they do and what they actually do in their
classrooms. The investigation of the relationship between the two allows us to
explore the reasons for any discrepancies between the two, and to establish which
factors are hindering them from putting their beliefs into practice. These factors can

be utilised in improving candidate teachers’ teaching practices. However, one
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limitation of previous studies on the implementation of the LCA is that they have

failed to acknowledge fully the significance of teacher cognition.

Research has shown that there is divergence and convergence between beliefs and
practices. Few studies in language teaching have reported that teachers’ practices
were in alignment with their stated beliefs (Vibulphol, 2004; Farrell and Kun, 2008).
Most previous studies found that teachers’ beliefs were inconsistent with their
classroom practices (Richards and Pennington, 1998; Maiklad, 2001; Davis, 2003;
Basturkmen, 2012). The reasons why teachers do not teach according to their stated
beliefs are highly complex. Incompatibility between beliefs and classroom practices

may be attributed to different factors. The possible factors are discussed below.

Firstly, contextual factors may have a significant impact on teachers’ cognitions by
either changing their beliefs or changing their classroom practices without altering
their beliefs (Borg, 2006b). Neophyte or pre-service teachers are prone to changes in
their instructional practices, owing to the instructional and social realities of their
classes and schools. A number of studies have indicated that the social, institutional
and physical settings (realities of the school and classroom) can constrain what
teachers do in their classes (Shavelson and Stern, 1981; Freeman, 1993; Johnson,
1996; Woods, 1996). These factors include heavy workloads, large classes, student
discipline, lack of motivation for learning, students’ varying levels of proficiency,
insufficient English proficiency of students, students’ resistance to new ways of

learning, examination pressure, curriculum mandates, and a shortage of resources.
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Secondly, the discrepancies between the beliefs teachers claim to have and those
inferred from classroom observations may be caused by the methods employed to
elicit beliefs and by research designs (Speer, 2005). Some researchers assert that it is
insufficient to rely solely on either verbal commentaries or observations. Thus, in
order to investigate teachers’ beliefs, there is a need both to draw inferences from the
statements that teachers make about their beliefs, and to examine what they actually
do in their classrooms. These are fundamental prerequisites for studying teachers’

beliefs (Pajares, 1992).

3.7 Language Teacher Cognition

For the past four decades, the success of second language (L2) teaching has hinged
upon the effective adoption of particular teaching methods. Language teaching
education has attached a great deal of importance to developing new theories of
language and of learning (Richards and Rodgers, 2001; Larsen-Freeman and
Anderson, 2011). Recently, the established concept of L2 teaching has changed
dramatically, focusing on teachers’ own theories and beliefs about teaching which
help guide how they teach. Beliefs do indeed guide teachers, whether they are aware
of it or not (Bailey et al., 1996). They influence not only perception, but also
judgment, which in turn affects what teachers say and do in their classrooms

(Johnson, 1994).

In educational research, the cognitive dimension of teaching has been acknowledged

as central to successful teaching (Moini, 2009). Following the interest in mainstream
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educational research, language teaching is now viewed as a complex cognitive
activity (Borg, 2003), as it is a process ‘which is defined by dynamic interactions
among cognition, context and experience’ (Borg, 2006b, p. 275). The view of
teaching and teachers in a cognitive paradigm is different from the view in process-
product research, which examines teaching simply in terms of sequences of external
behaviour and the learning outcomes (Calderhead, 1996; Freeman, 2002).
Undoubtedly, in the cognitive paradigm, both the internal thought processes of
teachers and their external behaviour are important to understand teachers and

teaching.

Within language education, as Borg (2003) suggests, ‘teachers are active, thinking
decision-makers who make instructional choices by drawing on complex, practically-
oriented, personalised, and context-sensitive networks of knowledge, thoughts, and
beliefs” (p. 81). Figure 3.2 provides a succinct illustration of the relationships between
teacher cognition, teacher learning through schooling, teacher education programmes,

and classroom practice.

82



Chapter 3 Teacher Cognition
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Figure 3.2 Elements and processes in language teacher cognition

(Borg, 2006b, p. 283)

This figure demonstrates that the development of teacher cognition is influenced by
teachers’ experience as students, their teacher training and their teaching experiences
(see section 3.4 for more details). Teachers’ classroom practices are shaped not only
by teacher cognition, but also by contextual factors. Teacher cognition and classroom
practices are mutually informing, whilst contextual factors come into play in the
congruity between teachers’ classroom practices and their cognition (Borg, 2006b).

Therefore, to unfold the complexity of teaching, an account of what teachers do in the
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classroom alone is inadequate and is not able to provide a realistic picture of teachers’

classroom practices.

3.8 Pre-Service Teachers’ Beliefs

Research has indicated that pre-service teachers bring their pre-existing personal
beliefs with them when they enter teacher education programmes, and take them into
their classrooms (Calderhead and Robson, 1991; Kagan, 1992a; Pajares, 1993;
Almarza, 1996; Richardson, 1996). Their prior beliefs may be detrimental to their
own learning during their teacher education programme, and also to the learning of
their future students (Peacock, 2001). As mentioned previously, these beliefs are
based on their own experiences as learners, their ‘apprenticeship of observation’
(Lortie, 1975). Richardson (2003) characterises the pre-existing beliefs of pre-service

teachers as ‘highly idealistic, loosely formulated, deeply seated, and traditional’

(p. 6).

The preconceptions about teaching that pre-service teachers’ derive from their long
apprenticeship is only a partial view of teaching (Borg, 2002). They may be unaware
of the limitations of these pre-existing beliefs, as compared with other students in
other professions. For pre-service teachers, in their classes at the university, the
people and practices are very similar to their classes when they were young. Thus,
they do not recognise the need to redefine their situations. Their preconceptions

remain unchanged by their higher education.
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The reasons why it is important to research pre-service teachers’ beliefs include:
firstly, one of the main goals of teacher education involves the modification and
formation of beliefs of pre-service teachers, since beliefs may impede their capability
to make changes to their teaching practices and may outweigh the effects of teacher
education (Pajares, 1992). Secondly, they are thought to guide the teachers’ selection
of future teaching practices and the extent to which they make sense of what they are
studying (Richardson, 2003). Recent studies indicate that the majority of teacher
candidates still hold transmitted beliefs about teaching and learning, and these pre-
existing beliefs tend to affect what they learn from the teacher education programme.
Richardson (ibid.) concludes that prior belief systems need to be understood, if an

effective framework for new teaching strategies is to be implemented.

It is necessary for pre-service teacher education to acknowledge, as well as examine
the prior beliefs of pre-service teachers, and make them explicit. Teacher educators
should help them to reflect on these beliefs at the start of the programme, since they
can only examine their own beliefs and reflect on them if they are aware of them.
Doing this will make pre-service teachers aware of the influence of their beliefs, and
make it possible for teacher educators to identify their difficulties and provide them
with appropriate support. Moreover, traditional prior beliefs that pre-service teachers
bring to teacher education programmes are considered to be ‘stumbling blocks’ (ibid.,

p. 2) in their reform of their teaching practices (from the TCA to the LCA).

It is not possible for teachers to change their practices without reflecting on their

beliefs (Dwyer et al., 1991). With the assistance of teacher educators, pre-service
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teachers will be able to understand the assumptions that impact their thinking and
behaviour. Otherwise, they will incorporate new ideas that they obtain from teacher
education programmes into old frameworks (Pajares, 1993). If researchers understood
the pre-existing beliefs of pre-service teachers, this would not only improve their
teaching practices, but also their professional development, as well as their

professional preparation.

3.9 Learner-Centred Beliefs

Research has shown that the TCA continues to be dominant in the classroom, owing
to the resistance to change of pre-service teachers resulting from their beliefs, which
are based on their prior teacher-centred educational experiences (Cuban, 1993;
Marshall, 1997; Barr, 1998). It is apparent that many pre-service teachers take the
view that teaching is a process of transmitting knowledge and of dispensing
information (Pajares, 1992); additionally, they are likely to believe that the way they
were taught is effective, and that the main source of knowledge is the teacher. These
beliefs are not easy to dislodge, and frequently hamper not only their acceptance of,
but also their attempts to try out the new ideas which they obtain from their teacher
education. Thus, convincing pre-service teachers to value LC teaching practices can
be a daunting task (Dunn and Rakes, 2011). Vogler (2006) argues that if pre-service
teachers’ beliefs are left unattended to, changes in their teaching will become almost
impossible when they become in-service teachers. In other words, their use of LC

teaching practices will be limited in their future classroom.
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McCombs (2002; 2003) has carried out many studies on teacher beliefs and practices
and has offered strong evidence to substantiate her claim that understanding teacher
beliefs can both improve instructional practices and move them towards being more
learner-centred. The findings of her research also reflect the relationship between LC
beliefs and LC teaching practices. Research has further indicated that in-service
teachers are unlikely to adopt the LCA, if they believe that the TCA is effective.
Although beliefs are significant determinants of in-service teachers’ adoption of LC
instruction (McCombs, 2003), the investigation of beliefs about the LCA among pre-
service teachers has received very little attention in the literature. ‘Addressing these
... beliefs in teacher education, can lead to more learner-centred teachers in the

classroom’ (Dunn and Rakes, 2011, p. 42).

In summary, the key points of the above overview are as follows:

1. The study of beliefs is crucial, not only to understand both teaching and
teacher learning, but also to improve teaching practices, teacher
development and teacher education programmes.

2. Beliefs are derived from teachers’ schooling, as well as from their learning
experience, teaching experience and teacher education.

3. Beliefs are personal, practical, systematic, dynamic and often unconscious
(Phipps, 2009).

4. The relationship between beliefs and classroom practices is interactive,

dialectic and highly complex (Richardson, 1996; Poulson et al., 2001).
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10.

Pre-service teachers enter teacher education programmes with
preconceptions and personal beliefs and, in addition, these pre-existing
beliefs are tenacious.

Pre-existing beliefs held by pre-service teachers not only filter what they
learn from teacher education, play a role in the process by which they gain
knowledge or learn a skill, but also interpret knowledge and subsequent
teaching behaviour (Pajares, 1992; 1993).

To change the beliefs of pre-service teachers is difficult, but it is possible.
It can be promoted by making pre-service teachers’ implicit beliefs
explicit, showing them the inadequacies or inconsistencies of those
beliefs, and providing them with opportunities to remove beliefs that
hinder learning and develop new beliefs that will facilitate their learning
(Kagan, 1992a). However, ‘belief change is an extremely complex
phenomenon; cognitive change does not necessarily imply behavioural
change and vice versa’ (Phipps, 2009, p. 32).

Changes in teachers’ teaching practices and adoption of new teaching
practices are the result of changes in teachers’ beliefs (Richards et al.,
2001).

Reflection can make implicit beliefs become explicit, and furthermore,
teachers are more likely to implement new ideas, since they become more
aware of their beliefs and more willing to change them.

A primary goal of teacher education programme is to change, develop,
modify and transform pre-service teachers’ beliefs and belief systems

(Richardson, 2003).
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3.10 Research on Teachers’ Beliefs about the Learner-Centred Approach in

Language Teaching

Various studies in the field of language teaching which have focused on teachers’
beliefs about the LCA and their pedagogical practices have been undertaken by
researchers in different contexts. Nonkukhetkhong et al. (2006) explored five in-
service EFL teachers’ perceptions and implementation of the LCA in their teaching of
English at public secondary schools in Thailand, and found that they would be keen
to adopt the LCA if they knew how to teach in a learner-centred way and if they had
been sufficiently prepared. The degree of the teachers’ implementation hinged upon
their understanding of this approach and contextual factors. In a similar vein, the
results of Prapaisit de Segovia and Hardison’s (2009) study suggested that Thai
primary teachers did not fully understand the principles and the application of the
LCA. They wanted to make the shift from the TC to the LC teaching approach, but
they did not know how to do it, owing to a lack of understanding, no model and no
support. Their failure to implement this approach was thus caused by several factors.
Orafi and Borg (2009) examined three Libyan secondary school teachers’
implementation of a new communicative English language curriculum. This study
revealed that ‘if the implementation of this curriculum is entrusted to teachers who
lack appropriate understandings and skills the prospects of the curriculum fulfilling

its intentions are clearly remote’ (p. 250).

A doctoral study conducted by Al-Nouh (2008), who examined twenty-three Kuwaiti

EFL primary teachers, discovered that teachers’ own beliefs and the way they had
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been taught were the main obstacles to implementing a CLT-based learner-centred
method. Al-Nouh’s findings also indicated that there was a discrepancy between
teachers’ stated beliefs and their actual classroom practices. In addition, the teachers’
beliefs were not in line with their teacher training, or with what the curriculum and
English inspectorates asked them to do. In comparison with Al-Nouh’s study, Shihiba
(2011) found that various obstacles were responsible for the non-implementation of
the communicative learner-centred approach. Shihiba suggested that the conceptions
held by Libyan EFL secondary teachers were mixed with some misconceptions which

reflected the teachers’ lack of understanding of this approach.

Only two of the studies reviewed above, however (Nonkukhetkhong et al., 2006;
Wang, 2007), have focused on exploring the implementation of this approach by good
schoolteachers in their own countries. Moreover, previous studies of the
implementation of the LCA have not dealt with the relationship between teachers’
beliefs and their classroom practices, as in the work of Nonkukhetkhong et al. (2006),
Prapaisit de Segovia and Hardison (2009), and Wang (2007). The main limitations of
these studies, however, are that teachers’ beliefs about and implementation of this
approach have been explored by employing self-report questionnaires with limited or
no observation of classroom practices (Nonkukhetkhong et al., 2006; Wang, 2007,
Shihiba, 2011). Kagan (1990, p. 426) warns that, ‘any researcher who uses a short-
answer test of teacher belief ... runs the risk of obtaining bogus data’. Additionally, in
Nonkukhetkhong et al.’s and Al-Nouh’s (2008) studies, classroom observation data

were analysed using pre-determined categories, using the COLT (Communicative
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Orientation of Language Teaching) observation scheme. The research design of the

current study was influenced by these limitations in the existing research.

Some interesting points can be drawn from this review of recent literature on teacher
cognition. Firstly, to date, little research has been conducted specifically on pre-
service language teachers’ beliefs regarding and use of the LCA. Secondly,
researchers (Woods, 1996; Borg, 2006b; Li and Walsh, 2011) have called for more
research to be conducted in the area of English being taught as a foreign language by
NNS. Thirdly, studies of the cognition of pre-service teachers, in particular, pre-
service EFL teachers on three- or four-year teacher education programmes, remain
scarce. Furthermore, they are limited to only a few countries, for instance the USA,
UK, Hong Kong, Australia and Canada. Fourthly, from this review, it is apparent that
very little is known about teachers’ beliefs regarding the LCA and their classroom
practices. Fifthly, other researchers have called for more studies on the relationship
between teachers’ beliefs and their classroom practices (Cabaroglu and Roberts,
2000; MacDonald et al., 2001; Li and Walsh, 2011). Finally, previous studies suggest
that the adoption of a teaching approach is influenced by various factors (e.g., Li,
1998; Richards and Pennington, 1998; Sakui, 2004; Sato and Kleinsasser, 2004;
Nishino and Watanabe, 2008; Nishino, 2012). Nevertheless, few empirical studies
have focused on contextual constraints in the context of the current study. The aim of

the current study was to fill these gaps in the literature.

According to a framework for language teacher cognition research proposed by Borg

(2006b, see Figure 3.3 below), research on teacher cognition can be broken down in
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terms of topic and participants. The study of teacher cognition can focus on teaching
in general or on a specific domain of teaching, and it can focus on pre-service or in-
service teachers. The present study is obviously placed in the top left-hand quadrant
of Figure 3.3. Although there has been growing interest in the research related to
language teacher cognition, far too little attention has been paid to the beliefs of pre-
service teachers in relation to the LCA, particularly in the context of this study (NNS
pre-service EFL teachers on the five-year teacher education programme in Thailand).
The importance of this study thus lies in the fact that it will shed light on areas which
are still undeveloped and not well understood, and it may also contribute to the
process of producing more new qualified LC teachers from teacher education

programmes at Rajabhat universities.

Generic processes
(e.g. planning, interactive decision-
making, instructional concerns)

Pre-service In-service
teachers teachers

Domain-specific processes
(e.g. grammar, reading, writing and
sub-activities in each domain)

Figure 3.3 Substantive dimensions of language teacher cognition research

(Adapted from Borg, 2006b, p. 282)
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3.11 Summary

This chapter has discussed the prominence and the influence of teachers’ beliefs on
their classroom practices and instructional decisions in the classroom, and on their
professional development. The proliferation of available definitions and terminology
illustrates the complex nature of beliefs. The relationship between beliefs and practice
varies according to contextual factors. To obtain a complete understanding of the
teaching and learning process, it is essential to understand fully the impact of context
upon the teaching/learning process. Much of the research has asserted that pre-service
teachers enter teacher education programmes with preconceptions about teaching and
learning which have been formed during their ‘apprenticeships of observation’, and
by their own learning experiences. These pre-service teachers’ prior cognitions are
important, as they cause them to sift the input and experience they obtain from
teacher education programmes and may cause them to reject input that is not in line
with their pre-existing beliefs. Recent research has indicated that pre-service teachers
still believe in the traditional mode of teaching. Teacher education can play a role in
helping make these preconceptions explicit, and in altering, developing and refining
these pre-existing beliefs. The following chapter will discuss the mode of inquiry

which was adopted in this study.
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Chapter 4. Methodology

4.1 Introduction

In this chapter the methodological procedures adopted in this study are described. The
research paradigm employed is discussed in detail and the rationale behind the choice
of research tools is provided. In section 4.2 the aims and research questions of the
current study are presented. The research paradigm that underpins this study, and the
research strategy and research design are then presented in sections 4.3 and 4.4.
Sections 4.5 to 4.7 are devoted to a description of the context of this study, the
selection of participants and data collection procedures. The rationale for using semi-
structured interviews and observations as the main data collection strategies, together
with the process of piloting, are also included in section 4.7, before moving on to the
approach adopted to analyse the data (section 4.8), and the strategies employed to
enhance the reliability and validity of this study (section 4.9). The last section deals

with ethical issues.

4.2 Research Questions

The aim of the current study was to discover how the learner-centred approach (LCA)
was perceived by Thai student teachers (STs) and to what extent their actual
classroom practices reflected this approach. The study also aimed to describe the
relationship between their understanding of this approach and their practices in order

to contribute towards a better understanding of the factors which help or prevent STs
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from adopting this approach. It is hoped that these insights may assist teacher
educators in the provision of a more effective pre-service English teacher training
programme in Thailand. This study attempted to answer the following questions:

1. What is the Thai STs’ understanding of the LCA?

2. To what extent did STs apply the LCA to teaching during their internship?

3. What is the relationship between their understanding and their classroom

practices with regard to the LCA?

4.3 Research Paradigm

All researchers are ‘guided by a set of beliefs and feelings about the world and how it
should be understood and studied” (Denzin and Lincoln, 2003, p. 33). A paradigm is
described as a ‘basic set of beliefs that guides action” (Guba, 1990, p. 17), or as a
world view (Creswell, 2009). In social science, it is ‘a set of assumptions about the
social world, and about what constitute proper techniques and topics for inquiry. In
short, it means a view of how science should be done’ (Punch, 2005, p. 27). Research
paradigms are distinguished from each other by the fact that they are all based on ‘an
ideology concerning the nature of reality [ontology], a philosophical basis regarding
the nature of knowing [epistemology], and various practical methods for studying

phenomena [methodology]’ (Duff, 2008, p. 28).

The mode of inquiry adopted in this study was based on the interpretive research
paradigm, since the aim of the study was to explore STs’ experience of reality, and to

provide a detailed account of their beliefs and classroom practices in regard to the
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LCA during their internship. As the focus of the research was on discovering how
STs’ perceptions and classroom practices are constructed, it was essential that it be
conducted in their real working life setting, without any controlled variables. To
understand fully what STs believe and what they do in their classrooms, in-depth data
are needed. Furthermore, the beliefs of STs and their classroom practices cannot be
quantified. Hence, the present study relied on the STs’ “‘views of the situation being
studied” (Creswell, 2009, p. 8), and attempted to understand the complexity of the
phenomenon. Additionally, this study was not based on a particular hypothesis, since
my intention was to ‘make sense of (or interpret) the meanings others have about the

world’ (ibid., p. 8).

The interpretive research paradigm is concerned with ‘human understanding,
interpretation, intersubjectivity, [and] lived truth’ (Ernest, 1994, p. 24). It involves
‘the systematic analysis of socially meaningful action through the direct detailed
observation of people in natural settings in order to arrive at understandings and
interpretations of how people create and maintain their social worlds’ (Neuman,
2011, pp. 101-102). The interpretive paradigm is also commonly called ‘naturalistic’
(Lincoln and Guba, 1985; Ernest, 1994; Guba and Lincoln, 1994), or “‘qualitative’ or
‘constructivist’ (Erickson, 1986; Guba, 1990; Robson, 2002; Denzin and Lincoln,
2003; Gall et al., 2007). Table 4.1 provides a summary of the research paradigm

adopted for the current study.
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Table 4.1 Summary of interpretive paradigm

Axioms about Interpretive paradigm

Ontology Realities are multiple, local and specific co-
constructed and holistic.

Epistemology Knower and known are interactive, inseparable.

Methodology Qualitative methods are selected because they are

more adaptable to dealing with multiple realities.

The possibility of Only time- and context- bound working

generalisation hypotheses (idiographic statements) are possible.

The role of values Inquiry is value-bound.

Based on Lincoln and Guba (1985, pp. 37, 40), Ernest (1994, p. 29) and Guba and

Lincoln (2005, p. 195)

In this paradigm, ontological assumptions are concerned with the nature of reality
(Neuman, 2011) or the essence of the phenomenon being investigated (Cohen et al.,
2011). Interpretive research assumes that all human action is inherently meaningful
(Schwandt, 2003). This study is based on relativism. Relativists do not believe that
reality is fixed, but rather that there are multiple realities that exist in people’s minds
(Guba, 1990; Denzin and Lincoln, 2003; Punch, 2005; Bryman, 2008). These realities
are constructed in multiple ways and can be studied holistically (Lincoln and Guba,
1985). Hence, the same social phenomenon can be interpreted and perceived in
different ways by different individuals. Guba (1990) summarises relativism as

follows:
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Realities exist in the form of multiple mental constructions, socially
and experientially based, local and specific, dependent for their form

and content on the persons who hold them. (p. 27)

This suggests that human beings construct their own social realities in relation to one
another (Macleod, 2009). Different people certainly have different perceptions of
what reality is. The way people perceive and construe the world is similar, but not
necessarily the same (Bassey, 1999). Consequently, people’s perceptions of reality
are determined by their experiences and their interaction with other people. What
people see and experience and how they interpret events makes the perception of

truth different from person to person (Rubin and Rubin, 2005).

Epistemology is concerned with the nature of the relationship between researchers
and what can be known (Neuman, 2011). This research paradigm takes a ‘subjectivist
position” (Guba, 1990, p. 26). Interpretivists believe that reality can only be fully
understood through the subjective interpretation of an intervention in reality. By
subjective interaction, realities can be accessed. (Guba, 1990, p. 27) contends that
‘inquirer and inquired into are fused into a single (monistic) entity. Findings are
literally the creation of the process of interaction between the two’. This
epistemology assumes that the researcher and what is being investigated are
inseparable. It is not possible for a researcher to be neutral, and therefore the

researcher and what is being studied affect each other.

Methodology is defined as methods and techniques used to generate and justify

knowledge (Ernest, 1994). Interpretivists believe that inquiries should take place in
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their natural contexts. In order to capture realities holistically, interpretivists favour

qualitative data. Lincoln (1990) claims that:

Salient issues emerge from research respondents and co-participants;
that theory must arise from the data rather than preceding them; and
that the method must be hermeneutic and dialectic, focusing on the
social processes of construction, reconstruction, and elaboration, and
must be concerned with conflict as well as consensus. (p. 78)

The relativist ontology and subjectivist epistemology of the interpretive paradigm

discussed above underlie the research methodology of this study in the following

ways:

Inductive: The data should not be approached with a priori interpretive
categories; the approach to the research is one which looks for, describes, and
accounts for observed patterns, rather than tests stated hypotheses (Duff,

2008).
Emic: This study adopted the “emic’ perspective.

Idiographic: The data from this study were interpreted with an idiographic
orientation, rather than trying to produce a nomothetic body of knowledge
(Lincoln and Guba, 1985). In other words, the goal of the present study was to
examine ‘the meaning of particular events’ (Borg, 1998a, p. 28), rather than to

make generalisations.
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4.4 Research Strategy and Research Design

Having discussed the rationale for adopting the interpretive research paradigm, in this
section I will present the reasons why the qualitative and case study approaches were

deemed appropriate for the design of the current study.

4.4.1 Qualitative Research

The aim of this study was to describe and account for observed patterns, rather than to

test hypotheses. With regard to the data gathering method, there are various reasons
why it was decided to adopt a qualitative approach in this study. First, it offers ‘the
best source of illumination’ (Richards, 2003, p. 8), enables the researcher to get close
to practice, and to get ‘a first-hand sense of what actually goes on in classrooms’
(Eisner, 2001, p. 137). Therefore, classroom practices and underlying meanings can
be uncovered. Second, the aim in this research was to investigate STs’ classroom
practices as they took place in their classrooms; thus the settings were natural, and not
orchestrated for research purposes (Duff, 2008). Additionally, the data collected were
examined and interpreted based on the teachers’ natural teaching performance. Third,
this study tried to grasp ‘the meanings and significance of these actions from the
perspective of those involved’ (Richards, 2003, p. 10). Fourth, the aim of this
research was to develop holistic accounts of the phenomenon under study (Creswell,
2009). Finally, the purpose of the study was to delineate the STs’ beliefs and the
adoption of the LCA by STs in their instructional process, employing unlimited rather

than pre-determined categories (Richards, 2003).
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4.4.2 Case Study

A case study approach was adopted in this research to explore the STs’ understanding
of the LCA and their classroom practices, since these refer to a particular instance of
a complex social phenomena (Gall et al., 2007). Moreover, the aim was to study a
single unit of the phenomenon in detail. This made the case study appropriate for this

study. The following quotation succinctly summarises the definition of a case study.

[it] is an excellent method for obtaining a thick description of a
complex social issue embedded within a cultural context. It offers
rich and in-depth insights that no other method can yield, allowing
researchers to examine how an intricate set of circumstances come
together and interact in shaping the social world around us. (Dornyei,
2007, p. 155)

Bassey (1999, p. 47) defines the case study as the “study of a singularity conducted in
depth in natural settings’. According to Gall et al. (2007, p. 447), a case study is ‘the
in-depth study of ... one or more instances of a phenomenon ... in its real-life context
that ... reflects the perspective of the participants involved in the phenomenon’.
Likewise, (Yin, 1989, p. 23) states that a case study is an empirical inquiry that:
e investigates a contemporary phenomenon within its real-life
context; when
e the boundaries between phenomenon and context are not
clearly evident; and in which
e multiple sources of evidence are used.
This definition establishes the characteristics of the case study. These include: an
investigation of a phenomenon in a real-life context, an in-depth study, no clear
boundaries between phenomenon and context, along with the use of multiple sources

of data. It should be noted that a case study is undertaken to provide a holistic

understanding of the phenomenon studied (van Lier, 2005).
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In light of the features of case studies mentioned above, the justification for the use of
a case study approach in this research is that it would allow an in-depth study to be
made of a small number of participants in order to unravel the complexities of the
case under investigation (six STs’ beliefs about the LCA in natural settings) (Gillham,
2000) and would vyield the particularities of the case. Additionally, the present study
is the exploration of particular events which needed to be studied in the context in
which they occurred (Robson, 2002), and was conducted in a real-life context (in
secondary school classrooms) which is dynamic and information-rich, to obtain a true
depiction of the investigated issues. Thus, the STs’ classroom practices were
examined through direct observation of the participants in their normal classrooms.
The data for this study were drawn from multiple data sources: namely semi-
structured interviews, classroom observations and documentary analysis, in order to
explore the relationships and processes taking place within the chosen setting

(Denscombe, 2010).

An additional motive for the choice of this approach was that it allowed me ‘to
understand complex social phenomena’ (Yin, 2009, p. 4). In addition to this, a deeper
understanding of the case can be obtained, as it explores the particularities of the case
(Stake, 1995) which might not be captured through other methods, such as survey and
experimental research. Furthermore, the examination of the data was conducted
within the context from which they were obtained. Stake (1994) asserts that

boundedness, uniqueness and specificity are key factors in understanding the case.
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Following Yin (2003), this study may be described as a descriptive case study, as it
sought to describe the understanding of the LCA and the classroom practices of six
STs as they occurred (Zainal, 2007). The intention in this study was not to generalise,
as it is context- and subject-specific. A descriptive case study is one of three types of
case study identified by Yin (2003, p. 5). It is ‘a complete description of a
phenomenon within its context’; additionally, a case study can be either exploratory -
aiming to define the ‘questions and hypotheses of a subsequent study (not necessarily
a case study) or at determining the feasibility of the desired research procedures’, or
explanatory - ‘bearing on cause-effect relationships — explaining how events

happened’.

The main drawback of a case study is its incapacity to provide a generalised

conclusion and, in addition, it may lack rigour. The presence of the researcher whilst

collecting the data is likely to cause some observer effect (Denscombe, 2010).

The methodological framework of this study is illustrated in Figure 4.1.
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Figure 4.1 Methodological framework

As can be seen from Figure 4.1, the LCA and teacher cognition were the theoretical

and analytic framework of the study. A case study approach was adopted and the data

were obtained from semi-structured interviews, classroom observation and document
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analysis. Content analysis was employed to analyse the interview data, whereas data
from the other two sources were analysed using themes that emerged from the
interviews, as well as from the data themselves and the conceptual frameworks of the

LCA. The findings from these three different data sources were triangulated.

45 Research Context

This section presents some background information on the Rajabhat university and

the teacher education programme in which the present study was undertaken.

4.5.1 Rajabhat University

The Rajabhat university was formerly known as a teacher training college. The first
teacher training school in Thailand was established in Bangkok in 1892 to train
primary and secondary school teachers. Later, teacher training schools were
established in other provincial areas. By 1928, twenty-five teacher training schools
had been established in Thailand, offering a primary and a secondary teaching
certificate. Following this, in 1954, a Teacher Education Department, which was
under the Ministry of Education (MOE), was established to train teachers for primary
and secondary schools throughout the country. In the past, teacher colleges offered a
two-year Lower Certificate in Education for those who had graduated from junior
high school, and a two-year High Certificate in Education, for those who had finished

senior high school (Boonkoum, 2004). After the Teacher’s College Act was
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promulgated in 1975, all thirty-six teachers’ colleges began to offer a bachelor’s

degree in education, and undergraduate programmes in other areas from 1984.

In 1992, the thirty-six teachers’ colleges in Thailand were named ‘Rajabhat institutes’
by King Bhumibol Adulayadej, and in 2004, the Rajabhat institutes were upgraded to
Rajabhat universities. At present, there are forty Rajabhat universities throughout the
country. Six are located in Bangkok and thirty-four are located in four different parts
of the country. Today, some Rajabhat universities offer master’s and doctoral

programmes, and in addition, each Rajabhat university has its own curriculum.

4.5.2 Teacher Education Programme

The Faculty of Education at Rajabhat universities offers a bachelor’s degree of
education in various majors such as English, mathematics, Thai, sciences and
physical education. The main function of this faculty is to prepare teacher candidates
to become teachers in primary and secondary schools. It aims to prepare
knowledgeable, capable and qualified teachers who embody morality and
professional ethics under the conditions of the National Education Act B.E. 2542
(1999) and the Amendments (Second National Education Act B.E 2545 (2002)).
Examples of the objectives encompassed in this programme include: 1) being a
competent teacher and reaching the professional teacher standard; 2) being
knowledgeable and capable in their own speciality, and 3) being eager to learn, being
enthusiastic about seeking knowledge to develop themselves continuously, as well as

applying the knowledge to teach efficiently (for more detail see Appendix D).
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The five-year teacher education programme was initiated in 2004 as a result of the
1999 National Education Act, educational quality problems (Chanbanchong, 2010),
and the educational reform taking place in Thailand. The ultimate goal of this
programme is to improve the process of teacher preparation in Thailand, as well as to
enhance the quality of teachers, which is one of problems that the country has been
encountering. This new model of pre-service teacher training aims to prepare teachers
to be ‘capable of implementing the new approaches to teaching and learning’ (Pillay,
2002a, p. 21). Some alterations were made, for example to the programme duration
(from four years to five years), to the length of internship (from one semester to one
academic year at schools), and introducing a subject-based instead of a module-based
programme. This new five-year BEd programme encompasses various subjects which
are worth 2-3 credits, while the four-year programme is made up of various modules

which are worth 5 credits. Each module is the integration of two subjects.

The five-year teacher education programme is the combination of coursework and
fieldwork. The teacher education curriculum at the Rajabhat university where the
research participants were selected can be broken down into three major areas:
general education, professional teacher training, together with elective courses (for
more detail see Appendix D). A summary of the three major areas in the curriculum is

presented in Figure 4.2 (the number in brackets refers to the total number of credits).
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Bachelor of Education
Programme in English

1. General Education 2. Professional Teacher 3. Electives
31 credits Training 125 credits 6 credits
| | 1.1 Language and || 2.1 Teaching
Communication (9) Profession (37)

—1 1.2 Humanities (8)

2.2 Teaching
Specialisations (74)

— 1.3 Social Sciences (6)

1.4 Science and 2.3 Practical Teaching
Mathematics (8) Experience (14)

Figure 4.2 The teacher education curriculum

Both practical teaching experience and teachers’ professional courses in the
curriculum are taught by lecturers in the Faculty of Education, while all specialised

courses are taught by lecturers from the Faculty of Humanities and Social Sciences.

In the curriculum, under teaching specialisations (see Appendix D), two courses,
namely Methods of Teaching English Language 1 and 2, are offered to prepare STs to
teach English. These courses include micro teaching and peer teaching. Prior to doing
their internship, STs will complete three teaching practicums (see Appendix D) at

schools.
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The primary objective of all three practicums in teacher education programmes is to
prepare teacher candidates for their internship. These courses include attending a
class at a university, one-week fieldwork at schools, and a seminar after the
fieldwork. In Practicum 1, STs are assigned to observe lessons at a university and in
schools. During their fieldwork, they observe how teachers at schools work. In
Practicums 2 and 3, they learn how to plan a lesson, write a lesson plan, do micro
teaching, and then practise teaching primary (in Practicum 2) and secondary students
(in Practicum 3) for 6 periods (about 50-60 minutes per period). They conduct
Practicum 1 during the second semester of their third year, and the remainder in their

fourth year.

During the internship, STs work as full-time teachers for one academic year at
schools. They do their internship during the second semester of their fourth year and

the first semester of their fifth year, totalling 900 hours.

4.6 Research Participants

The main purpose of this study was not to generalise information gleaned from the
research, but to understand STs’ beliefs and their teaching practices, together with
obtaining insights into this complex phenomenon (Johnson and Onwuegbuzie, 2004).
To achieve these aims, purposive sampling techniques or qualitative sampling
(Teddlie and Yu, 2007), namely criterion sampling, were employed. These techniques
were chosen because: 1) all participants were selected on the basis of predetermined

criteria (Patton, 1990); 2) they provided me with an opportunity to select ‘the
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information-rich cases for study in depth’ (Patton, 1990, p. 169), and 3) participants
were selected with ‘a specific purpose, rather than randomly’ (Tashakkori and

Teddlie, 2003, p. 713).

The participants in the study were year five STs, whose major was English and who
were studying at the Rajabhat university in the north of Thailand. In the academic
year (2010), there were 30 STs in this cohort. Six taught primary students, six taught
primary and lower secondary students, and eighteen taught lower secondary students.
Out of these eighteen, six were selected for the study, without any preference given to
their background, gender or academic results, but based purely on the following
criteria:

1) Willingness to participate in this study.

2) Teaching English at the lower secondary level (Matayomsuksa 1-3: Grades
7 -9). The rationales for choosing this level were: 1) this level is deemed to be one of
the backbones of the curriculum, and 2) STs who teach this level are always under the
supervision of cooperating teachers who specialise in English.

3) Under the supervision of cooperating teachers specialising in English, as
English language teaching methodology differs from that involved in the teaching of
other subjects. ‘[The] content and [the] process are one’ (Borg, 2006a, p. 13). In
addition, teaching English involves teaching culture, communication skills, learning
skills, together with all relevant knowledge of life. The teaching methods, activities
and materials also make English language teaching different from the teaching of

other subjects. The characteristics of this discipline make teachers of English as a
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foreign language (EFL) unique. In foreign language teaching, ‘the medium is the
message’ (Hammadou and Bernhardt, 1987, p. 301).

4) Permission from their cooperating teachers and their university supervisors
to participate in this study.

5) Permission from the directors of schools for me to collect the data.

Table 4.2 presents information about the schools and grades taught by each ST.

Table 4.2 Participants in the study

Student  ander  School School Typeof Administered 5 ade

teacher level school by
1 Female 1 Secondary  State SESA? M. 3
school (Grade 9)
2 Female 1 Secondary State SESA M. 1
school (Grade 7)
3 Female 2 Secondary State SESA M. 2
school (Grade 8)
4 Male 3 Secondary State SESA M. 3
school (Grade 9)
5 Female 4 Primary State City M. 2
and Municipality  (Grade 8)
secondary
school
6 Female 4 Primary State City M. 1
and Municipality  (Grade 7)
secondary
school

2 SESA is the Secondary Educational Service Area Office. It is a Thai agency in the Office of
the Basic Education Commission of Thailand (OBEC), the Ministry of Education (MOE).
Its main responsibility is the administration of secondary education in each provincial area.
There are 42 offices, which are located in different parts of Thailand and were founded in
2009.
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All pupils the participants taught were lower secondary students and their age range

was 13-15.

Six STs (five females and one male) did their internship in four different public
schools. They were placed to work at their schools on 1 November 2009 (the second
semester® of their fourth year). It is compulsory to practise teaching at schools for two
semesters* (equivalent to one academic year). They were observed during the second
semester of their internship. By that time, they should have completed one semester
of English teaching practice in the same school. After their internship, they go back to

study at the university for one more semester before graduation.

These four public schools are all in urban areas, though managed by different
educational authorities. Schools 1, 2, and 3 are secondary schools under the
Secondary Educational Service Area Office (SESA), and offer the lower
(Matayomsuksa 1-3: Grades 7-9) and upper (Matayomsuksa 4-6: Grades 10-12)
secondary levels. School 4 is under a city municipality which offers pre-school
kindergarten (Anuban), primary and secondary levels (Grade 1-Grade 12). There are
two classes in all the levels except upper secondary levels, where there is only one

class in each level. The following table summarises the school descriptions.

® The first semester at a university is from the beginning of June until September, while the
second semester runs from November to February.

* The first semester at secondary schools starts in mid-May and lasts to the end of September or mid-
October, while the second semester starts in November and ends in March.
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Table 4.3 School descriptions

School Numberon Agerangeof Number of Teachers

roll students classes and staff
1 1,950 13-18 46 77
2 680 13-18 20 40
3 880 13-18 27 59
4 860 4-18 25 47

Six lower secondary English as a foreign language (EFL) classes, from four different
schools, were taught by six STs. Each class was observed three times, resulting in a
total of 18 observation visits in September and October 2010. These eighteen lessons
were made up of six lessons from each of the three lower secondary levels (Grades 7-
9). The duration of lessons at each school varied (approximately 40-60 minutes for
each lesson). There were about 30 to 35 students in each class, of mixed gender and

ability. The students had been studying English for 6-8 years.

All the STs were required to wear university uniforms during their internship.
Females wore white short-sleeved blouses, plain or pleated black skirts and black
court shoes. Buttons must be made of metal, with a university emblem. They also
pinned a tiny silver university emblem badge on their left chest and wore silver tie
tacks (with a university emblem) on their left top collar. The male ST wore a white
shirt or long-sleeved shirt and long black trousers with a green tie (with a university

logo).
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4.7 Data Collection

In order to obtain data appropriate for answering the research questions, this study
adopted multiple methods of data collection: namely, semi-structured interviews,
non-participant observation and document analysis. The choice of data collection
methods and the questions posed in this study followed established approaches. The
justification for each data collection method will be discussed in the subsequent

sections. The main stages of data collection for this study are illustrated in Figure 4.3.

Lesson
observation 3

I

Post-lesson
interview 2

Lesson
observation 2

1

Post-lesson
interview 1°

Lesson
observation 1

Introductory

interview

Figure 4.3 Data collection procedure
Details of the data gathered from each of the data collection methods are presented in

Table 4.4.

Table 4.4 Overview of data collected

Data collection method Data collected Description
Introductory interviews - 6 hours of audio 6 one-to-one semi-
recordings structured interviews with

® Reasons for the delayed interview are given on page 124.
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Table 4.4 (Continued)

Data Collection method Data collected Description

- School profile STs
- Student profile

- Course documents
Classroom observation - About 15 hours of 18 lessons observed, 3

video-recorded lessons  lessons per ST

Post-lesson interviews 12 hours of audio 12 one-to-one semi-
recordings structured interviews
Documentary Data - Lesson plans

- Photocopies of all
worksheets used by
the STs

- Photocopies of the
textbook units used

- School curriculum

- Basic Education Core
Curriculum B.E. 2551
(A.D. 2008)

- Curriculum of the
teacher education
programme at the

university.
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4.7.1 Semi-Structured Interviews

Rationale

Semi-structured interviews were employed in the present study to gain access to the
STs’ understanding of the LCA, and in order to obtain insightful accounts of the STs’
thought processes and practices, as the phenomenon under investigation was complex
and subtle (Denscombe, 2010). Semi-structured interviews have been used widely as
a data collection strategy for more than two decades to discover, as well as to study,
the “unobservable psychological context of language teaching’ (Borg, 2006b, p. 279).
Additionally, they would enable the STs to account for what they thought, knew,
believed (Borg, 2003) and did concerning the LCA. Open-ended questions used in
semi-structured interviews can elicit more qualitative information-rich data. In
essence, this strategy was utilised to ensure the fidelity of the accounts of practice and
the STs’ rationale. It “allows prominence to be given to the voice of teachers, rather

than that of the researchers’ (Mangubhai et al., 2004, p. 294).

Semi-structured interviews are a fairly flexible kind of interview, since they are
organised according to a list of topics or a loosely defined series of questions. The
interviewee is encouraged to talk about given themes freely (Borg, 2006b). In this
study, semi-structured interviews were deemed to be more appropriate than structured
or non-structured interviews, owing to the interpretive research paradigm adopted, the
methodological principles, and the aims of the study. The reasons for the choice of

this data collection method are presented in Box 4.1.
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Box 4.1 Reasons for employing semi-structured interviews

e The interviewer is able to probe and expand to uncover more information,
Whilst the respondents have an opportunity to give more details and
information about certain interesting topics (Genesee and Upshur, 1996)
which could not be reached by other data collection methods (Seliger and
Shohamy, 1989; Wellington, 2000).

e There are more opportunities to obtain more in-depth information along
with giving insight into the phenomenon.

e They are deemed to be powerful ways to understand human beings
(Fontana and Frey, 1994), as well as allowing a researcher to investigate
‘subjects’ private and public lives” (Kvale, 2006, p. 480).

e They would ‘assist a teacher, inexperienced in articulating the bases for
his/her teaching to disclose important aspects of his/her practical theories
[beliefs]” (Mangubhai et al., 2004, p. 294).

e Not only tacit and unobservable aspects of STs’ lives, but also their
thinking can be explored (Rossman and Rallis, 2003; Borg, 2006b).

e Semi-structured interviews are a more appropriate means to gain access to
STs’ beliefs than questionnaires (Borg, 2006b).

e A rapport established with STs during the interviews helps bring out
detailed accounts of STs’ beliefs.

However, interviews have some limitations and weaknesses, as Kvale and Brinkmann
(2009, p. 1) warn: it ‘seems so simple to interview, but it is hard to do well’. For
example, the quality of interview data depends upon the interviewer’s interview skills
and expertise. Moreover, transcribing and analysing interview data is time-

consuming. It seems clear that the plausibility of interview data depends mainly upon
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the interviewee’s willingness to divulge information. Furthermore, the interviewee
may give the information the interviewer wants to hear (Yin, 2009). Setting up and

conducting interviews is also time-consuming.

With regard to designing the interview, Kvale suggests that, ‘the qualitative research
interview is theme oriented’ (Kvale, 1996, p. 29). The main themes of the interviews
in this study were generated from the research questions, the conceptual framework,
the related literature, in addition to classroom observations. The interview guide (see
Appendixes E, G and I) covered the following themes:
1. STs’ views and understanding about the LCA
2. Characteristics of LC teaching practices
3. The account of their practice
4. The way they were prepared to adopt the LCA whilst they were studying
at the university
5. Help and support obtained from cooperating teachers and university
supervisors to put a LCA into practice during their internship

6. Problems they encountered when they adopted the LCA

A loosely prepared set of questions, topics or themes and prompts were prepared in
advance, to interview all the participants (see Appendix E for the introductory
interviews, and Appendixes G and | for the first and second post-lesson interviews).
However, a list of questions in the interview guide was also used as a guide to explore
all interesting issues. Questions arising from the actual discussion were also further

explored. As a consequence, the wording, as well as the sequence of questions, did
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not need to be the same. Some questions needed various prompts to try to elicit more
information (such as, can you tell me more about that?), but this depended on the

interviewee’s responses.

Piloting

To enhance the reliability of the interviews, a pilot study was carried out. It aimed:
e To ensure that the interview guide yielded unbiased data (Gall et al., 2007),
e To check the clarity of questions,
e To check whether the interviews ran well (Bryman, 2008),
e To test the quality of the recording equipment and audio-recordings, and

e To practise my interview skills, such as questioning, probing and prompting.

The piloting of the questions to be asked in the interviews and of the interviews as a
research tool was undertaken at a public school which is one of the educational
opportunity extension schools under OBEC in the north of Thailand. Official
permission for the use of the school was required from the school’s director. This
school offers nursery levels to M. 3 (Grade 9) and there is only one class in each
level. The class sizes are not too big, 20-25 students in each class, and there are fewer
than 300 students at this school. Two English major STs were doing their internship

at this school. One taught grade 7 and the other taught grade 9.

Permission to carry out the pilot study was sought during July 2010 by handing in a
letter of request for the director of the school. Unfortunately, the director was not at

the school, and the letter was thus handed to an official. With the STs’ assistance, |
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had a chance to meet a cooperating teacher to introduce myself and explain the
purposes and all the procedures of this pilot study. | asked the cooperating teacher
about the possibility of getting permission. She offered to help arrange an
appointment with the director, and a week later she informed me that the permission
to conduct a pilot study had been granted without my having had the opportunity to
meet the director, owing to his busy schedule. An appointment with the two STs was

then arranged.

At the first meeting, | collected their teaching timetables and contact details, and set a
schedule for introductory and post-lesson interviews, together with classroom
observations. In this meeting, the purposes and procedures of the pilot study and the
rationale for conducting a pilot study were explained to the STs. They were also
informed about what would be required of them in order to participate, including the
amount of time they would have to spend, and assured of the confidentiality and
anonymity of all information they gave. | made every effort to clarify any issues
which may have caused any misunderstanding or misinterpretation. After 1 had
explained the procedures, they were asked whether they were willing to participate in

the study.

The pilot study was thus carried out with two STs not associated with the main study.
One-hour introductory interviews were conducted with each ST in Thali, as it was
preferred and convenient for them. These interviews took place in the school canteen.
The introductory interviews were conducted before the first classroom observations,

while the first post-lesson interviews were carried out as soon as possible after the
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first classroom observations but before the second classroom observations (lasting
about an hour). Each ST was interviewed individually in order to avoid the

production of prepared answers.

After piloting, some questions were revised to make the meaning easier to
understand, whilst some questions were added and some deleted. Additionally, the
sequence of questions was also changed. | also learned how to probe, in order to elicit

richer data through the interviewees’ elaborations.

Procedure

In this study, two kinds of interview: introductory interviews and post-lesson
interviews, were conducted for different reasons (all reasons are given in the sections
on the introductory and post-lesson interviews which follow). Prior to interviewing,
all the essential information relating to this study, such as the purposes of the study,
the rationale behind the interviews, the length of an interview, and assurance of the
anonymity as well as the confidentiality of their responses was given (Wellington,
2000). With the permission of the STs, each interview was audio-recorded using a
digital voice recorder. The recordings were later transcribed, analysed and

interpreted.

The interviews were arranged in advance, and the STs chose when and where they
would like to be interviewed. This helped create a relaxed atmosphere. The
interviewing atmosphere was non-threatening, owing to a good rapport between

interviewer and interviewees, which was developed during my observations of the
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STs classes, as well as through the reassurance that their responses would be kept

completely confidential.

Prior to commencing the interviews, all participants were informed that their genuine
views were very important to this study. Moreover, the STs were assured that their

academic grades would not be affected by their views.

Each interview lasted approximately one hour. They took place in a classroom or a
school meeting room. The interviews were conducted in Thai, since this was the
language preferred by the STs. All of the STs felt that they would be able to express

their thoughts, feelings and ideas better in Thai.

Introductory Interviews

A review of the literature on teacher cognition suggested that teachers’ experiences as
learners and their learning experience on a teacher training programme had an impact
on the development of their beliefs about teaching and learning. Thus, the purpose of
the introductory interviews with each of the STs was to obtain background
information about their prior experience as a language learner and their learning
experience on a teacher training programme. The following information was also
gathered: firstly, background information on the class they taught. This included the
grade, as well as the course they taught, the curriculum, and course documents.
Furthermore, background information about their students, final examination
schedules, together with the total amount of time it took to teach one chapter, was

also obtained. Secondly, information was obtained about their schools and their

122



Chapter 4 Methodology

cooperating teachers, such as their supervision, their policy on the LCA and their
school’s policy regarding the LCA. Thirdly, information was elicited concerning the
university and university supervisors, which included the policy towards the LCA,
their supervision, university courses that prepared them for adopting the LCA and
their views about the LCA in general. Lastly, they were asked about how they were
taught when they were primary and secondary school students. Before conducting the

interviews, all the STs signed a consent form, agreeing to participate in this study.

Post-lesson Interviews

Post-lesson interviews were utilised to allow the STs to reflect on and disclose the
reasons underlying their classroom practices and to clarify what the STs knew and
believed. Through these post-lesson interviews, it was possible to discover why the
STs taught in the way they did, and to explore the depth of their understanding
concerning the LCA. As discussed in chapter 3, teaching is viewed as the
amalgamation of thought and action (Freeman, 1992); understanding the process of
the teaching performed by teachers requires an understanding of their cognitive
dimension. For these reasons, data from classroom observations alone were
insufficient to provide a clear insight into the STs’ understanding of the LCA. The
post-lesson interviews enabled me to elicit answers related to issues arising from the
classroom observations. The post-lesson interviews were thus organised in order:
firstly, to ‘provide the teachers with the opportunity to verbalize their thoughts about
their interactive decision making’ (Basturkmen et al., 2004, p. 251); secondly, to gain
access to the STs’ beliefs and factors underlying their classroom practices; thirdly, to

invite the STs to offer comments, as well as reflect on what they were trying to do
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during their classroom practices; fourthly, to crosscheck the data obtained from the
introductory interviews and classroom observations, and finally, to produce credible

findings and interpretations.

To assist the STs in recollecting what they had been doing and thinking at particular
moments in their classes, key extracts from their lessons were used as stimuli. Before
they were interviewed, they read the extracts to recall what happened at that particular
moment in class. Then they were encouraged to reflect on the events, and explain
their decisions to use a particular activity and materials in their lessons (Borg, 1998b).
I also used the post-lesson interviews to probe particular issues that had emerged
from the observations. Although an interview guide was developed in advance, the
actual interviews were flexible and responsive to the STs’ contributions. During the
interviews | listened carefully, and sought clarification or elaboration when necessary

(Mangubhai et al., 2004).

I had initially intended to interview the STs after each classroom observation, but this
was not possible, since |1 needed more time to select key episodes, as well as to
transcribe. In addition, the STs had teaching commitments (Gatbonton, 1999). The
post-lesson interviews were conducted with each ST after observing the second and
the third lesson. | tried to keep the gap between classroom observations and the
subsequent interviews as short as possible. However, the first post-lesson interviews

took place prior to the third classroom observations.
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4.7.2 Non-Participant Observations

Rationale

Observations are defined as ‘a procedure for keeping a record of classroom events in
such a way that it can later be studied, typically ... for research purposes’ (Allwright,
1988, p. xvi). This method is widely used in qualitative and quantitative research
(Ullmann and Geva, 1984; Richards, 2003; Dérnyei, 2007; Bryman, 2008; Cohen et

al., 2011).

Observation is versatile and superior to other data collection methods such as
questionnaires, as the researcher is able to find evidence of what actually transpires in
classrooms (Borg, 2006b). The purposes of using this method in the present study
were as follows: 1) to uncover whether fifth-year STs adopted the LCA to teaching
during their internship; 2) to gain real insights into STs’ classroom practices relating
to the LCA,; 3) to ascertain the extent to which STs’ beliefs were aligned with what
actually happened in the classroom, rather than to judge or evaluate their teaching
practices; 4) to obtain a holistic picture of the STs’ lives in their classrooms, and 5) to
describe what actually happens in secondary English classes taught by STs.
Moreover, information from classroom observation is more objective and accurate

than that obtained from a questionnaire. As Crowl (1996) puts it:

There are numerous forms of behaviour that can best be measured by
direct observation rather than by paper-and-pencil tests or by
questionnaires. In education, one of the most common forms of
behaviour that is best measured by direct observation is behaviour in
a classroom setting. (p. 23)
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From classroom observation, there is a chance to obtain a rich, thick and in-depth
description of the situation under study, as well as detailed information that a teacher
would be ‘unwilling to talk about in an interview’ (Patton, 2002, p. 263). In the
interviews, teachers may report only the desired information (ibid.). Occasionally
what teachers say they do does not really take place in the classroom. The purpose of
the observation in this research was to ascertain whether the STs did what they said

they did or behaved in the way they claimed to behave (Bell, 2010).

Borg (2006b) argues that in order to study language teacher cognition, what happens
in the classroom is deemed to be crucial, since it assists researchers in ‘understanding
teachers’ professional actions, not what or how they think in isolation of what they
do’ (Borg, 2003, p. 105). He further contends that ‘observation on its own permits
inferences about cognitive processes. ... [and it provides] a concrete descriptive basis
in relation to what teachers know, think and believe can be examined’ (Borg, 2006b,
p. 231). Although researchers are able to obtain useful information for further inquiry
from reported cognition (stated beliefs) from interviews, observation, which is
naturally occurring and directly illustrates teachers’ behaviour, is still needed to study
language teacher cognition (for more discussion see chapter 3, section 3.6). The
observation data also shed light on the teachers’ classroom practices relating to the
LCA. The classroom observation data could be validated by discussing them with the
STs in the post-lesson interviews, and the resulting dataset could then be used to
obtain a clearer insight into the STs’ beliefs. All these reasons lead to the decision to

employ observations.
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Box 4.2 illustrates how observations were conducted in the current study.

Box 4.2 Approach to observations

e Realistic. All lessons observed were naturally occurring, since all the
lessons taught by the STs took place in their usual classrooms with the
students they normally taught, and all the materials they used were part of
the curriculum they were following.

e Non-participant. The observation was non-participant. | sat in the back
right-hand corner of the classroom to minimise the risk of distraction or
intrusion, and made notes about all aspects that could not be captured by
the video recording. | did not take part in the instructional process or
interact with either teachers or students (Dérnyei, 2007).

e Unstructured. All lessons were observed without using pre-determined
categories, such as the categories and  sub-categories in  the
Communicative Orientation of Language Teaching (COLT) observation
scheme (Spada and Frohlich, 1995) (for more justification for the choice of

the mode of data analysis, see section 4.8.2).

It is inevitable that lessons being observed are affected by the presence of the
researcher. My presence in all the STs’ classrooms might trigger alterations in their
normal teaching behaviour. *An alteration in the normal behavior of a subject under
observation, due to the observation itself’ (Allwright and Bailey, 1991, p. 71) is
called ‘reactivity’ (ibid.) or ‘the observer’s paradox’ (Labov, 1972). To overcome and
minimise this problem, | made the purposes of this study and the data collection
procedures clear to all research participants prior to the study. They were also

persuaded to teach as normally and as naturally as possible. However, they were not
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informed that the interview data were going to be compared to observational data to
uncover the relationship between their stated beliefs and their classroom practices
until the interviews had been completed (Borg, 2006b). Second, | repeatedly visited
their classes so that the STs and their students had become familiar with my presence
prior to collecting data for the main study. Additionally, | explained the purposes of
my presence to the students. Third, | familiarised the students with all the data
collection devices. Fourth, | assured them that this observation was not associated
with evaluation and would not affect their grades. Finally, | guaranteed that the data
would be kept confidential and anonymous. Both the STs and the students were quite
accustomed to having either a cooperating teacher or a university supervisor in their

classes. Therefore, they were able to adjust rapidly to my presence.

Procedure

A total of eighteen lessons, made up of three consecutive lessons taught by each of
the six STs, were observed. The justifications for observing three consecutive lessons
included: 1) to reduce the effects of observation (Wragg, 1999); 2) to increase the
reliability of the dated collected, and 3) to see the continuity of their lesson in one
unit, as the nature of an English lesson can vary from one lesson to the next,
depending on the content of the lesson and the teacher’s pedagogical goal. A series of

lessons is able to offer a better picture of how English is taught than a single one.

Video recordings were made with the STs’ permission to increase the descriptive
validity (Maxwell, 1992; Robson, 2002) and the reliability of the analysis, since these

can be replayed later during the data analysis process. This also helped me
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concentrate on what went on in class, without missing important aspects of the
lessons. The recording ran non-stop from the beginning until the end of a lesson, and
tried to capture what the STs did. To improve the sound quality, a small wireless
microphone was worn by the teachers. This was done to reduce my presence in the
classroom, so as to have the most minimal impact possible, and not alter the students’
behaviour (Seliger and Shohamy, 1989). | went to the classrooms early to set up all
the equipment before each lesson started. Table 4.5 below provides an overview of all

lessons observed.

Table 4.5 An overview of lessons observed

Student Length of the
teacher lesson (minutes)
Classroom ST1 41
observation 1 ST2 33
ST3 45
ST4 50
STS 55
ST6 49
Classroom ST1 42
observation 2 ST2 48
ST3 51
ST4 42
STS 45
ST6 43
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Table 4.5 (Continued)

Student Length of the
teacher lesson (minutes)
Classroom ST1 42
observation 3 ST2 49
ST3 48
ST4 55
STS 50
ST6 45

All the classes and lessons | observed had been nominated by all the STs with their

cooperating teachers’ assistance. All observations were scheduled in advance.

In addition to the video recording, questions, as well as issues that arose whilst the
observations were being conducted, were entered in an analytical memo during the
class and after the observation. During transcribing, viewing and analysing the video-
recordings, more questions which needed further discussion emerged, and these were
also recorded in the analytic memo, which would be discussed later in the post-lesson

interviews.

Piloting
The pilot study of classroom observation was undertaken during the second week of
August 2010, which was the second semester of the STs’ internship. The rationale for

piloting was as follows:
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1) To ensure that all the research instruments, namely classroom observations,
and semi-structured interviews, would be effective for the main data collection;

2) To assess ‘the feasibility and usefulness of the data ... collection methods
and revising them before they are used with the research participant’ (Gass and
Mackey, 2007, p. 3);

3) To examine the data-gathering process, in order both to diminish and avoid
potential problems, as well as any causes of frustration that might arise before

carrying out the main study.

The piloting of classroom observations was undertaken at the same school as the
interviews. Two STs were observed a few days after the introductory interviews. The
time and dates for classroom observations were set by the STs. Two consecutive
lessons were observed (each lesson lasting about one hour) and video-recorded, using

a SONY video camera.

Field notes were taken whilst the class was being observed. Field notes are ‘the
description of what has been observed’ (Patton, 2002, p. 302). | wrote down
everything that | believed was worth noting. Some basic information included the
name of the STs, the name of the school, the date and time of the visit, the activities
that the ST deployed in that period with a brief description, and the materials used by
the ST. This observation assisted me in learning how to take detailed classroom notes

whilst the STs were teaching.
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This piloting procedure gave me much more useful information and provided me with
unprecedented opportunities: 1) to improve my own field note taking skills; 2) to test
the capability of a video camera, a wireless microphone, a digital voice recorder, the
video recording quality and the sound quality; 3) to develop my skills in using all the
equipment; 4) to familiarise myself with the research process; 5) to generate interview
schedules from observational data, and 6) to identify some possible practical
problems that might arise whilst the class was being recorded. Moreover, it also
helped me decide which location was best for the camera, and what should be
captured. Before conducting the pilot studies, little was known about the STs’
instructional practices and procedures. Piloting gave me a clearer picture of what was
going on in the classroom, what a class was like, and how English was taught by the

STs.

4.7.3 Documentary Data

Various forms of documentary data were gathered from each ST to obtain additional
information about the STs’ actual English teaching practices and to increase the
credibility of interpretations and findings (Mohamed, 2006). These included the STs’
lesson plans, photocopies of all worksheets used by the STs, photocopies of the
chapters from the textbooks used in all the lessons observed, the school curriculum,
the Basic Education Core Curriculum B.E. 2551 (A.D. 2008), and the curriculum of

the teacher education programme at the university.
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4.8 Data Analysis

The data collection and analysis in this study were iterative, cyclical and inductive
(Borg, 1998b; Duff, 2008), since a later data collection was guided by the analysis of
data already collected. Furthermore, the data were analysed concurrently whilst being
collected (Kirkgoz, 2008). Data collection, data analysis and data interpretation were
iterative, as they took place ‘alongside each other’ (Denscombe, 2010, p. 272). The
analytic approach of the current study was inductive, and the data analysis did not

begin with prior categories (Duff, 2008).

4.8.1 Semi-Structured Interviews
The interview data were transcribed and analysed in Thai to avoid a considerable
amount of translation work (Chen, 2010). The interview data were not analysed using

pre-determined categories, but all codes were generated from the data themselves.

Transcribing the Data

Transcribing means ‘transposing the spoken word (from a tape-recording) into a text
(transcription)’ (Marshall and Rossman, 2006, p. 110). The audio-recorded interviews
were transcribed verbatim. Transcribing was a time-consuming and laborious task,
but it was the best way to familiarise myself with the data. Not all the features of talk,
such as pauses, intonation, the use of stress and emotional expressions (Richards,
2003; Kvale, 2007) were included in the transcription, as the main aim of transcribing
was to represent the meaning of what was said, rather than how they said it. | was

well aware that the non-verbal aspects were also crucial in the interviews. Thus, this
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broad transcript may not have captured some aspects of the interaction. To ensure that
the meaning in the transcripts of the interview data was accurately rendered (Marshall
and Rossman, 2006), the transcripts were double-checked by a lecturer from the
Foreign Languages Department at the university before returning them to all the STs

for verification, prior to analysis. No corrections of the transcripts were required.

The interview transcripts were typed and put into a Word format; additionally, they
were divided into six files. Each file consisted of the introductory and two post-lesson
interviews. All recurring patterns and other observations were noted down whilst

transcribing (Duff, 2008).

Translating the Transcripts

Conducting the semi-structured interviews in the STs’ first language (Thai) yielded
rich data (Esposito, 2001), since they were able to express their ideas more fluently
and confidently (Rossman and Rallis, 2003). Particular extracts from the interviews

were translated to support the findings, as well as to make the STs’ voices heard.

Translation, according to Esposito (2001, p. 570), is ‘the transfer of meaning from a
source language ... to a target language (TL) (such as English). ~ She warns that
‘failure to accurately portray the intended meaning of the participants’ words and

actions renders data useless’ (p. 570).

The interview transcripts were translated from Thai into English. Translating the

transcripts was highly complex, since | had to try to keep the meanings and ideas of
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what the ST said in the translation as close to the original data as possible. My
ultimate goal was to develop clear and accurate transcripts. Consequently, these
translations were ‘meaning-based translations, rather than word-for-word translations’
(ibid., p. 572). To validate the accuracy of my translations, the original Thai interview
transcripts were also given to a lecturer at the Foreign Languages Department at my
university to be translated into English. Most of my translations were similar to the

lecturer’s, with only minor differences found.

Coding the Interview Data

In the current study, the interview data were analysed by focusing on meaning, which
involved ‘coding, condensation and interpretation of meaning’ (Kvale, 2007, p. 104).
There are several data analysis techniques that may be used to analyse qualitative
data. The interview data were analysed using content analysis. Content analysis is
‘the data-reduction process by which the many words of texts are classified into much
fewer content categories’ (Weber, 1990, p. 15). Hence, coding data into categories
plays a crucial role in a content analysis. However, Gall et al. (2007) warn that ‘the
categories should be mutually exclusive, such that any bit of communication can be
coded by only one category’ (p, 289). It should be noted that analysing qualitative

data is a continuous process (Folkestad, 2008).

I began analysing the interview data by reading through the interview transcripts

several times. As Marshall and Rossman (2006, p. 158) recommend, ‘reading,

rereading and reading through the data once more forces the researcher to become
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intimately familiar with those data’, and to ‘obtain a general sense’ (Creswell, 2009,

p. 185). Whilst reading, some notes and general thoughts were also recorded.

At the initial stage of data analysis, coding the interview data was done manually, in
order to develop codes and categories, together with making some sense of the data.
A code is defined as ‘a name or label that the researcher gives to a piece of text that
contains an idea or a piece of information’ (Cohen et al., 2011, p. 559). All codes,
themes and categories emerged directly from the data, rather than being pre-
determined prior to data collection and analysis (Patton, 1990). Whilst | was
developing them, | took steps to enhance the reliability of the codes and categories by
asking two colleagues who used to work at my university to recode extracts from the

interview data, using the codes | had developed or new codes introduced by them.

Having the research questions in mind, | coded the transcription line by line, and a
code was written on the right-hand side of each piece of data. After going through
each piece of data, similar information was labelled with the same code. As the
interview transcriptions were read again and again, they were marked with codes
which best described the transcribed data in question. The words found in the
transcribed data were used as codes: for instance, “activities’, ‘pair work’, and ‘group
work’ (see Appendix J). It was necessary to go through the data several times in order
to ensure ‘consistency, refinement, modification and exhaustiveness of coding’

(Cohen et al., 2011, p. 560).
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All codes were grouped into categories, and each category was named. For example,
the data from the interviews showed that discrepancies between what the STs said
and did in the classroom could be attributed to particular factors. They mentioned
several factors, such as the students’ low level of English proficiency, the students’
differing abilities, student discipline and the teachers’ difficulties in handling noise
(see Appendix J). These comments were categorised under the same category,
‘contextual factors’. This category was further divided into students’ and teachers’

factors.

After testing the codes and the categories and assessing their validity, all codes and
categories were transferred to NVivo 9. NVivo 9 was then utilised not only to analyse
the interview data, but also to help group the codes which shared common
characteristics (Orafi, 2008). The merits of NVivo 9 were found to be: 1) coded
passages under the same codes from all the research participants could be grouped in
the same place ‘without losing any information about where that text came from’
(Gibbs, 2007, p. 106); 2) it was very easy to retrieve coded passages; 3) it helped me
to save time translating the entire interview transcripts; 4) merging codes, renaming
codes, creating new codes, decoding and recoding the text could be done easily, and
5) the relationship between codes and categories is clearly demonstrated in NVivo
through not only parent nodes and children nodes, but also through a visual summary

of the data (Weitzman, 2000).
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4.8.2 Observation

The observation data were first approached using the themes generated from the
interview data in order to ascertain the linkage between what the STs believed and
their classroom practices in relation to the LCA. The classroom observation data were
also approached with an open mind to allow the data ‘to speak for themselves’ (Li,
2013, p. 179), along with uncovering whether or not their classroom practices were
learner-centred. Therefore, the analysis of the video data was also informed by the

conceptual frameworks of the LCA.

The deployment of an observation schedule such as COLT (Spada and Frohlich,
1995) or Flanders’ coding schedule seemed to be inappropriate, as it would not have
been able to capture the whole picture or the complexity of classroom life (Delamont
and Hamilton, 1976). Additional limitations of COLT are: firstly, it is unable to
portray the details or the realities of teachers’ cognitive processes. Secondly, possible
meaningful features of verbal interaction in the classroom are neglected, since the focus
of COLT is solely on overt observable behaviour. In addition, an observer’s
interpretation and analysis is limited by observational categories in an observation
scheme. Thirdly, the predetermined categories do not cover all patterns of interaction
and furthermore, some patterns of interaction do not match the predetermined
categories. Finally, van Lier (1988) criticised this instrument for not taking the
‘participants’ perspectives as the basis for description’ (p. 41). Moreover, ‘classroom
study cannot easily be conducted on the basis of one-shot, quick entry and exit
observation, but requires considerable familiarity with the setting and intensive

immersion in the data’ (ibid., p. 41). Richards (2003) also reminds us that if the
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analysis is based on pre-determined categories, then only particular aspects of
findings may be shown, and some important things may be missing. It should be
noted that it is inevitable that categories were gradually developed, as well as refined,
from close examination and re-examination of classroom observation data and the
conceptual framework drawn from the literature (Wang, 2007). As a result, the data
were analysed qualitatively, by using a combination of themes that emerged from the
interviews, and conceptual and emergent categories from the classroom observation

data (ibid.).

Video-recordings of the 18 lessons observed were first analysed by breaking them
down into different classroom activities, which were the basic unit of analysis of each
lesson (see Appendix K for examples), in order to obtain a complete picture of a
lesson. A list of activities was made with the help of the observation notes, as well as
the STs’ lesson plans and the video recordings. In each lesson, greetings, the
registration check and informal talk at the beginning of the lesson were excluded
from the analysis. Each activity which was related to exercises and tasks that the
students did was normally marked by a change in the overall theme or content (Spada
and Frohlich, 1995). The activity was timed, in order to calculate the percentage of
time spent on whole-class teaching, pair work, group work and individual work. The
exact starting time of each activity was recorded by indicating the exact minute and
second, to show the length of time that the respective teacher spent on that activity;
for example, the first activity started at 5'35", and the next activity started at 7°45".

Thus, the first activity lasted for two minutes and ten seconds. In order to obtain a
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clearer picture of what the STs and their students did during each activity, 18 lessons

were transformed into narrative descriptions (see Appendix L for examples).

Selections from the video-recordings were transcribed, as well as translated and
analysed using discourse analysis. The analysis focused on the interaction between
the STs and their students, the STs’ actions and the activities (Li, 2012) employed by
them. Discourse analysis involves ‘the analysis of spoken language as it is used in
classrooms among teachers and learners’ (Allwright and Bailey, 1991, p. 61).
According to Li and Walsh (2011, p. 44), discourse analysis is ‘the study of spoken or
written texts. Its focus is on words and utterances above the level of sentence and its
main aim is to look at the ways in which words and phrase function in context’. The
main aim of the analysis in this study was to discover how the STs interacted with
their students and to compare their classroom interactions with the interview data
(ibid.). Comparing these two different sources of data was a means of shedding some
light on the complex relationship between what the STs say they do whilst teaching
with ‘what they actually do as evidenced in their interactions’ (ibid., p. 44). The
classroom observational data were employed to triangulate the findings from the
interviews. This would allow me to discover whether my understanding of the STs’

beliefs could be enhanced by including classroom interaction data.

4.8.3 Documentary Data
In this study, various documents (see section 4.7.3 and Table 4.4) were employed in

order to triangulate the data obtained from the two other sources (the semi-structured
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interviews and classroom observation), to corroborate, increase and substantiate the

findings (Carcary, 2009) derived from the interview and classroom observation data.

The analysis of lesson plans, photocopies of all worksheets used by the STs, and
photocopies of the units from the textbooks used in all the lessons observed was
guided by the themes that had emerged from the interview and classroom observation
data, the themes generated from the data themselves, as well as the conceptual

frameworks of the LCA.

The school curriculum and the Basic Education Core Curriculum B.E. 2551 (A.D.
2008) were analysed to discover whether the main principles underlying the Basic
Education Core Curriculum, the aims of the curriculum, learning management, the

learning process, and the roles of teachers and students were in accord with the LCA.

The curriculum of the teacher education programme at the university where the
research participants came from was examined to ascertain the philosophy, together
with objectives of the programme and courses that prepared all STs to learn how to

teach in a learner-centred way.

4.9 Trustworthiness

The quality of quantitative research is judged in terms of its validity and reliability.
Although Cohen et al. (2011, p. 179) contend that ‘threats to validity and reliability

can never be erased completely’, the quality or value of research depends upon how
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valid and reliable it is. Reliability is a sine qua non for validity (Lincoln and Guba,
1985; Brock-Utne, 1996; Cohen et al., 2011). There are wide variations in definitions
of the terms ‘reliability’ and ‘validity’ (for a review of definitions, see Hammersley,
1987; Winter, 2000). Validity means ‘a demonstration that a particular instrument in
fact measures what it purports to measure’ (Cohen et al., 2011, p. 179). According to
Hammersley (1998, p. 62), validity means ‘the extent to which an account accurately
represents the phenomena to which it refers’. Generally speaking, ‘reliability” refers
to the repeatability and consistency of measurement (Hammersley, 1990; 1992;
Wiersma, 2000), whereas ‘validity’ is ‘another word for truth’ (Silverman, 2005, p.

210).

The quality criteria for qualitative research have been the subject of much debate, and
there is still a lack of consensus on what these should be. Some researchers adopt the
same set of criteria for the reliability and validity of quantitative research, which
emphasise consistent results, replication and the generalisability of results. Some
researchers reject outright quality criteria for quantitative research, and propose
alternative terminology to judge the quality of qualitative studies (Rolfe, 2006).
Lincoln and Guba (1985) argue that the terms reliability and validity are not
appropriate for qualitative inquiry, and therefore they introduced the concept of
trustworthiness. Trustworthiness is defined as ‘that quality of an investigation (and its
findings) that made it noteworthy to audiences’ (Schwandt, 2001, p. 258). The terms
internal and external validity, reliability and objectivity are replaced with credibility,

dependability, and confirmability (Lincoln and Guba, 1985; Denzin and Lincoln,
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1994; Morse et al., 2002; Dornyei, 2007). In the following sections, | attempt to show

how the trustworthiness of the present study was established.

4.9.1 Credibility

Credibility is synonymous with internal validity, and it is ‘one of most important
factors in establishing trustworthiness’ (Shenton, 2004, p. 64). It refers to how
accurately the study portrays the phenomenon that it is actually intended to portray.
Credibility is essential, as it makes qualitative research credible or believable. This
study employed a variety of techniques to ensure that it accurately recorded the
phenomenon under investigation, such as methodological triangulation, member
checking and peer debriefing (for more details see section 4.9.5). Furthermore, it was
necessary for the researcher to consider alternative explanations or understandings of
the phenomena being studied and to pay attention to negative cases (cases that

disconfirm the researcher’s theory).

4.9.2 Transferability

Transferability (generalisability, or external validity) refers to the extent to which the
research findings can be generalised or transferred to other settings and contexts
(Merriam, 1998). According to Lincoln and Guba (1985), a qualitative researcher is
not able to ‘specify the external validity of an inquiry’ (p. 316), but he/she needs to
ensure that rich and thick description and sufficient contextual information is
provided to permit readers to make judgements about the transferability of findings to

their context or setting (Bryman, 2008).

143



Chapter 4 Methodology

Maxwell (1992; 1996) draws a distinction between internal and external
generalisability. Internal generalisability is concerned with the generalisability of
conclusions within the group, community or setting studied, whereas external
generalisability concerns generalising to other groups, communities or settings that
have been studied. He claims that in qualitative inquiry, internal generalisability is
more important than external generalisability. External generalisability was not the
principal aim of this study, as its main aim was to provide detailed accounts of a

phenomenon.

However, Denscombe (2010) claims that ‘the extent to which findings from the case
study can be generalized to other examples in the class depends on how far the case
study example is similar to others of its type’ (p. 60, original emphasis). This means
that readers are able to make inferences about whether or not the findings of the
present study can be transferred to their own setting or context, though not to a larger
population, since a clear and detailed account of the research context in this study has
been provided. The possibility of transferability depends upon the readers or users.
The aim of this study is to make a significant contribution to the development of
English language teaching and language teacher training programme in Thailand. In

addition, it might be possible to apply the findings to a wider context.

4.9.3 Dependability
In qualitative research, the terms ‘dependability’, ‘consistency’ and ‘replicability’
have become synonymous with reliability (Lincoln and Guba, 1985; Cohen et al.,

2011). Dependability within qualitative traditions is less important than within
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quantitative traditions. Brock-Utne (1996, p. 614) claims that dependability is ‘a
necessary precondition for attaining validity [credibility]’. However, replication is not
easy to achieve in qualitative research, owing to the personal nature of respondents’

accounts and researchers’ subjective interpretations of data (Dornyei, 2007).

To establish dependability in this study, an explicit account of the research process
(e.g., selection of research participants, the data collection methods, data analysis and
decision making) has been provided. Furthermore, all the pertinent information has
been included. This allows readers or other researchers to see and evaluate this study
(Denscombe, 2010). The thorough methodological description provided makes this
study transparent and capable of being replicated. Excerpts from the interview data
and extracts from the classroom observation data are available for scrutiny by readers.
Moreover, the data from two different sources were recorded and transcribed, so that

the research procedure can be replicated.

4.9.4 Confirmability

Confirmabiliity is concerned with the degree to which the findings can be confirmed
or corroborated by another researcher. The concept of confirmability helps to ‘ensure
as far as possible that the work’s findings are the result of the experiences and ideas
of the informants, rather than the characteristics and preferences of the researcher’
(Shenton, 2004, p. 72). One of the primary aims of qualitative research is to gain an
understanding of phenomena from the viewpoint of the participants being studied (the
‘emic’ perspective), rather than based on the researcher’s assumptions (the ‘etic’

perspective). There are a number of strategies which can be employed to enhance

145



Chapter 4 Methodology

confirmability, such as listening to the participants’ meanings, being aware of your
own framework and assumptions, and providing participants with the opportunity to
account for their own perspective, by not asking leading, short-answer or closed
questions (Maxwell, 1996). To promote confirmability, this study also adopted
triangulation (for more details see section 4.9.5) in order to minimise the effect of
researcher bias and subjectivity in the interpretation. Moreover, detailed
methodological descriptions are provided for readers to scrutinise and to determine

whether or not the findings and interpretations are true or biased.

Several strategies were employed to enhance the quality of this study, and these are

discussed in the next section.

4.9.5 Strategies Used to Ensure the Quality of the Study

Having examined in detail the concepts of credibility, transferability, dependability
and confirmability in qualitative research, the following strategies designed to
eliminate threats to credibility as well as transferability and to ensure trustworthiness
were selected for use in this research:

e A significant method exploited to establish the credibility of this study was
that of triangulation. Triangulation refers to the use of multiple sources of data
to enhance the rigour of the research (Bryman, 2008; Robson, 2011). The
credibility of this study was achieved by collecting data from multiple sources
(methodological triangulation), namely semi-structured interviews, classroom
observations and documentary data. This assisted in obtaining a clearer

picture, as well as observing different aspects of reality and capturing the
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complexity of the STs’ mental lives. Furthermore, the data collected from
these multiple sources helped not only to improve the dependability, but also
served to corroborate each other. *“The more the methods contrast with each
other, the greater the researcher’s confidence’ (Cohen et al., 2011, p. 195) in
the findings can be. The limitations of one data collection method can be
compensated for by another method. Additionally, the effects of possible
researcher bias whilst analysing and interpreting data can be reduced through
methodological triangulation.

e The second technique deployed to ensure credibility was member checking or
member validation (Bryman, 2008), which involved returning transcripts of
the interview data to all the participants for rectification and clarification. The
accuracy and completeness of the data gathered were maximised by the use of
audio recording, video recording, transcribing, translating and analysing. All
the eighteen lessons observed were carefully video-recorded, and the
interviews were also audio-recorded using a digital voice recorder and then
transcribed verbatim; additionally, the transcripts were double-checked by a
lecturer from the Foreign Languages Department at my university, prior to
being returned to the participants. The translations of interview transcripts,
together with episodes of classroom observation data, were also validated by a
lecturer from the Foreign Languages Department at my university.

e Debriefing is a process of discussing, analysing some of raw data and
assessing the credibility of findings by superiors, colleagues or peers. In this
study, various methods were employed to reduce the risk of misinterpretation.

During the data analysis process, all interpretations and findings were
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discussed with the research supervisor and my colleagues at the university.
Valuable feedback and comments were also obtained from participating in
conferences, as well as in workshops in the UK, which helped in shaping and
confirming my observations and interpretations. This approach assisted me
not only in shaping and confirming my observations and interpretations, but
also in enhancing the interpretive validity (a valid description of events,
behaviour and situations in the settings under study) of the study.

e Peer checking was conducted during the process of developing codes and
categories to analyse interview data. A portion of the interview transcripts was
sent to two colleagues who used to work at my university to code using codes
already developed or new codes introduced by them. Any discrepancies led to
a revision of the original codes (Dornyei, 2007). Peer checking was a very
enlightening process.

e During the interviews, all the participants were able to account fully for their
own perspectives, since the interviews were conducted in their own language.
In addition, whilst they were being interviewed, leading, short-answer, or
closed questions were not used. All of these strategies resulted in an
enhancement of interpretive validity.

e |t is inevitable that the presence of the observer will affect the participants
studied and the events being observed. During the first observation, the STs
and their students did change their behaviour slightly, although various
strategies were exploited to minimise reactivity (see pp. 127-128 for strategies
used in this study to reduce reactivity). However, this improved during

subsequent observations.
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e To ensure the credibility of the present study, both full descriptions of the
conduct of the study and a detailed account of the rationale behind the

research design and data analysis have been provided (Silverman, 2006).

4.10 Ethical Issues

As the main data for this study were collected from schools which involved the STs
and their students, a number of ethical issues needed to be considered. Informed
consent (see Appendix A) was obtained from all the participants. Moreover, the
participants were informed of all relevant information, such as the purposes and
procedures of this study, along with the potential risks, benefits and uncertainties

(McKay, 2006).

4.10.1 Gaining Access

To gain access to the schools and obtain permission to conduct research there, a
written request, along with a formal letter from the project supervisor from Newcastle
University, was sent to one Rajabhat university in Thailand to obtain permission to
study this topic on 4 July 2010. After permission from the university had been
granted, the Dean of the Faculty of Education was informed about this study. Since
the process of gaining access to the university and the Faculty of Education had been
successful, the initial contact at the office of the Faculty of Education was made in
order to obtain a list of STs (only those specialising in English), the names of the
schools where they were doing their internship and their university supervisors. Prior

to moving into the schools to begin the data gathering process, it was necessary to
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obtain the approval of the directors of the schools. Hence, further permission was
needed before gaining access to the classrooms. Another written request and a letter
from Newcastle University were needed in order to obtain this permission. The letter
of permission was taken by me to every school to obtain permission from the director

in July 2010.

The initial meeting with each director lasted about an hour, during which time I
introduced myself, and informed him/her both where 1 normally worked before | left
for my studies, and at which school and university I was doing my PhD. | then
explained that | was interested in studying the STs’ understanding of the LCA and in
discovering whether they applied this approach in their teaching during their
internship. An explanation of what this study was aiming to achieve and of the
process of data collection were also given. At the end of the meeting, | requested their

approval after clarifying all the issues relevant to the study.

Once permission from the directors had been obtained, with the STs’ assistance,
contact was made with all the STs’ cooperating teachers in order to obtain their
permission to allow the STs to participate in this study, and to explain the purposes of
the study, together with the procedures of data collection. Prior to arranging meetings
with the STs, further permission from university supervisors had to be sought. Their
permission was necessary, since all the STs were under their supervision. This

process of negotiating entry took almost three weeks.
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4.10.2 Informed Consent
Informed consent is defined as ‘a norm in which subjects base their voluntary
participation in research projects on a full understanding of the possible risks

involved’ (Babbie, 2004, p. 64), and is comprised of at least three conditions:

1. Participants are fully informed about the purposes, procedures and
potential risks, as well as benefits of the study.

2. Participants fully comprehend the informed consent form. Moreover, their
concerns and questions are discussed and answered.

3. Participants participate voluntarily, and can withdraw at any stage

(Mackey and Gass, 2005).

Thus, all relevant information, such as the purposes of the research, the procedures of
data collection, the amount of time that they would have to spend participating in this
study, as well as the confidentiality and anonymity of all information in the data
reports, was provided in their first language (Thai), in order to ensure that all the STs
truly understood what they were going to participate in. Additionally, the data
collected would be kept completely confidential, and would be used for research
purposes only. After all their related doubts had been assuaged, they were also told
that their participation was on a voluntary basis (Mackey and Gass, 2005; McKay,
2006), which meant that they would be able to withdraw their participation at any
stage of the study. This information had to be sufficient to assist participants in

deciding whether or not to participate.
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The STs agreed to participate in this study by signing written informed consent forms
(see the form in Appendix A). Prior to signing the informed consent forms, the
consent document was explained, orally, in Thai, in the first instance. Then they were
asked to read the form, which was translated into Thai to ensure that it was

comprehensible to them (McKay, 2006).

4.10.3 Anonymity and Confidentiality

To protect the participants’ identity, two techniques, namely confidentiality and
anonymity, (Babbie, 2004) were used. ‘Anonymity is guaranteed in a research project
when neither the researchers nor the readers of the findings can identify a given
response with a given respondent’ (p. 65), while confidentiality can be guaranteed
‘when the researcher can identify a given person’s responses but promises not to do
so publicly’ (p. 66). In order to make the given information unidentifiable, the
identities of all the participants, as well as their institutions, were protected by
assigning numbers to them. When the participants’ realised that their schools and
their own identities would remain anonymous, it alleviated their concerns about being

observed.

In terms of confidentiality, the data gathered from each participant would not be
disclosed, and would be kept strictly confidential. Therefore, all participants were
assured that no one would be able to trace anything in the research report back to

them personally.
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4.11 Summary

The aim of this chapter was to provide information on the rationale behind choosing
the interpretive research paradigm and a qualitative research approach and for
conducting a descriptive case study. Multiple methods were used to investigate the
STs’ understanding and classroom practices with regard to the LCA. The process of
data analysis, strategies used to enhance the quality of this study and relevant ethical
considerations have been discussed. In the next chapter the findings of this study are

presented.
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Chapter 5. Findings

5.1 Introduction

The previous chapter described how the data of this study were collected and
analysed. This chapter will present the findings concerning the student teachers’
(STs’) understanding and classroom practices, with regard to learner-centred (LC)
teaching. The data obtained from the semi-structured interviews (introductory and
post-lesson interviews), classroom observations, and written documents, such as
lesson plans, observation notes and the worksheets used by the STs in their lessons,

are used to answer the research questions of the study.

The findings relating to the STs’ understanding of the learner-centred approach
(LCA) (stated/professed beliefs) were drawn from the interviews, while the data from
classroom observations were employed to uncover their classroom practices
(enacted/attributed beliefs). However, in presenting the findings, the data from
various sources have been merged. The original data, which are transcripts of the
interviews and teaching episodes, are employed to illuminate themes emerging from
the interviews and the classroom observations, to serve as evidence to support all
claims made, to permit readers to examine the data, to allow the STs’ voices to be

heard, and to validate the findings and conclusions.

The presentation of the data in this chapter is organised with reference to the research

questions of this study. It is preceded by the presentation of a brief profile of the STs
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(section 5.2). The findings will be presented in two main sections. The aim in section
5.3 is to answer the first and second research questions ‘What is the Thai STs’
understanding of the LCA?” and ‘“To what extent did STs apply the LCA to teaching,
during their internship?” The findings in this section are based on five themes
generated from the interview data, in order to ascertain the STs’ understanding of the
LCA. These themes are then used to examine the classroom observation data, in order
to uncover the STs’ classroom practices and to find evidence of either convergence or
divergence between their stated beliefs and their classroom practices. This evidence is
then used to answer the third research question ‘What is the relationship between
their understanding and their classroom practices, with regard to the LCA?’ In section
5.4 the congruity and incongruity between the STs’ beliefs and their classroom
practices is summarised. This section also highlights the differences between their
understanding and the characteristics of LC teaching practices and the extent to which

their classroom practices reflect LC teaching practices.

5.2 Profile of Student-Teachers

5.2.1 Prior Language Learning Experience

The way the teachers approached their teaching seems to have been influenced by the
way they were taught (see section 3.4). All the STs learned English at primary and
secondary schools through grammar-translation methods and in a very teacher-
centred (TC) manner, which they disliked, since most of their time spent in the class

was merely a listening exercise. They found that they knew grammatical rules, but
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they were unable to communicate in English. Their English classes at school were

conducted mainly in Thai.

5.2.2 Teacher Education Background

During the introductory interview, all the STs claimed that their training at the
university was more teacher-centred than learner-centred, which all of them viewed
negatively. In the following excerpt, ST5 describes her training on the teacher

education programme:

Excerpt 1°

1 R’:  How were you taught at the university?

2 ST5: More teacher-centred. | mean most of the lecturers gave a

3 lecture, and my role was to listen and take notes, which | did
4 not like. I dislike listening and taking notes. | like to learn by
5 doing. Listening for the whole period was boring and | would
6 feel sleepy. I like studying English, since I think the lecturers
7 in the Foreign Languages Department adopt the LCA when

8 they teach.

9 R: When you say your lecturer adopts the LCA, what is his/her
10 teaching like?

11 ST5: The lecturer doesn’t talk much, but he lets us learn by doing.
12 For example, he gives us a story and we work in pairs in order
13 to read and understand the story. Then we share our

14 understanding with the pair next to us. After that, we present
15 our story to the class.

(ST5, 20 September, 2010, InI®)

All the STs confirmed that they were taught about the LCA whilst they were studying
at the university. They all mentioned two courses, ‘Principles of learning

management’ and ‘English language learning based on learner’, that taught them

® Data were gathered in Thai and translated into English by me, and then validated by a lecturer
from the Foreign Languages Department at my university.

" R refers to the researcher.

& Inl refers to introductory interviews.
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about the LCA, and furthermore, all of them agreed that the way these courses were

delivered was learner-centred.

5.3 Student Teachers’ Understanding and Classroom Practices in Relation to

the Learner-Centred Approach

The purpose of this section is to present the findings on the STs’ understanding and
classroom practices in relation to the LCA. A detailed account of the STs’ stated
beliefs about the LCA is provided. The presentation in this section is organised
according to themes generated from the interviews, in order to compare the stated
beliefs of the STs as expressed in their interviews with their classroom practices as
revealed by the classroom observation data. However, the classroom observation data
were analysed using not only themes that emerged from the interview data, but also
themes that emerged from data collected from the observations themselves. This
procedure allowed me to discover how the STs applied what they believed in their
actual classroom practices, and to compare this with what they said they did in the
classroom. Video-recordings of their lessons were transcribed, paying close attention
to the teacher, classroom interaction and classroom activities. It should be noted that
the interviews were conducted in Thai. The intention in this section is to shed some
light on what the STs believe and what they actually do in their classrooms and to
offer some insights into a highly complex relationship between the STs’
stated/professed and enacted/attributed beliefs (Speer, 2005). Interview excerpts

which are not attributed were taken from the first post-lesson interviews.
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The STs’ descriptions of what the LCA is were quite broad, varied and fragmented.
Table 5.1 presents some of the features that constitute the tenets of the LCA, as stated

by each ST during the interviews.

Table 5.1 Student teachers’ understanding of the learner-centred approach

Student teachers’ understanding y ST1 ST2 ST3 ST4 ST5 ST
0

of the LCA
1. Use of pair or group work 6 10000 Vv 4 v v v v
2. Doing activities 6 10000 Vv 4 v v 4 4
3. Student involvement 4  66.67 v X v v X v
4. Teacher roles 4  66.67 v v v 0] O v
5. Student roles 3  50.00 0] v v 0] 0 v

KEY: v =stated X =notstated O = partially reflected part of features of the LCA

It is apparent from this table that using pair or group work and doing activities are
elements that all the STs regarded as part of the LCA. The majority of the STs also
held the view that learner-centredness equated to the involvement of students and
multiple roles played by the teacher and students. This shows that the STs’
understanding of the principles and practices of the LCA are superficial. ST4’s and
ST5’s understanding of the LCA seems to be limited, as their stated beliefs reflect

only a few of the features of the LCA.
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The interview data revealed that each ST was able to describe some aspects of LC
teaching practices, though none of them could explain all the characteristics of LC
teaching practices. The following extracts are typical answers to the question ‘What
does the LCA mean to you?’” These answers appear to cover most of the features of

the LCA.
Excerpt 2°

I’m not quite sure what it really means. | think LCA means that
students cooperate with the teacher. They participate in the process of
learning. They have to do something. They don’t just sit and listen to
the teacher. They may work in groups or in pairs to share their ideas
with their friends. They might be able to choose topics that they want

to study by themselves. They have the right to choose. They should
also have the right to express their opinions. Sometimes in the class,
they either learn by themselves or they study on their own instead of
listening to the teacher all the time. (ST6, 1 October 2010)

Excerpt 3

I will explain the meaning of LCA according to my understanding that
I gained from coursework that I took. According to my understanding,
LCA does not mean that the teacher tells students everything, or the
teacher only teaches students. Students should learn how to think, and
try to do something by themselves. Instead of telling students
everything, students should read by themselves first, and try to
understand. If they do not understand, they can ask for some help from
the teacher ... | think 1 sometimes implement the LCA by using some
activities as well as different kinds of materials such as word cards,
pictures, worksheets, handouts, soundtrack movies, English songs, and
CDs to make my students interested. (ST3, 27 September 2010)

The excerpts above shed some light on the STs’ understanding of the LCA and reveal

some similarities and differences in notions of the LCA between these two STs. The

° Data were gathered in Thai and translated into English by me and validated by a lecturer from
the Foreign Languages Department at my university.
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core aspects of the LCA mentioned by these two STs include the fact that students
have choices in their learning (‘They have the right to choose’ (ST6)), and the fact
that students are actively involved in the process of learning (‘participate in the
process of learning’ (ST6)). Both clearly emphasise the significance of the
incorporation of group and pair work into their lessons. The LCA learning
environment is ‘a highly social enterprise’ (Napoli, 2004, p. 3), as ‘learning is
recognised as an active dynamic process’ (ibid., p. 3). Moreover, learning is enhanced
when the learning environments are not only collaborative but also supportive (Barr
and Tagg, 1995). Students are not only recipients of knowledge, but they become
active by “‘doing something, sharing their ideas, and expressing their opinions’ (ST3

and ST6).

Employing activities and different kinds of teaching material to motivate students, as
well as to stimulate their interest, was regarded by the STs as another characteristic of

LC teaching practices.

5.3.1 Use of Pair or Group Work

Pair and group work seem to be used as a symbol or an indicator of the LCA. All the
STs believed that pair and group work is one of the key features of the LCA. When
they were asked, “What does the LCA mean to you?, they immediately made a strong
connection between the LCA and pair or group work. ST4 explained, ‘in a LC
classroom, students work in groups, in pairs, or in teams’ (ST4, 28 September, 2010).
Most of them emphasised the fact that students derived great benefit from working in

pairs or groups. Working in pairs or groups, students are able to ‘share their ideas
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with the groups, brainstorm ideas, as well as think together’ (ST6, 14 October 2010,
PLI 2. Students should be given more opportunities to work together because
‘working in groups maximises their interaction and communication’ (ST5, 6 October
2010). Another advantage of working in groups is that ‘students learn to help one
another’, ST3 added (ST3, 29 September, 2010, PLI 2). ST2 explained her reasons

for valuing pair work as follows:
Excerpt 4

Pair work gives students opportunities to learn from each other ... The

one who knows is able to teach the one who does not know. They

teach and help one another. It makes them feel proud. Additionally,

not only their own understanding is improved, but also that of their

friends ... Instead of doing things alone, as well as only listening to

me, they listen to their friends; they interact with their classmates and

their friends help them learn ... | think they work better in pairs or

groups, as they have a good chance to share their ideas, ... practise

working together, put what they learn into practice, and improve their

listening and speaking skills. (ST2, 29 September 2010)
Although all the STs expressed their belief that the use of pair or group work was one
of the significant characteristics of LC teaching practices, their classroom practices
(enacted beliefs) were not in line with their stated beliefs. Whole-class teaching was
still prevalent, and their use of pair or group work was limited in the lessons I
observed. A close scrutiny of the pair and group work revealed some findings that
conflicted with those identified in the existing literature (Cuban, 1993; National
Institute for Educational Development, 1999; Nunan, 1999). It is claimed in the

literature that when the classroom set-up is in rows and lines, it is more likely that the

teaching will be teacher-centred. In the findings of the current research the physical

10 pLI 2 refers to the second post-lesson interviews.
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set-up of the classroom does not appear to correlate with the classroom organisation.
Table 5.2 illustrates the mode of classroom organisation and summarises the total
amount of time that students worked individually, in pairs or in groups, or
participated in whole-class teaching in the 18 lessons observed. The length of the
lesson, presented in Table 5.2, excludes greetings at the beginning of the lesson,
checking students’ attendance, collating either worksheets or homework, assigning
students’ homework, reviewing the whole lesson at the end of the lesson, or

preparations for the next lesson.
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Table 5.2 Mode of classroom organisation of the lessons observed ((') = minutes (") = seconds.)

Individual work

Participant | Lesson Classroom Length of Whole-_class Pair work Group work Individual (volunteered or
layout the lesson teaching work .
nominated)
ST1 1 Lines and 37'09” 26'22" 0'00"” 0'00"” 6'54" 3'53" (N)
rows” (70.98%) (18.57%) (10.45%)
2 Lines and 38'39" 30'36" 0'00" 0'00" 803" 0'00"”
rows (79.17%) (20.83%)
3 Lines and 40'32" 31'41” 0'00" 0'00" 521" 3'30" (N)
rows (78.17%) (13.20%) (8.63%)
Total 11620" 88'39" 0'00"” 0'00"” 20'18" 723"
(76.20%0) (17.45%) (6.35%0)
Average 76.11 % 0.00% 0.00% 17.53% 6.36%
ST2 1 Lines and 32"20" 22'58" 0'00"” 0'00"” 5'18" 404" (N)
rows (71.03%) (16.39%0) (12.58%)
2 Lines and 4720" 38"23" 821" 0'00"” 0'00" 036" (N)
rows (81.09%) (17.64%) (1.27%)
3 Lines and 43'43" 24'58" 0'00" 0'00" 18'45" 0'00"”
rows (57.11%) (42.89%0)
Total 12323" 86'19" 821" 0'00" 24'03" 4'40"
(69.96%0) (6.77%) (19.49%) (3.78%)
Average 69.74% 5.88% 0.00% 19.76% 4.62%

1 See Figure 1 C in Appendix M.
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Table 5.2 (Continued)

- Individual work
Participant | Lesson Cliassroom Length of Whole-_class Pair work Group work Individual (volunteered or
ayout the lesson teaching work .
nominated)
ST3 1 U shape” 43'16" 17'52" 0'00" 0'00" 2229" 2'55" (N)
(41.29%) (51.97%) (6.74%)
2 Lines and 49'49" 31'34" 0'00" 5'36" 12'39" 0'00"
rows" (63.37%) (11.24%) (25.39%)
3 Lines and 46'32" 22'23" 0'00" 6'32" 17'37" 0'00"
rows (48.10%0) (14.04%) (37.86%)
Total 139'37" 71'49" 0'00" 12'08" 52'45" 2'55"
(51.44%) (8.69%) (37.78%) (2.09%)
Average 50.92.% 0.00% 8.43% 38.41% 2.25%
ST4 1 Lines and 46"26" 33'00" 0'00" 0'00" 13'15" 0'11" (N)
rows" (71.07%) (28.54%) (0.39%)
2 Groups” 39'54" 27'33" 0'00" 0'00" 0'00" 1221" (N)
(69.05%) (30.95%)
3 Lines and 52'07" 24'06" 000" 000" 14'40" 1321" (N)
rows (46.24%) (28.14%) (25.62%0)
Total 13827" 84'39" 0'00" 0'00" 27'55" 25'53"
(61.14%) (20.16%0) (18.70%)
Average 62.12% 0.00% 0.00% 18.89% 18.99%

12 See Figure 3 in Appendix M.

13 See Figure 1B in Appendix M.

4" See Figure 2 in Appendix M.

1> See Figure 1D in Appendix M.
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Table 5.2 (Continued)

Individual work

Participant | Lesson Cliassroom Length of Whole-_class Pair work Group work Individual (volunteered or
ayout the lesson teaching work .
nominated)
ST5 1 Lines and 53'30" 28'08" 1'07" 0'00" 19'12" 5'03" (N)
rows (52.58%) (2.09%0) (35.89%) (9.44%)
2 Lines and 43'13" 28'02" 0'00" 0'00" 13'55" 1'16"(N)
rows (64.87%) (32.20%) (2.93%)
3 Lines and 4826" 26'40" 0'00" 5'06" 14'40" 200" (N)
rows (55.06%0) (10.53%) (30.28%) (4.13%)
Total 145'09" 82'50" 1'07" 5'06" 47'47" 819"
(57.07%) (0.77%) (3.51%) (32.92%) (5.73%)
Average 57.50% 0.70% 3.51% 32.79% 5.50%
ST6 1 Lines and 48'32" 10'35" 0'00" 0'00" 37'57" 0'00"
rows (21.81%) (78.19%)
2 Lines and 36'56" 14'33" 0'00" 22'23" 0'00" 0'00"
row" (39.40%) (60.60%)
3 Lines and 43'50" 2526" 0'00" 0'00" 1528" 2'56" (N)
rows (58.02%) (35.29%) (6.69%0)
Total 129'18" 50'34" 0'00" 2223" 53"25" 2'56"
(39.11%) (17.31%) (41.31%) (2.27%)
Average 39.74% 0.00% 20.20% 37.83% 2.23%

18 See Figure 1A in Appendix M.
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As shown in Table 5.2, whole-class teaching and individual work were dominant
modes of learning in all the observed lessons. Pair work only occurred in two lessons
taught by ST2 and ST5, and three of the six STs (ST3, ST5 and ST6) used group
work in a total of four lessons. All the STs spent most of their class time doing
whole-class activities, in which all the students were required to work on the same

activities and at the same time.

The findings of the present study suggest that the physical setting of the classroom is
not a dominant feature of LC instruction. These findings shed new light on LC
instruction. Within the literature on learner-centredness, Cuban (1993) believes that
‘there is a high probability that the instruction is teacher-centered’ (Cuban, 1993, p.
291) when students sit in rows facing either the teacher or the blackboard. In a similar

vein, Nunan (1999, p. 83) claims that:

the traditional mode of classroom organization was a teacher-fronted
one, with learners sitting in rows facing the teacher ... The physical set-
up of classroom was ... predicated on this mode of organization with
desks set out in rows ... thus making any other mode of organization
almost impossible.

This was not the case in this study. For example, in ST4’s second lesson, the students
sat in three big groups (see Figure 1D in Appendix M), but his instruction was very
TC. Furthermore, the students were not assigned to work in pairs or groups at all.
Conversely, ST3 had her students sitting in lines and rows, facing the whiteboard,
with five students sitting next to each other (see Figure 1B in Appendix M), and her

class was quite packed with students. She gave her students a chance to work in
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groups in her second and third lessons, which helped make her lessons learner-

centred.

To uncover to what extent the STs utilised pair or group work in their lessons, a mean
percentage of each mode of classroom organisation was calculated. These
percentages are shown in Table 5.3. The mean was calculated by adding up the

percentage of each mode of classroom organisation of each ST, and dividing it by

three (three lessons).

Table 5.3 Mean percentage of the mode of classroom organisation

Individual work

. Whole-class Pair Group Individual
Participant . (volunteered or
teaching work work work ;
nominated)

ST1 76.11 0.00 0.00 17.53 6.36
ST2 69.74 5.88 0.00 19.76 4.62
ST3 50.92 0.00 8.43 38.41 2.25
ST4 62.12 0.00 0.00 18.89 18.99
ST5 57.50 0.70 3.51 32.79 5.50
ST6 39.74 0.00 20.20 37.83 2.23
Mean 99.35 1.10 5.36 27.53 6.66
Median 59.81 0.00 1.76 26.28 5.06
SD 13.08 2.36 7.99 9.87 6.27

It can be seen from the table that the STs spent only 1.10% and 5.36% on pair and
group work respectively. ST2 employed pair work the most, while group work was
most utilised by ST6. The most striking result emerging from the observation data is
that 62.12% of ST4’s teaching was whole-class teaching, which was less than either

ST1 or ST2, but his instruction was more TC than that of ST1 and ST2. In a similar
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vein, ST3’s instruction was more LC than ST6’s. Only 8.43% of her instruction
consisted of group work, while 20.20% of ST6’s teaching was group work. This
suggests that the degree of the STs’ learner-centredness is not always correlated with
the percentage of the mode of classroom organisation (for further discussion, see

below).

LC Elements in Whole-Class Teaching

What is interesting is that in this environment where whole-class teaching was
predominant and where there was a heavy reliance on individual work teaching, there
were some characteristics of LC teaching practices. These included opportunities for
students to help and learn from each other, to have a voice in the classroom by
choosing whom they wanted to work with, and selecting the next pair to present the

dialogue to the whole class.

The first characteristic of LC teaching practices observed in ST1’s lesson during
whole-class teaching was that her students had opportunities to assist, learn from and
teach each other, as she incorporated group and pair practices into her lessons.
Therefore, interactions between students and their participation in learning were
maximised. Additionally, the students learned how to pronounce the given dialogue
by themselves, and not by listening to the teacher’s pronunciation. At that moment,
the students were being given the opportunity to ‘do’ the learning. This can be seen
from the following extract taken from her second lesson. She divided the class into
two groups, boys in Group A and girls in Group B. They practised the following

dialogue.
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© 00 N O

11
12
13

14
15

16
17

18
19
20
21

Extract 1a’

A18.

T:

B2

>

= w >

>

S1:

S1:

SS:

How wa:s your trip in (sic) Chiang Mai?

a: bi:*®

(Ah, B.)

It wa:s ve:ry impre:ssive.

a: (.) et

(Ah, A)

How long did you °stay there®? ((Students mispronounces the word
‘stay’ (/stea/).))

stay there

stay there

I stayed in Chiang Mai one week.

a: e: phi:t

(Ah, A, speak.)

What wa:s the wea:ther like?

| was=

=IT ((One student in group B shouts out loud.))

ha:

(What?)

it was

teha:j () aw maj aw maj (.) bi: pha:t maj

(Right. Again. Again. B, say it again.)

It wa:s cool.

a. e: pha:t

(Ah, A, speak.)

What was it about Chiang Mai (.) that (.) was impressive for (sic) you?
The most impressive (.) °thing® ()

%thing ° (2.0) ((Some students in group B say this word.))
araj thing araj

(What? Thing what?)

17 See Appendix N for transcription conventions.

'8 Students in group A.

9 Data in Thai were translated into English by me, and then validated by a lecturer from the
Foreign Languages Department at my university.

2 Students in group B.

2 See Appendixes O and P for the IPA transcription of Thai consonant sounds.
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22
23
24
25
26
27

28
29

30

31

32

33

34
35

36

37

S2:

S3:

S4

SS:
S5:

T:

S6:

%were® ((One student in group A says this word. He mispronounces it
(fwes(r)/).))
were ((Another student in group A says this word.))
%were® ((One student in group B says this words.))
were the ° ((Some students in group B say these words.))
BEAUTIFUL ((One student in group B says this words.))
aw maj Iy:j tan te: ré:k Iy;j bi: aw maj (3.0)
(Again. Start from the beginning. B, say it again)
%the most® (.) ((One student in group B says these words.))
the most araj
(What?)
%the most impressive thing® (2.0) ((Not all students in group B say this
phrase.))
¢: phi:t d&j maj ni:a ()
(A, do you know how to say this sentence?)
daj khrap ((One student in group A replies.))
(I know.)
¢: lo:p a:n haj bi: fan si
(A, can you read this sentence to B?)
The most impressive things were the beautifu:l flowe:rs and fresh air.
a: bi: phi:it tame:
(Ah, B, repeat after A.)
The mo:st impre:ssive things (.) were the (.) beautiful (.) flowers (.)
and fresh (.)
fresh air (.) air thi:ple: wa: a:ka:t
(Air means a:ka:t. (The translation of the word *air’.))
(ST1, Lesson 2, 11'40")

Lines 10-14, 22-25 and 31-36 in Extract 1a show how the students assisted, learned

from and taught each other. Throughout this extract, the students had opportunities to

learn how to pronounce a dialogue by pronouncing it.

The second characteristic of LC teaching practices is that the students had a voice in

the classroom, by choosing who they wanted to be (see Extract 1b), and selecting the
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next pair to present the dialogue to the whole class (see Extract 1c, lines 4-8). After
randomly selecting one girl and one boy to go to the front to practise a dialogue, ST1
asked who wanted to be A and who wanted to be B. This pair was also permitted to

select the next pair. The following extracts support this observation.

Extract 1b

1 T: kra:j tea pen e: kra:j tea pen bi:
(Who would like to be A, and who would like to be B?)
2 S1: nu e ((Agirl chooses to be A)))
(I would like to be A.) (ST1, Lesson 2,21'10")

When they had finished practising this dialogue, they selected the next pair.

Extract 1c
1 B: The mo:st impre:ssive (.) things were the (.) beautifu:l flowers and (.)
2 fresh (.) air.
3 A That sounds grea:t.
4 T: a: riak phdr.an ma: nuiy k"on (.) &: prop muu: haj phdr:an na:j (3.0)
(Ah, choose one of your friends. Ah, give your friend a big hand.)
5 ((All students clap their hands.)) pG:jin riak p"G:jin ma: nwn khon
(A girl chooses one girl.)
6 phi:teha;j riak phi:teha;j ma: nuy khon
(A boy chooses one boy.)
7 B: %sakda:®=
(Sakda.)
8 A: =suipha;  kha?®
(Supha.) (ST1, Lesson 2, 22'02")

22 All names in extracts in this chapter are pseudonyms.
28 ‘kha’ / k4 / is a feminine word used at the end of sentences as a mark of politeness.
This word has no real meaning.
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The above extracts not only show some characteristics of LC teaching practice in
ST1’s lessons, but also the types of interaction that take place during whole-class
teaching. In lines 1-3, student A and student B were not only given space to interact
with each other, but also had an opportunity to do the learning in order to learn how
to pronounce the dialogue. ST1 made an attempt to do something to help her students

learn the dialogue.

In comparison with ST1, ST4 was more TC, although he spent less (62.12%) class
time on whole-class teaching. Very few elements of LC teaching practices were
found in his classroom. ST4 spent most of his class time interacting exclusively with
the whole class or with nominated students (in lines 1-10). There was no interaction
between students owing to a lack of communicative activities, and no deployment of
pair or group work. The most common format of ST4’s lessons was in the question-
and-answer format, and he always answered his own questions (in lines 12, 14, 16
and 18) and then asked the students to repeat after him (in lines 12-15). Moreover,
ST4 constantly taught by telling and giving explanations, which made his instruction
very teacher-dominated. He simply presented a structure, instead of trying to elicit it
from the students. The extract below illustrates how ST4 taught in his second lesson.
The focus of this lesson was on asking and answering questions about daily routines
(What time do/does you/she/he usually _ ? I/She/He usually _ at . What

do/does you/she/he usually do at home? I/She/He usually )
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Extract 1d
1 T:
2

3

4

5

6

7

8

9

10

11

12

13 Ss:
14 T:
15 Ss:
16 T:
17 Ss:
18 T:
19 Ss:

For example (.), what time do you u:sually (.) wash (sic) face?
((The teacher is holding the picture in his hand whilst saying.))
What time do you u:sually wash (sic) face?
((The teacher points to the picture))
I u:sually wash (sic) face at (.) seven o’clock.
I u:sually wash (sic) face at seven o’clock. (6.0)
°Ah®, nu::mber (4.0) three (3.0)
Ah, stand up, please (4.0 ) ((Student number three stands up.))
What time do you u:sually wash (sic) face?
What time do you u:sually wash (sic) face? (8.0)
((There is no response from the student who is standing up.))
OK. Repeat after me. (.) pta:tta:m I u:sually
(Repeat after me.)

I u::sually
wash (sic) face
wash (sic) face
at
at
seven (.) [o’clock

[seven o’clock (ST4, Lesson 2, 3'03")

Pair or Group Work

As mentioned earlier and as seen from Table 5.3, the use of pair or group work was

limited. In addition, the majority of the STs’ use of pair or group work did not reflect

the real characteristics of LC teaching practices (see below for further discussion). In

LC classrooms, the teachers are encouraged to use group work, as this is beneficial

(see Long and Porter, 1985; Jacobs, 1998; Ellis, 2003). However, the success of the

use of group work depends on various factors (see below for further discussion).
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Some observed group work activities utilised by ST2 and ST3 reflected some

characteristics of LC teaching practices. These characteristics included: students had

opportunities to construct knowledge, used English for communication, initiated

some questions, worked cooperatively, interacted with each other, and supported one

another in learning by teaching as well as helping one another. When pair or group

work was used by the STs in this way, more elements of the LC teaching practices

were found. The extract that follows provides an illustration of how ST3 used group

work in her lesson.

10

11

12

Extract 1e

((The teacher calls Sommas and Nicha to come to the front.))
a: o'k ma: na: hd:p (.) jok tu:ajamy jok tu:ajany ()
(All right, come to the front. Here is the example. Here is the example)
du: 5:k ma: si kM rew Quickly (sic). (2.0) &: sommat phii:t
(Look. Come out, please. Hurry up.) (Er, Sommas, speak)
hdn na: k"aw ha: kan sOmmat pha:t prajo:k

(Face one another. Sommas, say this sentence.)
What time do you get up ?

What, what time do you get up?
niteha:td:p 1 getup at ki: mo:n kd: wa: paj
(Nicha, answer.) (Say whatever the time.)

I get up at 6.00 o’clock
a: I getup at 6.00 o’clock pen ja:g ni: (.) khru: tea mi: (2.0)
(All right,) (Like this.) (I’1l have)
khru: tea mi: haj nakri:an tham baj na:n (4.0)
("Il have you complete this worksheet.)

((The teacher walks to her desk to get worksheets)) ¥: (4.0)
(Er.)
((The teacher gives the worksheet to students.))

2 g refers to Sommas.
% N refers to Nicha.
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13

14

15

16

17

18
19

20

21

22

23

24

25

Ss:

N:

h4j nakri:an tham baj na:n ®aw ma: haj khru: s3:n p"&:n°

(Students, complete this worksheet. Give two worksheets to me.)

diaw s1 aw khurin ma: kd:n aw ma: rew rew (.):

(Wait. Return them to me first. Hurry up. Hurry up.)

¥: haj nakri:an thar: phé:n krada:t ni: waj k"on la nwmy pe:n

(Er, each of you holds this worksheet. Only one each.)

kramsan mi: wa: (.) naj lo:y a:n khamsan phrd:m prd:m kan st

(The instruction is. Try to read the instruction together.)

héj nakri:an sd:p tha:m we:la: tar: no:n k3.1 p"tr:an ddaj prajo:k

(Ask what time your friends get up using this sentence.)

What time do you get up?

haj nakri:an s3:p thd:m prajo:k hdj nékri:an s3:p tha:m we:la: turno:n

(You ask, using this sentence. Ask what time your friend gets up)

kb3 phiran do:j ‘tedj prajo:k What time do you get up ? k3: ku:

(using this sentence.) (That is,)

haj (.) haj raw paj ha: phdr:an ki: kPon k5: daj khi:an naj

(you go to find out what time your friends get up. Write their names)

tehd:n teh t: wa: tea pen te" dr tein teh wr: 1én

(in the name column. You can use their forenames or their nicknames.)

ha: haj daj thagmot ha: khon t5:y thd:m dlaj prajo:k

(Ask five people altogether. You have to ask them using this sentence.)

What time do you get up? l&:w kron t3:p k3: t3:1) t3:p prajo:K niteha:(.)
(The one who answers has to use this sentence, Nicha.)

I get up at 6.00 o’clock. (ST3, Lesson 2, 6'07")

There is clear evidence in this extract that the use of group work and of an appropriate

task maximises cooperation, communication and interaction (see Figures 5.1 and 5.2).

Extract 1e is taken from ST3’s second lesson. This lesson focused on talking about

daily routines. Prior to organising group work, ST3 reviews specific vocabulary and

model structures. Next she divides the whole class into two groups and prepares the

students to work together, by both demonstrating (lines 5-8) and explaining what the

task is, as well as how to do it (lines 19-25), to ensure that the students know what
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they are expected to do in their groups. Lines 19-23 clearly illustrate the

appropriateness of the task employed by ST3.

Figure 5.1 Students’ cooperation, communication and interaction during group

work

Figure 5.2 Interactive negotiations whilst completing the given task

It is possible that the success of the deployment of group work in ST3’s lesson was

owing to her communicative activity, which contained a task that generates
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communication and negotiation (interviewing classmates about what time they get
up), together with her class management skills. Most students stood up and moved
around to perform the task (see Figure 5.1). Extract 1f illustrates how ST3 monitored

her students and group work whilst it was in progress.

Extract 1f
1 T a:w ry:m luk tha:m phdran () maj tehaj p"uran kha:n kha:n na? (3.0)
(Stand up. Ask your friends, not the ones who sit next to you.)
2 t3:n mi: pMa:teha:j ja:n nd:j () sd:m naj ha: (.) tehar: () ph:teha:j ki: toin
(Girls, have to interview three boys. Boys, have to)
3 mi: tehdr: phli:jin naj baj na:n sd:m naj ha: tehdr: te"én kan (.)
(get three girls’ names in your worksheet, too.)
4 a ok Ix;j () & luk tha:m ddj hy:j () & tha: kPra:j nag ju: kap thi:
(So, stand up. Stand up. If you sit down,)
5 khru: (.) tea hdj 3:k ma: prii:t na: tehén the:n

("Il make you speak in front of the class instead.)
(ST3, Lesson 2, 9'20")

It was noted earlier that there was limited use of pair and group work. A closer
scrutiny also revealed that the majority of it did not reflect the real characteristics of
LC instruction. Most of the use of pair and group work activities employed by ST5
and ST6 did not reflect real cooperative learning, communication or interaction. In
the observations of ST5’s third lesson, two groups did not work cooperatively (see
Figure 5.3) and, in addition, two groups of students worked individually, and did not
share responsibility or help or learn from one another (see Figure 5.4). This non-
cooperation may have resulted from the activities as well as the tasks not requiring
authentic communication, a lack of monitoring by the teacher whilst group work was

in progress, and her shallow understanding of the underlying principles of the use of
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group work. The task used by ST5 involved writing down as many questions as
possible in five minutes, using ‘What’s the weather like?” or “What’s the weather like
today? It’s . This task was non-interactive, and focused on form and

competition. The following piece of classroom data demonstrates what happened in

the lesson.
Extract 1g
1 T: KIUm ni: a klum naj a (.) maj ru:am rdx: (1.0)
(This group, er, which group are you in? Aren’t you working
together?)
2 tham maj maj samakki: kan |y;j 1a
(Why don’t you work together?) (STS, Lesson 3, 33'36")

Figure 5.3 Group work - group members not working cooperatively.
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Figure 5.4 Group work - only one student is responsible for completing the task.

Although the use of group work by both ST5 and ST6 was fairly superficial, a few
characteristics of LC teaching practices were found. The majority of students still
derived some benefit from working in groups, as they had the opportunity to learn
how to work cooperatively (see Figure 5.5). Additionally, the students had a chance

to help each other, as seen from the teacher talk in Extract 1h below.

Extract 1h

1 T: a: tehlajkante:n han lag klap paj si (.) han lan klap paj (4.0)
(All right, help each other. Turn back now. Turn back.)

2 (xxx) a: te"Gajkan (.)
(All right, help each other.)
3 KIUm nan 14 (.) sut" i: 14 klum sut" i: tham rda: pan (.)
(What about that group? Suthi? Suthi’s group, has your group)
4 ry:m nay (.) a: tehOajkan (.) prurksa: kan Iy;j
(started? Has your group started? All right, help each other. Discuss
this with a group.) (ST5, Lesson 3, 30727")
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Figure 5.5 Group work - members working cooperatively.

The data presented here suggest that the STs’ stated beliefs about the use of pair or
group work were consistent with the LCA, but their practices did not correspond with
their stated beliefs, since no strong evidence was found. Within a generally whole-
class dominant teaching and learning context, there were some elements of LC
teaching practices. Moreover, it is believed that when students are assigned to work in
groups, they will do something good. In addition, it is thought that when the physical
set-up of classroom is in groups, it is more LC than when it is in lines and rows. This
was not really the case in the current study. Group work was observed in the
classroom but this was not necessarily an indication of learner-centredness. There was
evidence to substantiate the claim that the physical setting and the mode of classroom
organisation are not the decisive factor in implementing the LCA. The teacher’s role

IS more important.
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5.3.2 Doing Activities

The six STs had various understandings of what ‘doing activities’ meant. For them,
the meaning of ‘doing activities’ included speaking in front of the class (ST1), doing
exercises or completing worksheets, playing games (ST2), listening to a song and
summarising the gist (ST3), interviewing their friends and reporting to the class
(ST4), singing, and practising a given dialogue in pairs (ST6). The sense of the term
‘activity’, in Thai, is rather broad and different kinds of task and activity can be
grouped under it. Furthermore, when they were asked about the deployment of
communicative activities, their remarks indicated that they had a low degree of
understanding. During the interviews, none of them claimed that they used activities
as a tool to provide their students with the opportunity to construct knowledge. The

following excerpt manifests ST5’s understanding of communicative activities.

Excerpt 5
1 R?®: Have you ever used any activities in your lesson?
2 ST5: Yes, such as a “Crossword’ game.
3 R: What about communicative activities? Have you ever
4 used any?
5 ST5: The activities I use are allowing my students to practise a
6 given dialogue in pairs in front of the class, or they stand up
7 and practise speaking at their desks.
8 R: What about other activities like jigsaw reading or
9 information gap activity?
10 ST5:  What are they? Can you explain?

(ST5, 8 October 2010, PLI 27)

% R refers to the researcher.
27 pL| 2 refers to the second post-lesson interviews.

181



Chapter 5 Findings

Every ST considered doing activities (tham Kkitteakam-viionssn) as another

characteristic of LC teaching, and emphasised the fact that in LC teaching, teachers
need to use various kinds of activity, instead of just chalk and talk. ST6 explained her

beliefs about the benefits of the incorporation of activities into her lesson, saying:

Excerpt 6

I use activities to make my lesson fun and to attract my students.
Activities are able to arouse students’ interest ... Whilst doing
activities, students learn to do things by doing. They also learn to work
cooperatively with others. Doing activities permits students to do
something. (ST6, 14 October 2010, PLI 2)

Learning by doing was also mentioned by ST1 and ST3. ST1 said,

Excerpt 7

Activities give students the opportunity to speak and do something.
Students are given the opportunity to develop their language learning
by doing activities. Thus, the teacher will know what they have learned
and how much they understand. Students cannot speak when they
don’t understand ... in order to teach students how to speak, they need
to learn by speaking. Learning how to write, students need to learn by
writing, rather than by being told about writing. One way to learn how
to do something is by doing it. Students cannot learn by listening to a
series of lectures. (ST1, 1 October 2010, PLI 2)

ST2 also elaborated on this, saying that in a LC classroom, ‘the teacher needs to use
learning activities, exercises, or games. | help my students learn by using worksheets
and games’ (ST2, 29 September, 2010). The extract which follows illustrates her

rationales for using worksheets and games.
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Excerpt 8

When students carry out activities, they try to think and guess first.
Learning becomes something the students do instead of something
done to them ... | also use exercises in order to give students the
opportunity to practise writing questions, to review what they have
learned and to learn how to write as well as to read. Whilst doing
exercises, students learn to write and read through their active
involvement in the process. (ST2, 29 September 2010)

ST3 also added that if a teacher is LC, he/she will not use only textbooks, chalk and
talk. Textbooks, chalk and talk are insufficient to help students learn. The exploitation
of a wide variety of teaching materials (see examples of teaching materials in Excerpt
3) made her lesson more interesting, together with creating a more meaningful
context for the language presented. Games can diffuse tension and enliven the
proceedings. ST2 and ST6 asserted that learning is enhanced when the teacher
incorporates various kinds of teaching materials as well as activities into his/her

lesson.

However, the analysis of the STs’ lesson plans and the observations of all eighteen
lessons revealed less evidence of the use of activities which allowed students to learn
by doing, to work cooperatively and to have more opportunity to practise.
Additionally, communicative activities, which promote interaction, negotiation of
meaning and the use of activities for knowledge construction, were employed in only
two lessons (ST3’s second and third lessons). Extract 3a shows how ST3 employed
the activity in her lesson. This extract is taken from ST3’s second lesson, and the task

is interviewing classmates about what time they get up.
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Extract 2a

16 khamsan mi: wa: (.) ndj lo:n a:n khamsan phrd:m phrd:m kan si
(The instruction is. Try to read the instruction together.)

17 Ss:  haj nakri:an sd:p tha:m we:la: tur: no:n k"5:n phazan diaj prajo:k
(Ask what time your friends get up using this sentence.)
18 What time do you get up?
19 T: haj nakri:an sd:p tha:m prajo:k haj nakri:an so:p tha:m we:la: turno:n
(You ask, using this sentence. Ask what time your friend gets up)
20 kb3 phiran do:j ‘tedj prajo:k What time do you get up ? k3: ku:
(using this sentence.) (That is,)
21 hdj (.) haj raw paj ha: phur:an ki: khon k3: daj kPi:an naj
(you go to find out what time your friends get up. Write their names)
22 teh5:n te" tr: wa: tea pen teh tr: tein teh dr 1én
(in the name column. You can use their forenames or their nicknames.)
23 ha: haj daj thagmot ha: khon t5:y thd:m dlaj prajo:k
(Ask five people altogether. You have to ask them using this sentence.)
24 What time do you get up? l&:w khon t3:p k5: t3:1 t3:p prajo:K niteha:(.)
(The one who answers has to use this sentence, Nicha.)
25 N: I get up at 6.00 o’clock. (ST3, Lesson 2, 7'11")

Interestingly, the activities used by ST5 and ST6 neither reflected real cooperative
learning nor encouraged the sharing of knowledge. In five of the observed lessons,
non-communicative activities were also utilised by ST5 and ST6, since the tasks
involved practising how to ask and answer questions in pairs (What are you doing? |
am ), drawing Mind Maps (vocabulary revision), writing questions and
answers in groups (What’s the weather like? It’s ) (ST5), drawing Mind Maps
(summarise parts of speech), reading a passage in groups, summarising the story in
Thai, and writing the meaning of the unknown words in Thai (ST6). These tasks put
greater emphasis on practising form than on communicative abilities; furthermore,

drawing Mind Maps, used by ST6, was not aligned with the pedagogical goals of the
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lesson (see lesson descriptions in Appendix Q). The following extracts provide a

picture of how non-communicative activities were used by ST5 and ST6.

In Extract 2b, taken from ST5’s second lesson, after pre-teaching the prescribed
model question (What are you doing?) and answers (I am ___.), the students practise
these structures together and individually, in order to prepare themselves for pair

practice. The students work in pairs to practise asking and answering questions.

Extract 2b

1 T: a: khraw ni: khru: tea haj nékri:an teap kha: 1¢: (.) teap kha: si ()
(All right, now | want you to work in pairs. Pair up.)

2 ki kMa: kan nia nan kMa: kan (.) s3:m tha:m s3:m a:n diaw khru:
(Sit in pairs. Practise asking questions and reading. In a moment, | am
3 tea haj sum lé:w haj nakri:an 5:k ma: khon nuir tha:m khon nam a:n

(going to randomly select some of you to speak in the front of the
class. One asks and the other one answers.)

4 a: jok tu:aja:p te"én (.) k"G: ni: k"a: ra:ni: Stand up please. (2.0)
(All right, here is the example. This pair, Ranee’s pair.)

5 ((The teacher points to Ranee. Ranee and her partner stand up.))

6 &: du: du: k": ra:ni: nd? wa: khaw phi:t wa: naj

(All right , look, look at Ranee’s pair and see how they speak.)

7 a: ra:ni: pha:t wa: What are you doing? (.)
(All right, Ranee, say,)
8 pha:t taxm khru: Repeat after me.

(Repeat after me.)
9 R?:  °What are you doing? °

10 T: han na: k"aw ha: kan khuj kan ((Ranee and her partner face each
other.))
(Face each other. Talk to each other.)

11 S1  °l'amsleeping.’ (ST5, Lesson 1, 33'55")

2 R refers to Ranee.

185



Chapter 5 Findings

Subsequently, to reinforce the parts of speech used in the activities, the students were
assigned to draw individual mind maps. It should be noted that ST6 spent about 37

minutes on this activity. The following extract is taken from ST6’s first lesson.

Extract 2¢c
1 T: na:n tehin thi: 1&:w kPru: haj tham araj nid: team daj maj (.)
(What was the last task? Could you remember?)
2 hj jé:k prap"é:t (.) k"3 parts of speech thar pe:t tehanit (.)
(Ah, classify the words according to their parts of speech.)
3 &. nakri:an tham paj l&:w t3: paj kd: pen bajpa:n t": s3:n na? k"a (.)
(Right, you have done it. Next is the second worksheet,)
4 tea pen mind mapping khraj ra:teak mind mapping ba:y (.)
(mind mapping. Anybody knows mind mapping?)
5 khy:j daj jin maj kha mind mapping

(Have you ever heard of mind mapping?)
6 Ss: kby;j kbrap®
(Yes.) (ST6, Lesson 1, 6'06")
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Figure 5.6 Mind mapping

29 ‘khrap’ /kbrap/ is a masculine word used at the end of sentences as a mark of politeness. This word

has no real meaning.
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Most of the observed lessons were not dominated by a textbook, chalk and a
blackboard, but the teaching was supplemented by various teaching aids (worksheets,
handouts, word cards, flashcards and pictures). The pictures were used to assist them
in explaining the meaning of words, and making their presentation more meaningful,
as well as interesting, while the word cards together with flashcards (see Figure 5.7)
were used to teach spelling, and help the students learn the meaning of words more

easily.

Figure 5.7 Flashcards

All the teaching materials used by the six STs are listed below. An asterisk in Table

5.4 indicates non-communicative activities.

Box 5.1 Teaching materials

1. Worksheets 9. Computer

2. Pictures 10. Projector

3. Word cards 11. Screen

4. Activities 12. PowerPoint Presentation
5. Handouts 13. Realia

6. Games 14. English-Thai dictionary
7. Textbook 15. Sentence cards

8. Flashcards 16. Test paper
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Table 5.4 Teaching materials

Teaching materials ST1 ST2 ST3 ST4 ST5 ST6 Total

RIREEERE R EE R ERE R EE R EE Rk

1. Worksheets ViV iv]iv | Vv |V |V |V |V v v v v v v 16
2. | Pictures v v v v iv]|v]|v v v | v 11
3. | Word cards v vViIv|Vv VIV v v 8
4. | Activities v | v VE VR R | vk | vE 7
5. | Handouts v | v v v | v v 6
6. | Games v Vi v |V 4
7. Textbook v v 2
8. Flashcards v v 2
9. Computer v 1
10. | Projector v 1
11. | Screen v 1
12. | PowerPoint Presentation v 1
13. | Realia v 1
14. | English-Thai dictionary v 1
15. | Sentence cards v 1
16. | Test paper v 1
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From the data in Table 5.4, it is apparent that all the STs employed worksheets in
nearly every lesson; however, a closer examination of the worksheets revealed that
the focus was on forms, rather than on promoting communicative abilities. Yet the
students did derive some benefit from doing the worksheets. For example, they had
opportunities to put what they had learned into practice, and the teacher was able to
assess the students’ understanding quickly. Whilst the students were doing their
worksheets individually, they were able to progress at their own pace, obtain
individual attention and ask for individual help. Unlike the other STs’ worksheets, the
worksheets used by ST3 in her second and third lessons did not simply focus on

forms.

Apart from using communicative and non-communicative activities, games (bingo,
and musical box) were exploited in four lessons by ST2 and ST5. During the
observation, the games appeared to be fun and able to sustain the attention of all the
students; in addition, all the students were involved in them. The games not only

made the students excited, but they also learned from them unconsciously.

The STs’ classroom practices were deemed to be consistent with their stated beliefs.
Their attempt to utilise both communicative and non-communicative activities,
worksheets, games, and different kinds of teaching material was evident during their
lessons. However, their teaching practices seemed to be less learner-centred and the
students derived little benefit, owing to the inappropriateness of the activities
employed. The majority of the STs seemed to lack skill in designing communicative

activities, since they were found in only two lessons. Moreover, it was found that the
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students did not work on different tasks in every lesson and the STs did not utilise
different materials to cater for student differences. It also became evident that they
did not fully understand the rationale for using activities in the LC classroom, as their
utilisation of materials focused on the delivery of knowledge, rather than on
consolidating the students’ understanding of the concept or on letting students embark

on a learning experience (De Groot, 2012).

5.3.3 Student Involvement

The majority of the STs considered that actively involving the students constituted
learner-centredness in their teaching. ST1 and ST6 described LC teaching as the
students’ chance to participate: *Students should be given a chance to participate in
learning as much as possible’ (ST1, 1 October 2010, PLI 2). According to ST1, in a
transmission-oriented classroom, there is no active involvement of students, as they
sit still and listen to the teacher. The teacher spends the entire period teaching by
telling, instructing, directing and explaining. By the same token, ST4 described

himself as being partly LC because:

Excerpt 9

In my lesson, | don’t talk all the time, or students don’t learn passively
... During the whole lesson, my students have opportunities to answer
my questions, to interact with me or their classmates or to speak
English, as learning English means learning to speak. (ST4, 30
September 2010, PLI 2)

It became apparent that for ST4, “answering questions’, interacting with the teacher or
their friends, and ‘having a chance to talk’ were strategies for involving students in

learning.
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ST1 saw the LCA as ‘a joint enterprise between the teacher and students’ (ST1, 1
October 2010, PLI 2). For her, in a LC classroom, every student is expected to
participate actively in the process of teaching and learning. LC teaching practices
move away from the distribution of knowledge by the teacher towards involving
students directly. She continued to explain the ways in which she involved her

students, as shown in Excerpt 10 below.

Excerpt 10

Students are more engaged, as the teacher provides them with
opportunities to participate as much as possible ..When the teacher

only disseminates learning and knowledge, students only listen and
write things down in their notebooks. It is hard for the teacher to know
whether they understand. Students should be actively engaged in the
process of learning by practising asking and answering questions with
their peers, allowing them to speak in front of the class, giving
responses, giving them time to practise and keeping them busy by
getting them to do something after a brief explanation. (ST1, 27
September 2010)

The interview data presented here provide clear examples of how the STs interpreted
the meaning of student involvement in the LC classroom. It is interesting to note that,
for them, if their students do not merely sit down and listen to the teacher, or if they
are occupied with doing something, such as responding to teachers’ questions, or
having an opportunity to speak to one another or in front of the class, it means they
are already participating in the learning process. The sentiments expressed suggest
that their concept of student involvement is not the same as the learner involvement in
learner-centredness (see section 2.6). This reflects their misconceptions about student

involvement in the LCA.
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Evidence of these misconceptions was also found in the STs’ practice in the observed
lessons. The STs asked questions in order to involve the students in learning, but
most of the questions posed by them were designed to elicit factual or one-word
responses, which are outcomes of the students’ recall. Furthermore, the questions
tended to be display questions to which they already knew the answer or to which
they had a specific idea in their minds as to ‘what will count as a proper answer’ (van
Lier, 1996, p. 150). Unfortunately, very few opportunities for the students to initiate
questions were observed. The students participated in answering a series of questions,
since the dominant structure of instructional interaction was question-answer
sequences. The following extract shows the participation of students in response to

the STs’ questions.

Extracts 3a below is taken from one of ST1’s lessons, the main focus of which was on
teaching how to pronounce words that are used to describe the weather and tourist
attractions. This episode occurred halfway through the initial stage of the 40-minute
lesson. ST1 focuses on teaching what she planned to teach (vocabulary: temple), by
providing input (meaning (lines 9 and 12), pronunciation (line 14) and the spelling of
a word (lines 17-19)). As can be seen in this extract, the students’ responses were
ignored (lines 4-6 and 11), as she does not provide them with an opportunity to learn
or have them explore the vocabulary on their own and allow them to set off on a
learning experience. Moreover, the organisation of interaction (in lines 1-9; 12-14;
17-21) in this extract is dominated by the basic three-turn structure of IRE (initiation-
response-evaluation) (Mehan, 1979) or IRF (Sinclair and Coulthard, 1975),which

represents the traditional classroom interaction (Jarvis and Robinson, 1997).
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19

20

Findings
Extract 3a
T:  ajatt"aja: mi: araj j¥ 1
(What are the many things that Ayuthaya has?)
S1:  watt watt watt
(temple temple temple)
S2: (XxXxx)
S3: g
(monkey)
s4:  phra[that
(pagoda)
S5: [K"waj
(buffalo)
S6: mi:wat j¥ ()
(There are a lot of temples.))
T: ((The teacher sticks the picture of Ayuttaya on the board))
t"aj mi: wat j¥ 1
(Yes, there are a lot of temples.)
S7:  wat=
(Temple)
S8: =muu:an kaw
(ancient city)
T: lé:w wat 1 p"a:sa: apkrit kuwr:araj
(What is the word ‘wat’ in English?)
S9:  °te:mple®(.) te::mple
T: te::mple () te::mple (1.0)
((The teacher sticks the word *Ayuttaya’ on the board.)) a p™it
(All right, repeat.)
Ss: te::mple
T: k" raj sakét kamwa: temple penba:n (1.0) ((One student hands up.))
(Who can spell the word “‘temple’?)
S10  (xxxx) (.)
T aw lo:ny sakot si
(Try to spell this word.)
S9: T-E-M-P-L-E
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21 T:  akép mak prop mu: haj p"dran nd:j (2.0)
(Very good. Give your friend a big hand.)

22 (CAll students clap their hands. The teacher shows the word ‘temple’.))
23 te::mple () wat 1 na? k"a

(Temple.)
24 ((The teacher sticks the word “temple’ on the board.))

(ST1, Lesson 1, 5'10")

Throughout this extract, it is clear that the typical classroom interaction is IRF. For
example, ST1 asked her students questions (in lines 1, 12 and 17) (initiation), then the
students gave their responses (in lines 2-7, 10-11, 13, 16, 18 and 20). Next, ST1
evaluated their responses or gave feedback (in lines 9, 14 and 21). This pattern of
classroom interaction was found in all the observed lessons, which demonstrates the
transmission model, as knowledge is still being transmitted by the teachers, rather
than being constructed by the students. The teacher becomes a leader, whilst the
students are followers (van Lier, 1996); the control remains in the hands of teachers,
and this type of exchange means that the language lesson does not become ‘a joint
enterprise’ owing to the rarity of student initiation, questions asked by students,
active participation and involvement on the part of students in determining either the
content or the form of the language learning, and no student involvement in setting

learning goals or choosing the study mode (Nunan, 1988; Tudor, 1993; 1996).

The data here suggest that the STs misunderstood not only the actual concept of
learner involvement, but also the concept of active participation in a LC classroom.
For them, when their students are given the opportunity to do something, this means

that they are active and involved. Allowing her students to present their dialogues
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with their partners to the whole class was one of the ways in which ST1 maximised
her students’ involvement in her lesson. Her misconception about student
involvement is illustrated in Extract 3b. After completing the given dialogue on the
worksheet, the students were asked to present it, in pairs, in front of the class. The

following extract is taken from ST1’s second lesson.

Extract 3b

1 T: sup"on thy :pen (.) kPhon thi: si:a sara ma:k (2.0)
(Supong, come on, why don’t you come to the front?)

2 S%:  paj montri: (5.0) ((Supong and Montree go to the front.))
(Let’s go, Montree.)

3 S1:  (XXxX)
4 S2: anpajléwraw a amn pajléxw (2.0)
(I’ve already done it [read already]. I’ve already done it.)
5 T: si:an dan fan tehat
(Say it out loud.)
6 S How was your trip in (sic) Chonburi?
7 M3 | (sic) was very impressive. (ST1, Lesson 2, 34'15")

Here, the students did not merely sit idly and listen to the teacher; they were observed
being kept busy, doing different things, such as repeating after the teacher,
completing worksheets and presenting a dialogue in pairs to the whole class, at
various times during the same lesson. The fact that the students did things in class did
not mean that they were actively involved in the learning process, however, since
they did not engage in performing higher-order thinking tasks, or giving responses
which promoted their thinking, or in constructing knowledge. If the LC classroom is

defined as a classroom where students have a voice, make choices and share control

%03 refers to Supong.
31 M refers to Montree.
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over curricular decisions and their own learning (for further discussion see chapter 2,
section 2.6), in this instance they were not able to put these ideas into practice. In
addition, the teachers’ stated beliefs about learner involvement did not correspond

with the concept of learner involvement in the LCA.

The data presented here suggest that the STs’ stated beliefs about student involvement
were closely aligned with what they did in the classroom whilst teaching. However,
their stated beliefs seem to reflect their limited knowledge or understanding of what
constitutes student involvement in the teaching-learning process in the LC classroom.
Although they were well aware of the fact that in a LC lesson students need to be
involved, they could not provide a clear explanation of the features of this student
involvement. Moreover, no evidence of student decision making concerning course

selection, study modes, management issues and assessment procedures was observed.

5.3.4 Teacher Roles
During the interviews all the STs stated their beliefs that LC teachers should adopt
different roles, which were a mélange of the traditional and LC roles. The multiple

roles mentioned by them are summarised in Table 5.5.
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Table 5.5 Multiple roles of the teacher as perceived by student teachers

Student Teacher

Teacher roles

ST1

ST2

ST3

ST4

ST5

ST6

knowledge transmitter
model

activity organiser
learning advisor
counsellor

knowledge transmitter
helper

observer

monitor

group organiser
knowledge transmitter
helper

activity organiser
knowledge transmitter
counsellor

knowledge transmitter

helper

knowledge transmitter
guide

helper

resource

learning advisor

motivator
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The majority of the STs perceived that in a LC classroom, teachers take on more roles
than in the traditional classroom. When asked, “What are your roles as a teacher in the

classroom?’ ST6 stated:

Excerpt 11

The role of the teacher is to stimulate students to learn, and to help them
when they experience difficulties. Sometimes | am a resource when |
answer their queries. Sometimes | am a learning advisor. (ST6, 14
October 2010, PLI 2)

In addition to saying they played more than one role, ST2 saw herself as acting as a

learning helper. She elaborated on the roles she played in Excerpt 12.

Excerpt 12

One of my roles is to teach students. Teach them to learn how to speak,
read and write. Whilst they are doing exercises or tasks, | always
circulate and observe how they are working. | give them advice and
offer them individual help, as sometimes they may be afraid to ask, or
they dare not put their hand up to ask questions during the whole-class
teaching ... Whilst they are completing their worksheets, | have to move
around to help them individually ... For some students who don’t listen
to me, | can also monitor what they are actually doing ... | occasionally
teach them about life, and how to behave properly, as well as speak
politely. (ST2, 29 September 2010)

ST1 went on to explain the additional roles played by the teacher in a LC classroom,

as shown in the following excerpt.

Excerpt 13

The role of the teacher is that of a knowledge provider, as well as an
organiser of activities so that learning objectives can be fulfilled ...
Additionally, 1 should be able to give students advice on their learning,

and they can consult with me about other issues apart from their studies.
(ST1, 27 September 2010)
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At various stages throughout the interviews, ST5 emphatically stated that when she
played the role of knowledge provider, sometimes she was unable to educate students
well, owing to her own limited knowledge of English. Her remarks demonstrated her
insufficient English language proficiency. However, she tried to overcome this

weakness. She explained this as follows:

Excerpt 14

I always lack confidence, and sometimes | am not sure about a topic that
I have to teach because I also do not have much knowledge and | am not
knowledgeable ... but I try my best by preparing well, together with
making myself clear about a topic. (ST5, 6 October, 2010)
ST1 also added that when students asked her questions, she could not immediately
give the right answer. She had to search and needed time to find the correct answer
because she believed, as she stated, ‘my knowledge of English is very limited” (ST1,

27 September 2010). Interestingly, none of them expressed the belief that they played

the role of a “facilitator’.

In comparison, the findings from the STs’ classroom practices suggest that all the STs
adopted the role of knowledge transmitter, especially when the focus of the lesson
was on grammar. They constantly explained, questioned, drilled and gave examples.
They played other roles at different stages of some lessons when they employed
communicative activities and incorporated pair or group work into the lesson. Other
roles played by them included that of activity organiser, group organiser, guide,
helper, supporter, knowledge resource, monitor, assessor and controller. However,

their playing of these roles was something of a rarity and occurred infrequently.
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When the STs acted as controllers, they had control over not only student discipline
when working in pairs or groups (they may act as disciplinarians) and the language
they used to complete the given task, but also over their use of their first language.
These roles of controller and monitor are illustrated in the extract below. In Extract
4a, taken from ST3’s second lesson, she divides the students into two groups and then

each student interviews five people asking, ‘What time do you get up?’

Extract 4a
1 T: tham ddaj k'wa:m pen tein) na? maj tehdj 15:k phdran diaw khru: ted
(All right, do it truly, not copying from your friend. In a moment, 1’ll)
2 h&j 5.k ma: nam san¥: dfiaj ka:n sum tu:alé:k (2.0)

(randomly choose a number to let you present it .)

3 sum tu:alé:k (21.0) ni: khru: haj tha:m pen prajo:k pha:sa: ankrit (.)
(Randomly choose numbers. | want you to ask your friends in English.)

4 wisanu What time do you get up?
(Wisanu,)

5 maj te"dj (.) wisanu turn ki: mo:n () l&:w tha: pan
(Don’t ask ,Wisanu, tur:n ki: mo:y. If you ask in Thai,)

6 Khru: ted hgj fur prajo:k thammaj (8.0) tha:m pen prajo:k pha:sa:ankrit
(why 1 will allow you to practise this sentence. Ask your friends in
English)

7 na? k"a* (ST3, Lesson 2, 12'33")

As shown in the extract above, ST3 controlled the students as they interviewed their
classmates in order to complete the task, and used English to obtain the information.
The following extracts shed light on the additional roles played by the STs during

their lessons.

%2 ‘kha’ / k4 / is a feminine word used at the end of sentences as a mark of politeness.
This word has no real meaning.

200



Chapter 5 Findings

Extract 4b is taken from ST1’s second lesson to illustrate the role the teacher played
whilst students were completing the dialogue. The worksheet contained a dialogue
with words missing. The students were asked to complete the dialogue (Where did

he/she visit? How was the trip? How long was the trip? What was the weather like?

etc).
Extract 4b
1 S1:  aitearn te"d:p ni: tyim araj
(Ajarn®, which word should be filled in this blank?)
2 T: araj nd? (.) sommut ki: wan k3: k":an paj (.)
(What? Just write how many days it is supposed to be. Write it down.)
3 I stayed in (.) Chonburi ki: wan (.) k":an paj

(How many days? Write it down.)

4 S1: (xxxx) ((The teacher nods her head.))
5 T: ki: wan khun ted paj tawraj

(How many days? How many days are you going to stay there?)
6 S1: pé&twan

(Eight days)
7 T: pe:t wan (.) k. araj

(Eight days. Eight what?)
8 S1:  (XXxX)
9 T: pe:t pha:sa:apkrit eight araj (2.0)

(‘pé:t’ in English. ‘Eight’ what?)
10 S2:  %eight days®

11 T: sOmmut pe:t wan wan pha:sa:ankrit kur: araj (.) wan
(Eight, supposed it’s eight days. What is ‘wan’ in English? Day.)
12 week kur: nuin a:thit week ple: wa: a:thit su:an wan ple: wa: (.)
(‘Week’ means ‘a:tit’. Week means ‘a.tit’ and ‘won’ means what?
13 wan kur: araj=

(What is “‘wan’ in English?)
14 S3: =DAY
15 T: Er, day. (ST1, Lesson 2, 30'28")

% In Thailand, a teacher is called by his/her job title (Khru or Ajarn) instead of by names.
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Extract 4b illustrates the role which the majority of the STs played. Thus, the STs
were seen circulating, providing assistance to the students who were working in pairs
or by themselves. Therefore, their role moved from that of a knowledge provider to
that of a guide, helper, monitor, controller and facilitator. The students were also
encouraged to ask the teacher questions to improve their understanding. It was also
observed that during individual work, some students had opportunities to teach and

assist each other.

The observation findings suggest that the role played by all the STs can be defined as
being more didactic, and that they acted as knowledge transmitters. However, their
teaching still underscored the importance of the teacher and teaching, rather than that
of the students and learning. Hence, their teaching strategies emphasised the delivery
of knowledge, rote learning, as well as factual knowledge. Their teaching style,
classroom discourse, their deployment of activities, learning arrangements, along with
interactional patterns, reflected their concepts of teaching and learning as ‘the

presentation of knowledge, and ... its absorption’ (Thamraksa, 2011, p. 64).

Although none of the STs mentioned in their interviews that they adopted the role of
facilitator, it was observed that they did play this role, but very infrequently.
Consequently, one may infer that they may not have been aware of the fact that they
had developed these skills. Even though it was found that the majority of the STs
played other roles apart from that of a knowledge transmitter, this happened very
infrequently. The observational data clearly reflect the fact that the STs’ stated beliefs

were inconsistent with their actual practices.
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5.3.5 Student Roles

Most of the STs conceptualised the LCA in terms of the roles played by their
students. It became apparent that within the LC classroom, students no longer play
only one role (a passive recipient of knowledge). When asked, “What kinds of roles
do you think your students always play?’ they listed several roles, as shown in Table

5.6.

Table 5.6 Student roles

Student Teacher Student roles

ST1 - listener
- carrying out activities
- answering teachers’ questions
ST2 - active learner
- talking to each other
- tutor
- being responsible for their own learning
- carrying out activities
ST3 - active learner
- doer
- participant
- carrying out activities
- helping each other
- being responsible for their own learning
ST4 - receiver

- follower
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Table 5.6 (continued)

Student Teacher Student roles
ST5 - receiver
- follower
ST6 - listener
- doer

- carrying out activities
- making comments
- answering questions

- making decisions about their learning

These roles reflect both TC and LC teaching practices. Interestingly, ST4 and ST5
seem to describe only the roles of the students in a traditional classroom. ST4 also

added a comment on how the role of students is misinterpreted by some teachers:

Excerpt 15

According to my opinion, the LCA doesn’t mean that the students are
neglected or learn by themselves without the teacher ... or students
learn from programmed instruction. (ST4, 30 September 2010, PLI2)

ST6 believed that in the LC classroom, students need to have more opportunities to
think, and try to do things by themselves. ST6 explained the roles that she wanted her

students to play, as shown in Excerpt 16:
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Excerpt 16

Students are expected to take on several roles. They do activities,

learn through cooperation, brainstorming, learn by doing, together

with learning independently ... They also have the right to express

their opinions, and answer my questions. (ST6, 14 October 2010, PLI

2)
ST2 and ST3 emphasised the fact that, in the classroom, students were more
important than teachers, but when asked why students were important, ST3 claimed ‘I
think that in the classroom students are more important as they are able to learn
independently, but if there are no students, how can the teacher teach?’ (ST3, 27
September 2010). ST2 and ST3 strongly believed that their students were active
learners. For ST3, her students were active because ‘they are always doing something
... The students do more than | do ... The students actively do activities, rather than
just sitting down and listening to me’ (ST3, 27 September 2010). ST2 went on to give

additional reasons for why her students became active, as shown in the following

excerpt.

Excerpt 17

My students are active, as they converse and talk to one another. If |
teach them a dialogue, | will read first. Subsequently, they will read
with me, and then they try to read that dialogue alone. I give them the
opportunity to work in pairs, so they can talk to their partners ...
They can discuss and share with their partners; furthermore, they can
help one another. (ST2, 1 October 2010, PLI 2)

The prominent roles of students, which were emphasised by ST2, were tutoring,
helping and learning from each other, as the students were prepared to shoulder the

responsibility.

205



Chapter 5 Findings

ST6 also mentioned another significant role played by students in a LC classroom:
students assume responsibility for their own learning. She continued, ‘students might
be able to choose topics that they want to study by themselves. They have the right to
choose’ (ST6, 1 October 2010). However, when asked about her students’
opportunities to be involved and have a voice in classroom decisions regarding how
and what to learn, and how their learning should be assessed, she replied that there

was very little student involvement.

From the interview data, it is apparent that the STs’ beliefs about student roles tended
to be more learner-centred than transmission-oriented. However, roles such as
‘initiator’, ‘knowledge constructor’, ‘group worker’ and ‘investigator’ were not

mentioned by any of the STs.

It was found from the observations that the classroom is still ‘a place for teaching’,
not ‘a place for learning’. Knowledge is still transmitted directly to students, rather
than constructed by them. Therefore, in the majority of classrooms, students play the
role of recipients of knowledge. During explanations, students became listeners,
responded one by one, in unison or in groups, and answered questions voluntarily
when the teacher did not call on anyone. No evidence was found of students having
opportunities to initiate activities or to make decisions in the classroom, since they

were not placed at the centre of the teaching-learning process.

In the observed lessons it was rarely found that the STs made their students learn by

either discovering or constructing the knowledge on their own, as knowledge was
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always provided by the STs. In their teaching, there was only limited use of pair or
group work, or communicative activities. Most of the activities assigned by the
majority of the STs were highly teacher-directed. Moreover, LC teaching methods,
such as problem-solving learning, project work and role-playing, were not employed.
Consequently, the students were expected to respond to questions and do whatever

the teacher assigned them to do.

However, when the students were allowed to work with their peers in groups or to
work individually, it was observed that some of them became tutors or teaching
assistants. They were in charge of helping each other to learn. Additionally, students’
collaborative learning was promoted by learning to work together, helping each other,
as well as learning from one another. When a pair in front of the class was unable to
say a word accurately, did not know what to say, or said something inaccurately, their
classmates would always help them, but these occasions were infrequent because the
pair work did not take place very often. The following extract demonstrates the roles
assumed by students in ST2’s second lesson, where ST2 permitted students to do pair
practice in order to improve their pronunciation after reading the dialogue on page 34

in unison.

Extract 5a

1 T: a:n mot Ix:j (2.0) a:n mot Ix:j (.) k"5:j kh5:j a:n
(Read the whole dialogue. Read the whole dialogue. Carefully read.)

— 2 k"3:j kb5:j teap khi: kan furk khd: kan na? k"a lo:p tetGaj kan (2.0)
(Pair up.) (Practise with your partner. Try to help each other.)
3 ((The teacher walks to one pair of students and asks them.))
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4 de:teha: k'rap tham araj khrap (xxxx) &: a:n'kap (2.0)
(Decha, what are you doing?) (Er, read with)
5 ((The teacher is trying to recall the student’s name.)) sompon (.)
(Sompong.)
6 ((The teacher then walks to the next pair.)) (xxxx) &: teh(aj kan (.)
(Erm, help each other.)
7 ((The teacher then moves to the front of the class.)) fuik a:n
(Practise reading.)
8 i:k k"on nuin pen Greg i:k k"on nuip pen mother
(One is Greg, and the other is “Mother’.)
9 solap kan a:n du: na? k"4
(Then swap the reading part, alright?)
10 ((Students practise pronouncing the dialogue in pairs.)) (11.0)
11 ((The teacher goes to stand beside one pair of students and asks))
12 °daj mij° (3.0)

(Can you read?)
13 S1:  (Xxxx)
14 T °I'am hungry.® ((The teacher tells S1.)) (10.0)
15 S2: 9k"ru: kbrap ma: ni: nd;j khrap® (4.0)
(Teacher®*, come here, please.)
16 ((The teacher walks towards the boy who called.))
17 S2: (XxXxx)
18 T: °I'am hungry® (11.0)

19 ((The teacher moves to the next pair and tells that pair))
20 lo:y fuik (.) mother du: na? k'a (7.0)

(Try to practise being “Mother’.)
21 ((The teacher walks to see the next pair.))

22 S1:  (XXxX)
23 T: What is there for lunch? ((The teacher tells the pair.)) (9.0)
24 S3:  laitea:n kPrdp a:teamn kbrdp a:tearn khrap® (xxxx) (.)
(Ajarn krap, Ajarn krap, Ajarn krap.)
25 T: ((The teacher walks towards the student who called.))
26 lunch lunch (2.0)
(ST2, Lesson 2, 16'40")

* In Thailand, a teacher is called by his/her job title (Khru or Ajarn) instead of by names
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This extract clearly illustrates the roles adopted by ST2 and her students. When the
teacher was not playing the role of knowledge transmitter, students had more roles to
play. As we can see in lines 13, 15, 17, 22 and 24, the students ask for some help
from the teacher (see Figure 5.9 below). This never happened during whole-class
teaching. Throughout this extract, ST2 emphasises the fact that her students should
‘learn from one another’, and ‘help each other’ by repeating, ‘te"(aj kan’ (help each
other) in lines 2 and 6. At those moments, the students had to talk to each other and
help each other learn the right pronunciation of the words in the dialogue. Thus, they

became ‘sharers, initiators and helpers’.

Figure 5.8 Students obtain individual assistance during pair work.
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Figure 5.9 Students initiate questions, and request individual assistance during pair

practice.

It was also observed that the students assumed different roles and became more active
when the STs used communicative activities along with pair or group work, because
they interacted with their classmates, performed a task and worked together.
Additionally, they were also engaged in doing something in order to learn.
Unfortunately, this happened infrequently. This role is also linked to the teacher’s

role.

In brief, as the observational data here suggest, the students rarely assumed these
different roles, and it was found that ‘learning is still a spectator sport’ (Chickering
and Ehrman, 1996). They seldom took responsibility for their own learning or were
given a voice. They were offered little opportunity to have a say in their own learning
in terms of goal setting, mode of instruction, activity selection, choice of materials or
assessment (Tudor, 1993). Rules and regulations, together with stipulations, were

imposed by the teachers. It was not observed that students were told to monitor, or
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evaluate their own progress, or reflect on their own learning. Simply put, the students
were not empowered; in addition, the responsibility for learning was rarely put in the

students’ hands.

The data presented here seem to suggest that some of the STs’ stated beliefs were
reflected in their classroom practices. The majority of the STs’ beliefs about student
roles were an eclectic mixture of didactic and LC approaches, while their classroom
practices were more didactic. Unlike the other STs, ST4’s stated beliefs corresponded
to his teaching practices, which were heavily transmission-oriented. By contrast,
ST5’s explanation of student roles diverged from her classroom practices. Her beliefs

were very didactic, but her teaching practices were less didactic.

In this section, | have attempted to shed some light on the STs’ understanding of the
LCA and their classroom practices. Five themes were discussed. These themes were
the use of pair or group work, doing activities, student involvement, teacher roles and
student roles. The STs tended to exhibit a combination of both TC and LC modes of

instruction in their beliefs and classroom practices.

5.4 The Relationship between Stated Beliefs and Classroom Practices

In order to highlight the congruence and divergence between the STs’ stated beliefs
and classroom practices, Table 5.7 provides a summary of their beliefs about the LCA

and their classroom practices. The aim of this section is to answer the third research
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question, ‘What is the relationship between their understanding and their teaching

practices, with regard to the LCA?’
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Table 5.7 Summary of the relationship between stated beliefs and classroom practices

Characteristics of LC teaching

practices

Stated beliefs

Classroom practices

Comments

Use of pair or group work

Doing activities

o All the STs emphasised the fact
that in a LC classroom, students

need to work in pairs or groups.

¢ They mentioned several

benefits in the interviews.

e The STs did not comment
on the use of activities
as a tool to provide their
students with the
opportunity to construct

knowledge, or to cater for

o The use of pair or group work

was very limited.
Whole-class teaching 59.35%
Pair work 1.10%
Group work 5.36%
Individual work 34.19%

o TC teaching practices were
infused with some elements
of LC teaching practices.

e The STs’ classroom practices
were consistent with their
stated beliefs.

e The use of communicative
activities or activities for

knowledge construction was

The STs’ stated beliefs were in
line with the LC elements, but
their beliefs were not strongly

reflected in their classroom

practices.

The STs’ stated beliefs were
consistent with their classroom
practices, but their stated beliefs
were only partially congruent with
the LCA.
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Table 5.7 (continued)

Characteristics of LC teaching

practices

Stated beliefs

Classroom practices

Comments

Student involvement

individual differences.

¢ They stated the benefits of
utilising activities,
teaching materials,
exercises and games in

the classroom.

Active involvement of learners
was defined as answering
guestions, presenting in front of
the class, having a chance to talk

and being kept busy.

limited.

o The use of worksheets, games
and other kinds of teaching
material was evident in their
lessons.

o The use of different materials
to cater for student
differences was not observed.

e Their students were observed
to be kept busy doing
different things, such as
responding to teachers’
guestions.

e The STs were not able to put

their beliefs about learner

The STs’ stated beliefs were
closely aligned with what they did
in the classroom whilst teaching,
but their beliefs about student
involvement did not match the
concept of learner involvement in

the LCA.
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Table 5.7 (continued)

Characteristics of LC teaching

practices

Stated beliefs

Classroom practices

Comments

Teacher roles

Student roles

e The traditional and LC
roles of the teacher were
stated.

e Main roles of the teacher
in a LC classroom were

not mentioned.

e The STs’ beliefs about student

roles tended to be more LC

involvement inaLC

classroom into practice.

e The STs mainly adopted the role

of knowledge transmitters.

o Instances of other roles being

played by any of the STs were

limited.
e The role of the teacher as a
facilitator was occasionally

observed.

e Students mainly adopted the role

of recipients of knowledge.

e There was inconsistency
between their stated
beliefs and their actual
practices.

e The STs’ stated beliefs
were partially consistent
with the LC elements.

e Unlike other STs, ST4
and ST5 articulated more
roles of the teacher in a
TC classroom.

e The STs’ stated beliefs

were partially consistent
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Table 5.7 (continued)

Characteristics of LC teaching Stated beliefs

practices

Classroom practices

Comments

than transmission-oriented.

e The roles of initiator,
knowledge constructor,
group worker and
investigator were not

mentioned.

¢ Student were slightly
responsible for their own
learning, and had a voice.

¢ Evidence of student
opportunity to have a voice in
curricular decisions, assessment
and management tasks, and be
responsible for their own

learning, was not found.

with the LC elements.

e There was a mixture of
congruence and
incongruence between the
STs’ stated beliefs and their
classroom practices.

e ST1, ST4 and ST5 expressed
more roles of the teacher
in a TC classroom than the
other STs. However, in ST1’s
and ST5’s lessons, students
seldom adopted the role of

learners in a LC classroom.
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5.5 Things Observed and not Observed in Relation to Learner-Centred

Teaching Practices

In this section those characteristics of LC teaching practices which were found during
the observations are identified. This section comprises two sub-sections, things
observed and things not observed, with regard to the LCA. The findings in this
section were drawn from classroom observation data, field notes and the STs’ lesson

plans.

5.5.1 Things Observed

e Whole-class teaching was the dominant learning arrangement, while individual
work was the second most common lesson format. Consequently, most of the
teaching was traditional, teacher-fronted. Teachers were dominant.
Collaborative learning and teamwork skills were hardly promoted at all.

e There were two variations in the way whole-class teaching was used, one being
very TC, where teaching was in the form of a whole-class question-and-answer
session, and repetition practices led by the STs. Here, the STs spent most of
their class time teaching and explaining. Interaction was between the teacher
and the whole class or between the teacher and an individual student or group
of students. The ST did not incorporate pair or group work. The second
variation was less TC with some characteristics of LC teaching practices. The
data from the present study seem to suggest that the percentage of classroom
organisation is not a good indicator of how much the ST tended to lean

towards an LC or TC approach.
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e There was not very much pair or group work in all 18 lessons observed.
Furthermore, when students were assigned to work in groups, some worked
cooperatively but some did not. However, most of the students were given the
opportunity to help, teach, and learn from each other, whilst working in pairs
or groups.

e Learner-centredness was promoted when a task used by the teacher involved
real communication, sharing information, negotiation of meaning and
interaction (Nunan and Lamb, 1996) .

e |t was observed that the students were encouraged to make choices and were
given a voice in the classroom by choosing their own partner or groups when
they did pair or group work, along with behaving responsibly whilst working
in pairs or groups, but this occurred infrequently.

e The main teaching resources were teacher-made handouts and worksheets. In
the handouts and worksheets, language exercises were frequently found. They
were form-focused rather than meaning-focused. Few worksheets were
meaning-focused. Textbooks were used briefly in only two lessons (ST1’s first
lesson and ST2’s second lesson). Pictures, word cards and flash cards were
commonly used by the STs to teach vocabulary. All teaching materials were
frequently used to deliver knowledge.

e Opportunity for students to participate actively was rarely observed.

e Questions employed by the STs required students merely to display factual
information.

e There were minimal opportunities for students to construct knowledge, ask

questions, or initiate ideas during their teaching.
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5.5.2

ST4 employed a pre-test to find out the students’ prior knowledge, and a post-
test to inform him how much the students had learned.

All the STs (except ST4) and their students took on a range of roles, but this
occurred infrequently. The STs mainly played the role of knowledge
transmitter, rather than that of a facilitator. The content of lessons and how
they were taught was under the teachers’ control. Teachers did not devolve
power, control or responsibility to the students.

The STs only to a limited extent provided an environment in which knowledge
could be constructed. Additionally, an environment conducive to learning was
not often created.

Classroom atmosphere was safe, relaxed, well ordered, friendly and non-
threatening.

Grammar was frequently taught explicitly, as well as being very TC.

Most of the teaching focused on form rather than on meaning.

Things not Observed
Evidence of learning goals being made explicit to students was not found.
Teaching did not focus on students and learning.
All the STs failed to set multiple tasks, to cater for student differences, and to
accommodate different learning styles. Students had no choice in the selection
of their own learning tasks. All the students performed the same tasks at the
same time.
No deployment of communicative tasks, such as information-gap or problem-

solving activities, project work, role-plays, discussion, etc.
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There was limited use of activities to facilitate the process of knowledge
construction.

Opportunities for students to take control of their own learning, make
decisions on ‘content selection, methodology and evaluation” (Nunan, 1989,
p. 19), set their own learning objectives, or initiate content and activities were
not observed.

It was not found that the teachers piqued the students’ curiosity, nor did they
introduce them to all the learning resources (Weimer, 2002).

Students were not equipped with meta-cognitive strategies (‘strategies that
manage learning’ (Hedge, 2000, p. 77)).

It was not observed that the STs integrated peer- and self-assessment within
the teaching process. Thus, students were not trained to monitor their own
progress.

Students were not nurtured to think critically and independently. They were
not empowered or valued.

Students were not motivated to learn intrinsically.

Teachers did not incorporate a confluence of affective and cognitive learning

(Brandes and Ginnis, 1996).

5.6 Summary

This chapter has presented the data on the STs’ beliefs about the LCA and their

classroom practices. The use of pair or group work, doing activities, student

involvement, teacher roles and student roles are the characteristics of the LC teaching
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practices which were acknowledged by all the STs. There appeared to be different
types of connection between the STs’ beliefs and their classroom practices. While
there was some congruity between the STs’ beliefs and their classroom practices,
incongruent relationships were also evident. Some of their stated beliefs and
classroom practices were both consistent and inconsistent with LC teaching practices.
In the next chapter, the findings will be discussed in relation to earlier and current

studies in the field of the LCA and teacher cognition.
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Chapter 6. Discussion

6.1 Introduction

In this chapter, the key findings are discussed in light of the questions posed in the
study, the conceptual frameworks underpinning this study, and the literature in the
field. It begins with a discussion of student teachers’ (STs) understanding of the
learner-centred approach (LCA) and their misconceptions about the principles and
practices of learner-centred (LC) teaching (section 6.2). The next section (6.3)
focuses on an account of how STs apply the LCA to teaching. The mismatch between
the STs’ stated beliefs and their classroom practices is highlighted in section 6.4. The
final section (6.5) argues that various factors have an impact on the divergence
between the STs’ stated beliefs, their classroom practices and their application of the

LCA.

6.2 What is the Thai Student Teachers’ Understanding of the Learner-Centred

Approach?

6.2.1 Understanding of the Learner-Centred Approach

This study explored non-native speaker (NNS) pre-service English as a foreign
language (EFL) teachers’ understanding of the principles and practices of the LCA
during their teaching practicum in schools. It provides insight into how six STs
conceptualised learner-centredness. Their knowledge and understanding of the LCA

was inferred from the major themes which emerged from the investigation, and their
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account of the principles and practices of this approach, as reflected in their ability to
‘articulate the principles of ... [LC] teaching and awareness of the implications for
classroom practice’ (Carless, 2003, p. 489). The data show that the STs’ conception
of a model of instruction exhibited more learner-centredness than their actual
practice. This result is consistent with Fung and Chow’s (2002) findings, which found
that the professed beliefs held by fifty-nine first-year pre-service teachers in Hong

Kong were more LC, while their actual classroom practices were more didactic.

The findings of the current study suggest that the STs had some understanding of the
practices of the LCA, since they were partially able to articulate some characteristics
of LC teaching practices. In this study, when the STs thought of the LCA, they
thought about the use of pair or group work, doing activities, and student involvement
in the teaching-learning process, along with the multiple roles played by the teacher
and students (see Table 5.7). These features (see Table 2.3) are commonly cited in the
literature, both in mainstream education and in language teaching (e.g., Cuban, 1993;
Tudor, 1993; 1996; Graan, 1998; Weimer, 2002; Jones, 2007; McCombs and Miller,
2007). They were also able to describe some potential advantages of the use of pair or
group work and activities. Most of them (ST1, ST2, ST3 and ST6) were able to
describe some constructivist elements of learner-centredness, for instance, learning by
doing, helping each other learn and learning from each other. Four of the STs (ST1,
ST2, ST3, and ST6) were able to identify some roles of teachers and learners in a LC
classroom (see Table 5.5 and Table 5.6). There is evidence to suggest that ST3 and
ST6 had a better understanding of this approach than the others. The data also

highlight the fact that all the STs had a positive attitude towards the LCA and
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welcomed this approach. Some of them (ST1, ST3 and ST6) believed that this

approach was important in terms of maximising students’ learning.

The STs evidently lacked a clear understanding of the LCA, since their account of the
principles and practices of this approach was superficial and fragmented. Although
their description touched on some main elements of learner-centredness, and all of
them believed that students benefitted from working in pairs or groups and doing
activities, closer examination of the data suggests that they did not have a clear
understanding of the theoretical foundation that explicates the rationale and the
principles underlying each LC element stated. In addition, it would appear that they
had not only inadequate pedagogical practices to put LC teaching into practice, but
also a limited understanding of how to apply the LCA in real classrooms, as well as
how to turn their understanding of the tenets of this approach into practice. It was also
found that some LC elements were misunderstood. Their superficial and fragmented
understanding of the LCA seems to have had an impact on their actual classroom

practices, and may have led to varied degrees of application of the LCA by the STs.

The absence of the remaining key features of the LCA gave a clear indication that
they did not understand the concepts, principles and practices which constitute the
LCA. Based on the findings presented in chapter 5, there are numerous points worth
noting. Even though LC teaching was conceptualised as five themes, mentioned
above, many of the key features of LC teaching were never mentioned in the

interviews. The areas of consideration that were not mentioned were:
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e placing great emphasis on student learning and knowledge construction (see
section 2.3),

e putting the needs of learners at the centre of the teaching-learning process,

e emphasising the engagement of the learner in the decision-making process,

e taking account of individual differences (see section 2.4.1),

e motivating students to learn intrinsically,

e empowering learners to think, and take responsibility for their own progress,

e promoting learner training (see section 2.6),

e developing the learner as a whole person (see section 2.3.2).
These omissions reflect not only the complexity STs faced in defining their
knowledge of learner-centredness or describing their beliefs about the LCA, but also

their lack of in-depth understanding of this approach.

The STs’ understanding of this approach tends to exert influence on what they do in
their classrooms. The findings provide some evidence that the characteristics of LC
instruction which were not stated by the STs in the interviews were almost
completely absent from their pedagogical practices (see Table 5.7 and section 5.5).
For example, none of them mentioned ‘learner training” and the role of the teacher as
a facilitator of learning, both of which are of central importance in the successful
adoption of the LCA. They did not express their view about the use of activities as a
tool to provide their students with the opportunity to construct knowledge, to learn by
discovering, and to cater for individual differences. Another example of this is
evident in their account of opportunities for students to have a voice and share in the

making of decisions regarding a language course in terms of goal setting and content,
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as well as study mode selection, setting assessment criteria, and classroom rules
(Nunan, 1988; Tudor, 1993; Haney and McArthur, 2002). This tenet is also essential
in this approach, since it leads to the achievement of the ultimate goal of this

approach, learner empowerment (Tudor, 1996).

The absence of these key tenets in their accounts may illustrate their inadequate
understanding of learner-centredness. The complete absence of these tenets may stem
from their shallow understanding of the LCA, and their lack of understanding of the
underlying principle of these tenets in language education (National Institute for
Educational Development, 2003), pedagogical practices and experience. This might
have been owing to their lack of any metalanguage to describe why they do what they
do. Alternatively, they may not have been well enough equipped and prepared to
adopt this approach. The degree of their application of the LCA may well have
increased if they had fully understood these tenets and their theoretical underpinnings,
and been aware of how and what they should do to translate their understanding into

practice.

These results have a number of similarities with Brush and Saye’s (2000) findings.
The teacher in their study also had difficulties understanding the role of the teacher as
a facilitator, owing to her lack of experience of student-centred learning and her

limited knowledge of her responsibilities as a classroom facilitator.

The STs’ understanding of the principles and practices of the LCA is likely to be

central to guiding their classroom practices. This absence of some key LC elements in
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their accounts not only reveals that all the STs lacked a good understanding of the
LCA, but also that this lack of understanding may have led to its absence from their
pedagogical practices. This finding substantiates the mutual interaction between the
beliefs and classroom practices in the literature (Clark and Peterson, 1986; Phipps and
Borg, 2009). STs’ beliefs can shape what STs do in the classroom, whilst their
instructional behaviour can affect their beliefs. In the current study, the STs were
more inclined to translate, reinterpret and integrate their ill-conceived notions of the
LCA into their existing teaching routine (Karavas, 1993). Additionally, it seems
likely that their understanding of the principles and practices of this approach may

facilitate the application of this approach to teaching.

These results confirm the findings from previous mainstream educational research
(Cuban, 1993; O’Sullivan, 2004), which found that teachers’ understanding affected
the extent and ways in which the LCA was implemented. The impact of teachers’
understanding on the implementation of EFL innovation has also been reported in
Libya (Shihiba, 2011), Hong Kong (Carless, 2003), Greece (Karavas-Doukas, 1995),
South Korea (Li, 2001), Japan (Sakui, 2004; Nishino, 2012) and Thailand
(Nonkukhetkhong et al., 2006; Prapaisit de Segovia and Hardison, 2009). In the Hong
Kong context, Carless (2003) found that three primary school English teachers’
understanding of the implementation of task-based teaching was one of the factors
that affected the implementation of a task-based pedagogic innovation in his study.
Similarly, Karavas-Doukas (1995) investigated the degree of implementation of a
communicative learner-centred curriculum and textbooks by fourteen Greek

secondary school English language teachers. She found that the limited
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implementation of the new curriculum was a result of the teachers’ incomplete
understanding of the principles and practical implications of the approach. Like
Carless (2003) and Karavas-Doukas (1995), Sakui (2004) reported that one reason
why CLT (communicative language teaching) was not implemented was the teachers’

interpretation of CLT.

6.2.2 Misunderstanding of the Learner-Centred Approach

Another interesting discovery, from close scrutiny of the data, revealed that the STs
had some misconceptions about the principles and practices of the LCA. Their
misconceptions had considerable influence over their actual classroom practices, as
they put these misconceptions into action. These misconceptions may provide an
explanation for the rationale behind their teaching practices. Their misconceptions

can be summarised as follows:

Misconception 1: Doing activities refers to doing something

Their first misconception of the principles and practices of learner-centredness was
related to their inaccurate conception of doing activities. There is some evidence to
support the fact that the majority of the STs’ interpretation of ‘doing activities’ was
not in agreement with the use of activities encompassed in the LCA (for more details
see section 5.3.2). For them, if their students were doing something (see section
5.3.2), they were doing activities. This reflects both their misconceptions about doing
activities in the LCA and their inaccurate understanding of the rationale for using

activities in a LC classroom in language teaching. Moreover, doing activities tends to
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be a surface manifestation of LC teaching, which they possibly confused with the

reality of LC teaching (O’Neill, 1991; Tudor, 1996).

In their classrooms, it was clearly evident that most of the STs (except ST4) involved
their students in doing something which was not for the purpose of knowledge
construction, using English for communication, encouraging negotiation of meaning
between students, or producing realistic use of the language (activities used by ST1,
ST2, ST5 and ST6). These misconceptions might preclude them from changing their
pedagogical practices into an effective use of the LCA. This finding is significant,
since it provides some insights into the influence of their misconceptions on what
they do in their classroom. It is evident that if the STs do not have a clear
understanding of how and why activities are essential for LC teaching, this will

prevent them from implementing it successfully.

Misconception 2: If students have a chance to speak and do not only sit down
and listen to the teacher, the instruction is LC

Another misconception of how LC teaching operates in practice, and something
which helped contribute to the STs’ lack of success in adopting the LCA, was how
they viewed ‘teacher talk’ and ‘student listening’ in the classroom. The majority of
the STs held the view that if they did not spend the whole period explaining, their
teaching was LC. Alternatively, if their students did not merely sit down and listen to
teacher talk, or if their students were occupied with doing something, this constituted
LC teaching. One example of this was ST4, who took the view that if, in the lesson,

his students had an opportunity to speak or he was not the only one who talked, it was
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LC instruction. He said that 70% of his lesson was LC, but in fact there was clear
evidence that it was very TC (see more description in section 6.3). In their lessons, it
was observed that they did not spend the whole period explaining, but their
explanations were always followed by assigning their students to do something. Such
ingrained misconceptions might hinder the progression and willingness of the STs to

change their pedagogical practices into LC teaching.

Misconception 3: Student involvement

The association of the LCA with the notion of active learning and learner
involvement was another misconception. The STs believed that if students were
occupied with doing something and had an opportunity to speak or give answers, they
were actively involved (see more examples of their misconceptions in section 5.3.3).
This sentiment also reflected their misconception about ‘learners’ active involvement’
during the teaching-learning process and ‘learner involvement’ in LC teaching.
According to them, “learner involvement’ refers to the giving students the opportunity
to say something or do something, instead of just sitting down and listening to the
teacher during a lesson. The beliefs the STs held were not compatible with the
concept of learner involvement in the LCA (see the definition of learner involvement

in section 2.6).

In fact, in a LC classroom, students can be actively involved when they have
discussions, do small-group projects (Rogers and Freiberg, 1994), brainstorm, solve
problems and participate in thinking (King, 1993), together with contributing and

sharing ideas in order to enhance their learning. Owing to these misconceptions, it
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may prove difficult to change the STs’ teaching approach and pedagogical practices
into a LCA. These results also confirm the findings of a study by Graan (1998), who
found that teachers in Namibia equated the LCA with learner involvement in the
learning process. Nonetheless, she observed that keeping learners occupied did not

necessarily mean that they were learning.

This study produced results which corroborate the findings of a great deal of work
conducted in the field of ELT (Karavas-Doukas, 1996; Thompson, 1996; Li, 2001;
Shihiba, 2011). Shihiba, who investigated conceptions of the communicative learner-
centred approach held by secondary school English teachers in Libya, found that the
teachers’ misconceptions of the communicative learner-centred approach had an
impact on their implementation of this approach, or made them hesitate to adopt this
approach. In addition, the teachers’ misconceptions may make it hard for them to
change their classroom practices. Some instances of their misunderstanding from his
study included it being an approach that caused ‘undisciplined and noisy classrooms’
(Shihiba, 2011, p. 193) and the teachers were afraid that they could be disempowered
if they implemented this approach. In Li’s study, one of the main reasons that led
eighteen South Korean secondary school English teachers to reject CLT was their
misconceptions about it. They viewed CLT as an approach that did not allow them to
teach grammar (Li, 2001). In a similar vein, Thompson (1996) concluded that
eliminating misconceptions about CLT was indispensable in adopting this approach.
Such teacher misconceptions as a setback to the implementation of a new approach

are nothing new. Fullan and Stiegelbauer (1991) also warn us that ‘people will always
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misinterpret and misunderstand some aspect of the purpose or practice of something

that is new to them’.

6.3 To What Extent Did Student Teachers Apply the Learner-Centred

Approach to Teaching During their Internship?

One of the primary aims of the present study was to discover how STs applied the
LCA to teaching during their internship. Classroom observations revealed that they
applied this approach to their teaching to a limited extent (see section 5.5). Their
pedagogical practices were still teacher-dominant. The characteristics of their
teaching practices were more teacher-initiated than student-initiated, focusing more
on imparting knowledge to the students than on constructing knowledge, and more on
teaching than on learning, and more in favour of involving low thinking skills than
higher order thinking skills. The deployment of pair or group work and
communicative activities remained limited; additionally, they still adopted, primarily,
the traditional role and retained control of the learning process. Some STs only
applied a ‘label or a surface feature of the learner-centred pedagogical theory’ (Mtika
and Gates, 2010, p. 402), for instance, classroom group work, where students still did

not work cooperatively.

The degree of the application of LC pedagogy varied from ST to ST, even though all
the STs believed in the value of this approach, and clearly stated that they used the
LCA in their classes. However, there was little evidence to suggest that some LC

elements were being adopted (see section 5.5). It was observed that ST3 exhibited
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more elements of the LCA than the other STs. In her lessons, she utilised group work
and communicative activities (see Table 5.3 and Table 5.4). She provided her
students with the opportunity to practise using English (for more information see
section 5.3.1). At that moment, several characteristics of LC teaching practices were
evident in her lessons. These included cooperative learning, negotiation for meaning,
constructing knowledge, collaboration, focusing on learning, and multiple roles

played by the teacher and students.

It was clearly evident that all the STs (with the exception of ST4) opted to use a
hybrid of TC and LC teaching practices (see section 5.5). They tended to apply the
TCA (teacher-centred approach) more than the LCA to their actual classroom
practices. None could be confidently classified as an LC teacher, since their
classroom practices, only occasionally, reflected the philosophical and psychological
foundation, together with the characteristics of learner-centredness (see sections

2.3.1, and 2.3.2 and the characteristics of LC teaching practices in Table 2.3).

Little adoption of the LCA was observed in ST4’s lessons. His pedagogical practices
were very didactic. He devoted most of his lesson to the explanation of grammatical
rules in Thai, through the use of drills and repetition. This meant his teaching was
whole-class teaching (see Table 5.2). After he had talked at length, he gave room for
his students and, in consequence, they had a chance to speak when the teacher
allowed them to answer questions. He viewed his students as ‘organisms that can be
directed by skilled training techniques to produce correct responses’ (Richards and

Rodgers, 2001, p. 62). Nevertheless, they mainly listened to the teacher. When a
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student could not answer his questions, he constantly answered his own questions,
and asked a student to repeat the answer after him (see Extract 1d). He did not
employ any techniques to help the student learn how to answer his questions. He did
not assign students to work in pairs or groups or utilise any communicative activities
in his three lessons. Nevertheless, he adopted the role of facilitator, when he assigned
students to do grammatical exercises individually in his third lesson. He circulated
around the class, providing students with individual help, but this only lasted for 11

out of 138 minutes.

One remarkable finding of this study which advances our knowledge of learner-
centredness is the possibility of LC instruction in a classroom which is arranged in
lines and roles. Classroom arrangement is and has been one of the major barriers to
implementing pedagogical initiatives, but the findings of this study indicate that this
traditional arrangement of desks in rows and lines did not impede the application of
LC teaching. Interestingly, there was no direct correlation between the application of
the LCA and the classroom layout in this study. The physical setting of the classroom
in the schools involved in the present study was still in lines and rows, but students’
desks and chairs are movable. In sixteen lessons observed, the arrangement of desks
and chairs was in lines and rows facing a board (see Table 5.2 and Appendix M-
Figures 1A, 1B and 1C). This study also found that although the class was organised
in lines and rows, three STs (ST3, ST5 and ST6) could conduct LC teaching or use
group work. On the contrary, the arrangement of desks and chairs that allowed
students to sit in groups (see Appendix M- Figure 1D) did not facilitate the

deployment of group work or the adoption of the LCA. Crucially, in this study, it

234



Chapter 6 Discussion

would appear that the physical setting of the classroom was not necessarily a
determinant feature which indicated whether the instruction was TC or LC. LC
teaching thus could be performed when students sat in lines and rows facing the
blackboard. This study offered some evidence to substantiate the claim that the
arrangement of the classroom was not a barrier to LC teaching, if the teacher chose to
adopt this approach. This result contradicts previous results reported in Nunan (1999)
and Cuban (1993), who state that teaching is most probably TC when students sit in

lines and rows.

Another important finding in this study is that the degree of STs’ learner-centredness
did not always correlate with the percentage of the mode of classroom organisation
(see Table 5.3 and section 5.3.1). This finding is supported by Graan (1998), who
makes it clear that learner-centredness is not always equal to group work. Therefore,
the percentage of how much the classroom was organised could not be used as a bona
fide indicator of LC teaching. This finding lends support to the previous findings in
the literature, claiming that the teacher is a key agent in the adoption of pedagogical

initiatives (Frymier, 1987; Kennedy, C 1999; Fullan, 2007; Bullock, 2011).

The findings in this study strongly suggest that the use of pair or group work does not
ensure that the teaching is LC, unless it is properly undertaken. Without a proper
understanding of the underlying principles and theoretical foundation of grouping
students, group work cannot help students to participate actively, or guarantee that
language learning needs can be achieved. This study suggests that when an

appropriate choice of task is employed, together with proper classroom management
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(see Extract 1e), pair or group work is highly beneficial. It promotes language
learning, cooperative learning and collaboration (Long and Porter, 1985; Nunan,
1988; Legutke and Thomas, 1991; Karavas-Doukas, 1996; Jacobs, 1998; Ellis, 2003),
along with improving students’ communicative skills (Moloi et al., 2008). In the
observations (in ST3’s second and third lessons), the conditions mentioned above
(more details on this topic can be found in Ellis, 2003) enabled her students to have
opportunities to share their ideas and learn from, as well as help, each other. In
addition, they have more opportunities to use the language in a more meaningful and
realistic way, and it also increases students’ motivation, as they are more involved
(for more advantages of group work, see Long and Porter, 1985; Jacobs, 1998; Ellis,
2003). The findings of the current study are consistent with the ideas of Ellis (2003)
and Jacobs (1998) who suggested that ‘it is not enough to simply put students into

groups to complete a task’ (Ellis, 2003, p. 269).

The use of group work by ST5 in her lessons reflected not only her superficial
knowledge without clear understanding of principles underpinning group work, the
cooperative principles, but also the underlying instructional rationales. Moreover, the
data seem to suggest that she did not have a clear understanding of how to put group
work into practice. The use of group work and the task designed by ST5 in her third
lesson focused on competing, rather than on fostering collaboration and cooperation

(for a detailed review on this topic, see Jacobs, 1998).

The findings related to the teachers’ roles in the classroom reveal that the STs failed

to adopt the roles required for the application of the LCA. This means that they rarely
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adopted the role of facilitator, activity organiser, guide, monitor, helper, motivator
and counsellor. Additionally, none of them catered for individual differences, needs
and interests. All the STs mainly assumed the role of dominant knowledge

transmitter, controller and authority.

There are several possible explanations for this failure. Firstly, adopting the LCA
requires greater teacher capabilities, extra responsibilities and new pedagogical skills
which may not be ‘explicitly developed in all teacher training programmes’ (Tudor,
1996, p. 230). Secondly, sharing control and responsibilities requires more
confidence on the part of the STs, and greater willingness to take risks. Inexperienced
STs may not be ready to ‘employ shared control strategies’ (Haney and McArthur,
2002, p. 798). Thirdly, it may be related to the interpersonal aspects of the role (e.g.,
the teacher’s personality, attitudes, beliefs and prior learning experiences) and task-
related aspects of roles —‘teachers’ and learners’ expectations about the nature of
learning tasks and the way in which individuals and groups deal with learning tasks’
(Wright, 1987, p. 12). Finally, the failure may be a result of the STs’ limited use of
pair or group work and communicative activities. These results also suggest that they
did not truly conceptualise what role the teacher needs to play in the LCA, and

understand the rationale behind these roles.

The results of this study seem to be in accordance with the earlier findings reported
by Evans (1997) and Sato and Kleinsasser (1999). Sato and Kleinsasser studied ten
Japanese teachers’ views and practices of CLT and found that their instruction was

still didactic. Likewise, Evans (1997) reported that a didactic style of teaching is still

237



Chapter 6 Discussion

dominant in the Hong Kong secondary English language classroom. Owing to the
minimal implementation of CLT, the roles played by Hong Kong teachers and
learners in the teaching-learning process were very traditional. Power, authority and
control remain in the teachers’ hands, while students are mainly involved in listening

to the teacher.

In the same vein, the students still adopted traditional roles, such as those of listener
and receiver. The students did not assume responsibility for their learning because all
the STs maintained control and their teaching and learning process focused on
teaching rather than learning. The roles adopted by their students were influenced by,
and reflected, the STs’ basic assumptions about how students learn (Huba and Freed,
2000), their personal view of teaching, and their teaching philosophy (Richards and
Lockhart, 1996). In order to alter the roles played by the learner, there must be a

change in the roles adopted by the teacher (Tudor, 1993).

Two unanticipated findings in the current study are worth mentioning here. First, the
classroom practices of the majority of the STs were very TC when the focus of a
lesson was on grammar. It was observed that grammatical rules and sentence
structures were explicitly taught, using fill-in-the-blank worksheets (in ST1’s and
ST2’s third lesson, ST4’s lessons, ST5’s first lesson and ST6’s third lesson). The
present findings seem to be consistent with those of other research, which found that
teachers continue to employ the traditional approach to teaching grammar (Richards
et al., 2001; Farrell and Lim, 2005; Wang and Ma, 2009). This finding is particularly

important in the sense that these STs need more training in order to be capable of
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teaching grammar in a more LC way. A similar point is made by Numrich (1996),
who discovered that novice ESL teachers also experienced difficulties in teaching
grammar in context, and furthermore that they felt that they did not have sufficient

knowledge to teach grammar.

Second, all six STs used their first language (L1) as the main language of instruction
(see all extracts in Chapter 5). In fact, as English teachers, their teacher education
programme expects them to use English as the medium of instruction (Gao and
Benson, 2012) because they tend to be the main source of input (Gill, 2005; Harmer,
2007). Their overuse of L1 may reflect the fact that they are transmission-oriented
teachers. In addition, this could raise questions about the effectiveness of their
teaching method and whether their students receive enough English language input.
Their overuse of L1 deprived their students of opportunities to exposure to the real
use of English for communication, especially since schools are not always located in

big cities.

It also seems questionable whether the STs” ways of approaching English language
teaching and their overuse of L1 in class were acceptable. According to Cook (2008),
‘the less the first language is used in the classroom, the better the teaching’ (p. 180).
The present findings are in accordance with the findings of Kirkgoz (2008) and Orafi
and Borg (2009). These studies also reported limited evidence relating to the use of
English in the observational data, especially in a context where English is taught as a

foreign or second language, such as Thailand.
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The current study provides important insights not only into how the STs understood
learner-centredness, but also their misconceptions about the LCA. It also sheds new
light on the extent to which their understanding was in line with learner-centredness,
their application of this approach, the extent to which their actual classroom practices
converged with their stated beliefs about the principles and practices of this approach,
and the factors influencing the STs’ ability to adopt this approach. Numerous
obstacles, recurrently identified by all six STs during the interviews, were probably
responsible for their limited application of this approach. For instance, all six STs
struggled in deciding whether or not to use pair or group work, together with which
activities to use, and how to maintain discipline. Their pre-existing personal beliefs,
combined with their understanding of this approach and their misconceptions about it
and their students, appear to be the dominant factors shaping their classroom

practices.

6.4 What is the Relationship between their Understanding and their Classroom

Practices with Regard to the Learner-Centred Approach?

This current study examined STs’ stated beliefs about the LCA, their classroom
practices (enacted beliefs), and the relationship between their stated and enacted
beliefs. The findings of this study provide a considerable insight into the relationship
between STs’ beliefs and actual classroom practices. It becomes clear that there is an
inter-relationship between pre-service teachers’ stated beliefs and classroom practices
(Li and Walsh, 2011). Some of their actual classroom practices reflected their beliefs.

Surprisingly, the investigation of the linkage between the STs’ stated beliefs and
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practices provided evidence that the STs’ actual practices concurred with their stated
beliefs in the areas of doing activities and student involvement, which were their

misconceptions about the LCA (see section 6.2.2).

The findings clearly demonstrate that there was a limited relationship between the
STs’ stated beliefs and their actual practices. Nevertheless, there is prima facie
evidence to suggest that the beliefs the STs expressed did not always converge with
their teaching practices. Similar findings have been widely reported in other teacher
cognition research (Sato and Kleinsasser, 1999; Richards et al., 2001; Basturkmen et
al., 2004; Sinprajakpol, 2004; Farrell and Lim, 2005; Mitchell, 2005; Orafi and Borg,
2009; Phipps and Borg, 2009; Basturkmen, 2012). Li and Walsh (2011, p. 52) assert
that the linkage between teachers’ beliefs and their pedagogical practices is not
‘single, straightforward and linear’. Moreover, their relationship is ‘complex and
personal and closely related to contextual factors’. Some instances of the divergence
between professed and enacted beliefs (Speer, 2005) which were found in the present

study were as follows:

Mismatch 1: STs believe that working in pairs or groups is beneficial, but their
use of pair or group work is limited

As discussed in section 5.3.1 and 5.4, all the STs were disposed to the use of pair or
group work. In their observed practices only 1.10% were spent on pair work and
5.36% on group work (see Table 5.3). The STs reported that there were some factors
and constraints preventing them from putting this belief into practice. For example,

they experienced some difficulties when they attempted to use it. ST2, ST5 and ST6
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clearly stated that their use of pair or group work was blocked by their students’

behaviour (these constraints will be discussed in detail in section 6.5 below.).

Mismatch 2: STs rarely employ activities although they think that doing
activities is one characteristic of LC teaching

All the STs agreed that in a LC classroom, a teacher should allow students to do
activities, but in their actual practices, only two communicative activities were
exploited (see Table 5.4). The findings reveal that these practices do not match with
their beliefs. One possible reason for this discrepancy was that the use of activities
was time-consuming. Other possible reasons may have been their limited knowledge
of designing activities, their superficial understanding of the LCA in practice, their

misconceptions, and encountering discipline problems.

Mismatch 3: STs perceive that in a LC classroom, they should play multiple
roles; however, in practice they mainly adopt the role of a knowledge
transmitter

The majority of STs believed that if the teacher is LC, he/she should adopt various
roles. In their actual classroom practices, all of them mainly adopted the role of
knowledge transmitter. There was little evidence that they played other roles required
by the LCA. Some of the reasons for this discrepancy have already been mentioned in

section 6.3.
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Mismatch 4: STs believe that students no longer play only one role, but in their
practices, students mainly adopt the role of recipient

Three STs (ST2, ST3 and ST6) mentioned several roles that students should play in a
LC classroom. However, in all the lessons observed, they tended to place greater
emphasis on passing on knowledge. This made their students mere passive receptors
of information (Attard et al., 2010). Students’ opportunities to adopt other roles were
comparatively rare. This disparity could be influenced by a number of possible

reasons (for more discussion, see section 6.5).

The illustration of the relationship between the STs’ stated beliefs about the LCA and

their actual classroom practices is presented in Figure 6.1.
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Figure 6.1 Student teachers’ belief-practice relationship

The STs’ ability to adopt the LCA and to put what they believed into practice may

have been hampered by certain factors. As shown in Figure 6.1, contextual factors

come into play in mediating the relationship between STs’ stated beliefs and practices

(Basturkmen, 2012). This result confirms the findings of previous studies (e.g.,

Burns, 1996; Fang, 1996; Johnson, 1996; Karavas-Doukas, 1996; Woods, 1996;

Richards and Pennington, 1998; Andrews, 2003; Farrell and Lim, 2005; Farrell and

Kun, 2008; Lee, 2009; Basturkmen, 2012) that contextual factors and constraints are
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highly significant in shaping what teachers do in the classroom (for more details, see

section 3.6).

The relationship between what the STs said and did in this study was not
straightforward (Calderhead and Robson, 1991). The following are examples of the
relationship between the two:

| understand the LCA, and | apply it to teaching.

I understand the LCA, but I do not have to apply it to teaching.

| probably do not understand the LCA, but I apply it to teaching.

Their adoption of the LCA and their pedagogical practices tended to be affected by
cognitive, affective, experiential and contextual factors (Borg, 2006b; Phipps, 2009).
It can be stated that the findings of this study also provide compelling evidence from
the field of English language teaching (ELT) that support Borg’s (2006b) and
Pajares’s (1992) fundamental assumptions about teachers’ educational beliefs. As
claimed by Pajares, beliefs “‘play a critical role in defining behaviour and organising

knowledge and information’ (p. 325).

One of the most striking results to emerge from the analyses of the link between the
STs’ understanding and their pedagogical practices is what made two STs (ST3 and
ST6) more capable of putting the LCA into practice than the others, but also what
factors influenced their adoption of this approach. These findings are very important,

since it is not possible to suggest an appropriate course of action to tackle their
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incapability of adopting this approach. In what follows, factors obstructing their

ability to adopt the LCA are discussed in detail.

6.5 Factors Affecting the Application of the Learner-Centred Approach

There are a multitude of factors which may have affected the degree of application of
the LCA and the mismatch between the beliefs the STs hold and their actual
classroom practices. These factors had an impact on both their cognition and their
adoption of this approach. As Borg (2006b, p. 275) points out, ‘the study of
cognitions and practices in isolation of the contexts in which they occur will
inevitably, therefore, provide partial, if not flawed, characterizations of teachers and

teaching’.

Factors that limited the STs’ ability to put the LCA into practice and the discrepancy
between their beliefs and actual practices can be divided into cognitive, affective,
experiential and contextual factors (Borg, 2006b; Phipps, 2009). The interaction
between these factors is dynamic (Borg, 2006b). These factors tend to be hierarchical.
The cognitive factor, which includes both the STs’ own beliefs and the pre-existing
beliefs they brought with them on entering a teacher education programme, as well as
their understanding of learner-centredness, is the most important determinant.

Successful application of this approach rests on these factors.

Apart from these factors, the STs’ intentions, enthusiasm and proficiency in English

may have affected their adoption of the LCA. The STs’ intention to adopt (or not to
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adopt) this approach is the most immediate determinant of their application of the
approach (Kennedy and Kennedy, 1996; Kennedy, D 1999; Ajzen, 2005). For
example, ST4’s intention to use this approach seemed to be less than that of the other
STs. In addition, the way he taught signified that he was not as enthusiastic as the
others, since his lessons were not lively. He did not put a great deal of effort into
making his lesson interesting (see section 6.3). His proficiency in English was the
lowest of all the STs (the STs’ levels of proficiency in English were obtained from
the grades they achieved in all English courses that they took at their university). The
discussion of the impact of these factors will be presented in the subsequent sections.
For clarity of data presentation, each factor will be discussed separately; however, in

practice, these factors are inextricably interrelated.

6.5.1 Cognitive Factors

There is evidence to suggest that cognitive factors had a major impact on the STs’
ability to adopt the LCA. These factors include their beliefs, pre-existing beliefs and
understanding of learner-centredness. In the sections that follow, the influence of

each factor will be examined individually.

Student Teachers’ Beliefs

The STs’ beliefs obviously play a part in shaping their pedagogical practices. It seems
clear that ST4, who held a strong belief that he did not have the ability to teach by
applying LC pedagogy, adopted LC principles and practices to a very limited extent.
This belief may have had a considerable influence on his instructional choices, and

his decision to cease trying to adopt this approach in his lesson, even after being
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given significant support from his cooperating teacher. As he tended to adhere strictly
to this belief, it is, perhaps, this belief that prevented his adoption of the LCA. During
the interviews, he also stated that he asked his cooperating teacher to allow him to
focus on teaching grammar only, owing to this belief. He believed that activities were
not essential, if his students had an opportunity to interact with him. There was no
evidence of the use of activities and pair or group work in his three lessons. Unlike
ST4, both ST3’s and ST6’s pedagogical practices reflected more learner-centredness.
This may be because they did not have a fixed mindset. Ajzen (2005, p. 127)
highlights ‘the role of beliefs in determining the [teacher’s] intention’ to adopt a

particular change.

Student Teachers’ Pre-Existing Beliefs

The STs’ limited application of the LCA may have been affected by their deep-seated
traditional beliefs about teaching, learning and learners. Aside from these firm beliefs,
mentioned earlier, it is widely acknowledged that pre-existing beliefs have a powerful
impact on how the teacher teaches, and might deter them from applying LC teaching
(Calderhead, 1991; Calderhead and Robson, 1991; Kagan, 1992a; Pajares, 1992,
Johnson, 1994; Almarza, 1996; Calderhead, 1996; Borg, 1998b; Richardson, 2003).
Within the field of language teacher cognition, there is ample evidence that ‘teachers’
learning and teaching theories, although implicitly and in many cases unconsciously
held, have an effect on their classroom behaviour and are a potent determinant of

teachers’ teaching style’ (Karavas, 1993, p. 44).
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The results of this study would seem to indicate that STs’ pre-existing beliefs may
impinge on the varying degrees of adoption of the LCA, and serve as a “filter through
which they determine the priorities of different factors’ (Chen, 2008, p. 67). Some
STs had the view that teaching is a process of filling an empty vessel, and that their
role is that of knowledge provider; students are very innocent and are like clean and
clear water; transmitting knowledge to students is similar to adding colour to water.

Their view reflected transmission beliefs (see Table 2.1).

It should be noted that these six STs’ backgrounds and learning experiences seem to
be fairly didactic. The way they taught and the roles they enacted might stem from
their pre-existing beliefs (Pajares, 1992; Johnson, 1994; Almarza, 1996; Johnson,
1999; Richardson, 2003), which are still transmission-oriented. This finding concurs
well with Kember (1997), and also confirms previous findings in the literature

(Bullock, 2011; Borg and Al-Busaidi, 2012).

Kember’s (1997) study indicated that teaching conceptions have an influence over
teaching practices. Consequently, in order to change a teaching approach, there is a
need to change beliefs about teaching. Kember (ibid.) further stated that ‘a lecturer
who holds an information transmission conception is likely to rely almost exclusively
upon a unidirectional lecture approach’ (p. 270). A similar conclusion was reached by
Karavas (1993), and Kennedy and Kennedy (1996). Within educational research, one
of the primary obstacles in introducing the new innovation is teachers’ beliefs. The

importance of altering teachers’ beliefs was also underscored by Fullan (2007). He
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contends that to change teachers’ classroom practices and to achieve lasting reform, it

is essential to change their beliefs.

Student Teachers’ Understanding of the Learner-Centred Approach

A full and clear understanding of the principles and features of learner-centredness
and its practical implication might assist STs in successfully adopting the LCA in
their classroom. As mentioned in sections 6.2.1 and 6.2.2, the STs’ lack of
understanding of and their unclear conceptions as well as misconceptions about
learner-centredness were a barrier to their successful adoption of the LCA, and led to
the discrepancy between their expressed beliefs and pedagogical practices. It would
appear that the influence of their understanding and their misconceptions was
immense. This finding is in line with those of previous studies (e.g., Karavas-Doukas,
1995; Li, 2001; Carless, 2003; Chen, 2008; Attard et al., 2010; Shihiba, 2011), which
found that teachers’ understanding of and misconceptions about an innovation are
crucial in determining whether or not they adopt it. ST3 and ST6, who had a better
understanding of this approach than the others, were more likely to put this approach
into practice successfully. The limited adoption of this approach in ST4’s observed
lessons was probably caused by his equally limited understanding of this approach
and his misconceptions about LC teaching and learning. Additionally, he did not
believe in this approach and lacked the desire to adopt it. Thus, understanding without

believing cannot increase LC teaching practices.
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6.5.2 Affective factors

Student Teachers’ Confidence

Lack of confidence may be one reason why the STs were reluctant to adopt the LCA.
It seems clear that if their confidence in their own English proficiency and teaching
was enhanced and nurtured, their pedagogical practices and classroom teaching might
have been more learned-centred. As Berry (1990) and Sakui (2004) posit, to increase
the teacher’s confidence, there is a need to improve the teacher’s proficiency. Berry
further states that language improvement plays a vital role in facilitating the use of the
target language in the classroom and widening pedagogical choices. Teachers who
have high proficiency in English seem to be more confident (Amengual-Pizarro,
2007). In this study, ST5, who had a low level of proficiency in English, repeatedly
stated that she did not have much confidence in either the subject matter or
pedagogical content knowledge. Moloi et al. (2008) also found that the teachers in
their study avoided teaching grammar owing to their lack of confidence. They
observed that the teachers made the pedagogic choices that ‘they are likely to regard
as “safe” for the maintenance of their authority and the avoidance of challenging
tasks in which they would lack confidence’ (p. 620). Phipps (2009) and Andrews
(2003) reported that teachers’ lack of confidence had an impact on their teaching. The
finding of the current study corroborates those of other research and the ideas of
Wang and Ma (2009, p. 251), who suggested that STs who were more ‘competent in
subject knowledge were found to be more confident to try learner-centred activities
... while those whose language proficiency was not as good were found to be more

traditional and to lack confidence in managing teaching’.
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In this study, ST4, who was less proficient in English than ST3 and ST6, was likely to
have less confidence in his ability to adopt the LCA. As a consequence, a lack of
confidence might have caused ST4 to avoid applying this approach in his lessons, and

inhibited him from taking risks in experimenting with this approach.

6.5.3 Experiential Factors

The STs’ own learning experience may have been the reason why their pedagogical
practices were still teacher-dominated. It is widely recognised that the a teacher’s
learning experience through his/her schooling may profoundly influence how the
teacher teaches. Lortie (1975) argues that the influence of an ‘apprenticeship of
observation’ is responsible for preconceptions that teachers have about teaching
(Grossman, 1995; Almarza, 1996; Richards and Pennington, 1998; Farrell, 1999;
Borg, 2002; Da Silva, 2005). The STs’ image of teaching is formed and nurtured
during the several years they are required to observe what is going on in the
classroom as learners themselves. Research also supports the idea that teachers teach
as they have been taught, rather than as they have been trained to teach (Bailey et al.,
1996). Furthermore, the way they teach is probably influenced by their prior language
learning experience (Johnson, 1994; Burns and Knox, 2005; Borg, 2006b). Freeman
(1992, p. 3) concludes that ‘the memories of instruction gained through their
“apprenticeship of observation” function as de facto guides for teachers as they

approach what they do in the classroom’.

Mtika and Gates (2010) noted that ‘student teachers can only then end up using

teaching and learning approaches which mimicked their lectures’ (p. 399), if they
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have inadequate pedagogical knowledge and practice. In particular, if lecturers at a
university mainly adopt a transmission-oriented approach (see Excerpt 1), STs will
inevitably lack adequate practical expertise to adopt LC teaching. This suggests that it
is necessary for teacher educators to model and illustrate using collaborative as well
as cooperative learning extensively, whilst delivering all courses (Mtika and Gates,
2010). In Thailand, the teaching-learning process still relies heavily on a didactic

approach (Nonkukhetkhong et al., 2006).

6.5.4 Contextual Factors

Student Factors

Difficulties caused by their students possibly contributed to the reluctance of the STs
in this study to adopt the LCA, and their inability to put what they believe into
practice. It appears that the majority of the STs (except ST3) perceived this factor as
being the most obstructive. These difficulties include student discipline, lack of
student cooperation, unmotivated students, students’ low English proficiency, and
students’ responsibility, together with students’ mixed abilities. Students’ ability and
discipline could possibly have been the dominant factors that hindered ST1 and ST2
from using group work and activities in their lessons, while for ST5, a lack of
cooperation and responsibility on the part of the students made her reduce the
frequency of her use of group work and activities. Moreover, she also had difficulties
when assigning students to work in groups, since demotivated students or weak
students did not want to do anything. Only the more competent students did a task.
The lack of cooperation and responsibility from weak students was evident in her

third lesson (see Figures 5.3 and 5.4). Five (out of six) STs (with the exception of
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ST3) expressed their concern about students’ low proficiency. These difficulties are
probably powerful enough to override their positive attitudes toward the use of pair or

group work and activities (Kennedy and Kennedy, 1996).

These results reflect those reported in Smith (1996), Richards and Pennington (1998),
Li, (2001), Moloi et al. (2008), Wang (2007), Yilmaz (2007), and Nishino (2012).
Smith (1996) studied the pedagogical decision of nine experienced ESL (English as a
second language) teachers. She found that teachers commented on a wide range of
goals of using tasks in their classroom, but only two jigsaw tasks were used. Student
characteristics had a major impact on teachers’ decision making. Richards and
Pennington (1998) also found evidence that the constraints of the teaching context,
students’ lack of discipline and students’ low English proficiency were factors that
inhibited first-year English teachers in Hong Kong from implementing the CLT in

their classroom.

In addition to these factors, Thai students are used to rote-learning and memorisation;
furthermore, they are never trained to share responsibility, make a decision or monitor
their own progress. The structure of Thai society and the influence of Thai culture
(see section 1.3.1) may make students in Thailand find it hard to become an active

learner. These challenges were also found in Turkey (Yilmaz, 2007).

Classroom Discipline
Another factor that had a powerful influence on the STs’ instructional practices was

their difficulties in handling noise and controlling classroom discipline. The STs’
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beliefs about the importance of classroom discipline might deter them from applying
LC teaching (Sato and Kleinsasser, 1999; Carless, 2004). The findings seem to
suggest that the two STs (ST3 and ST6) who had fewer difficulties with classroom
discipline tended to apply more LC teaching in their teaching. ST4 mentioned that he
had some problems in handling noisy and disruptive students. Three STs (ST1, ST2,
and ST5) hesitated to employ group work and activities because they were used to
experiencing difficulties when they employed them. ST2, who recurrently referred to
her difficulty in monitoring student performance during the use of group work in the
interviews, explained that if she could have managed chatty and disruptive students
well, it would have allowed her to use more activities and group work. It was
observed that she avoided using group work in her lesson (see Table 5.3). During the
observation, there was evidence to support their concern (in ST5’s and ST6’s
lessons). Classroom management is a big hurdle for pre-service teachers to cross and
one of their key problems (Joram and Gabriele, 1998; Gao and Benson, 2012). These
factors have been documented by other researchers (e.g., Sato and Kleinsasser, 1999;
Li, 2001; Carless, 2004; Nishino, 2012). Carless (2004, p. 653) found that the
teachers in his studies experienced ‘tensions between the desire to carry out activities

and a wish to maintain a quiet, orderly classroom’.

The STs in the current study tended to have the view that learning could not be
achieved and that they could not teach effectively if the class was not well managed.
For them, classroom management appears not only to be an essential but also a

prerequisite condition for learning to take place. This result is similar to Joram and
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Gabriele’s (1998), who found that this view coincides with a transmission model of

learning.

The finding also suggests that the majority of the STs lacked the ability or practical
skills to manage their class successfully. A teacher education programme needs to
provide STs with more training in handling noise and maintaining classroom

discipline.

Another possible reason why they were concerned about classroom discipline might
be related to school policies. Additionally, from their point of view, teaching is not
effective if the class is noisy. ST5 said that when she utilised activities, the classroom
was always noisy and chaotic. It was not good for her, as she was a ST, and the policy
of the school was that the class should be quiet. This challenge appears to resonate
with twenty-four second-year BA TESL pre-service teachers’ perceptions about CLT
and their difficulties in adopting CLT in Hong Kong, as Miller and Aldred (2000)
discussed. In their findings the pre-service teachers stated that the *school will not
allow pair work as it is too noisy’ (Miller and Aldred, 2000, p. 13). There is ample
evidence to suggest that the STs’ ability to adopt practices which reflect their
professed beliefs or to put LC teaching into practice is likely to be hampered by these

factors.

Insufficient Support
Support from a university supervisor and a cooperating teacher was vital for the STs’

adoption of the LCA. ST6 stated that the application of the LCA was emphasised by
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her first university supervisor. She encouraged her to employ this approach and, after
the first observation, she gave her some advice on how to improve her teaching to
make it more LC. ST3 explained that her university supervisor’s advice assisted in
helping steer her teaching in the right direction. The STs’ desire for helpful advice
and guidance from a university supervisor is evident in this study. However, two STs
(ST2 and ST4) stated that they had never been observed by a university supervisor,
and the rest had been observed only once, during the period of ten months when they
were on school placement. In the case when their university supervisor visited them
once or twice a semester at their schools, he/she still did not have an opportunity to
observe their teaching. The supervision from a university supervisor is likely to have
had some influence on the application of the LCA. The non-implementation of this
approach by ST4 is probably caused by a lack of supervision from his university
supervisor. There may be a greater tendency for STs to apply the LCA to their
teaching if they obtain more support and supervision from their university

supervisors.

It is worth mentioning that each ST was under a cooperating teacher’s supervision.
Essentially, all six STs obtained cooperating teachers’ comments about their lesson
plans. ST1 complained about the lack of advice from her cooperating teacher. She
further added that she was never observed by her cooperating teacher whilst she was
doing her internship at this school for nearly a whole academic year. She did not
know whether what she did was right or wrong or proper or improper, and

furthermore, she could not improve her teaching because she was not given enough
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feedback. This factor appears to be regarded as an impediment to STs’ application of

the LC teaching.

The majority of the STs further recounted that they had two kinds of feeling. The first
was their wish for their teaching not to be observed by their university supervisors, as
they wanted to obtain a good grade. In contrast, the second was that they wanted to be
observed by their university supervisors more frequently, as they wanted to obtain
advice from them on how they could correct their teaching mistakes (Mtika and
Gates, 2010). When asked about which one they preferred, all of them chose to be
observed by their university supervisors. This suggests that they intended to learn
how to teach and improve their teaching. The findings of this study are consistent
with those of Beck and Kosnik (2002), who found that STs need sufficient feedback
from a cooperating teacher and a university supervisor for their growth, while Farrell
(2007a) reported that discussion with a university supervisor might help improve
STs’ ‘understandings of what it means to teach’ (p. 200). Mak (2011) also found that
the participants in her study were able to adapt their teaching when they frequently

discussed it with their teaching advisor.

This current study provides considerable insight into a university’s and schools’
policy on the adoption of the LCA. Although the LCA has been a requirement in the
Thai National Education Act since 1999, most of the STs’ university supervisors and
cooperating teachers did not have a clear policy on the adoption of the LCA. The
results suggest that the application of this approach does not seem to be a prerequisite

of their university. These findings were unexpected and suggest that teacher
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education programmes should take these findings into consideration in terms of the
policy on the adoption of this approach and the frequency of university supervisors’

and cooperating teachers’ supervision.

The findings of these factors widen our knowledge of the LC instruction adopted by
STs and would strongly suggest that the STs’ inability to adopt learner-centredness is
a consequence of the interplay between these factors. The juxtaposition of factors that
play a part in ST3’s success in adopting the LCA and ST4’s inability to adopt this
approach may demonstrate the complex interplay of such factors. Table 6.1

summarises these factors.

Table 6.1 Factors facilitating and obstructing student teachers’ ability to adopt the

learner-centred approach

Factors ST3 ST4
Intention Strong intention Weak intention
Enthusiasm More enthusiastic Less enthusiastic
Proficiency in English Intermediate Low
Beliefs No strong beliefs Holds strong beliefs

in his inability to
adopt the LCA

Pre-existing beliefs Similar Similar
Understanding of learner- Better understanding  Poor understanding
centredness

259



Chapter 6 Discussion

Table 6.1 (continued)

Factors ST3 ST4
Misconceptions about learner-  Fewer More
centredness misconceptions misconceptions
Confidence More confident Less confident
Learning experiences Similar Similar
Students No constraints Some constraints
Classroom discipline No difficulties Some difficulties

University supervisor’s support Obtain some support  Obtain less support

Cooperating teacher’s support  Sufficient support Sufficient support

As can be seen from Table 6.1, a number of factors assisted ST3 in applying the

LCA:

her strong intention

e her enthusiasm

¢ her intermediate proficiency in English

e her understanding of learner-centredness

e her few misconceptions about learner-centredness

e her confidence in her ability to teach

e her partial support from her university supervisor.
These factors probably put ST3 in a favourable position. However, it is not meant to
imply that the application of the LCA can be fostered by these factors alone (Carless,
2001). It appears that misconceptions about this approach and the strong personal

beliefs held by ST4 played an important role in preventing him from adopting this

260



Chapter 6 Discussion

approach. These findings suggest that in order to learn to adopt a new approach, these
are characteristics that a ST should possess, and what he/she needs to be able to do.
Without any relief from these factors and constraints, it may be hard for the STs to

adopt this approach effectively, or they may stop experimenting with this approach.

Apart from all the factors mentioned above, the reasons that underlie the limited
relationship between the STs’ stated beliefs and practices, along with the application
of the LCA, may be complicated. Some constraints, reported by all the STs were
evident in some of the observed lessons, while others might simply be the excuses the
STs used to justify their teaching practices (Lee, 2009). However, understanding
these constraints helps us fathom the complexity of the STs” mental lives, which is
‘central to the process of understand teaching’ (Borg, 2006b, p. 1) and have a better
understanding of ‘what language teachers think, know and believe - and of its

relationship to teachers’ classroom practices’ (p. 1).

6.6 Summary

This chapter has discussed how the STs understand learner-centredness. From the
findings, it is apparent that the STs tended to understand only some surface features
of the LCA. Their understanding of this approach was limited, fragmented and
superficial, as they did not have a good understanding of the principles underlying the
LC teaching practices. Moreover, they also had inadequate pedagogical practices to
enact LC teaching. The data demonstrate that their understanding of, and their

misconceptions about, learner-centredness had an impact on their actual classroom
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practices, as well as on their application of this approach. There was little
employment of this approach during their internship, owing to various impediments.
To some extent, the stated beliefs of the STs are reflected in their actual classroom
practices. The findings corroborate the widely acknowledged view that the
relationships between the STs’ understanding of the principles and practices of the
LCA, their actual classroom practices and constraining factors are complex. Various
factors contribute to the STs’ inability to adopt this approach and these factors are
closely interrelated. In the final chapter the conclusions of the study are presented,
along with the implications as well as the limitations of this study, and suggestions

for further research.
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Chapter 7. Conclusions

7.1 Introduction

In this chapter a brief summary of the present study is first provided. In section 7.3
the main findings are discussed in relation to the research questions. The pedagogical
implications of the findings for teacher education along with the contributions of this
study are elaborated in sections 7.4 and 7.5; this is followed by a discussion of the

limitations of the study. The final section outlines suggestions for future research.

7.2 Summary of the Study

This study has explored non-native speaker (NNS) pre-service English as a foreign
language (EFL) teachers’ beliefs about the learner-centred approach (LCA) and their
teaching practices. The study has sought to provide an account of what they believed,
knew and did (Borg, 2003) in regard to the LCA during the last semester of their
internship at schools in Thailand. To elicit their understanding of the LCA and to
capture the complexity of their mental lives to help in understanding their
pedagogical practices, multiple data collection methods were employed. These
included introductory interviews, two post-lesson semi-structured interviews, three
sets of classroom observation, the pre-service teachers’ lesson plans, teaching
materials, and the curriculum of the language teacher education programme (English).

The sample consisted of six pre-service teachers from a five-year teacher education
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programme, specialising in English, and carrying out their internship in four different

schools.

The purposes of the current study were to uncover how pre-service teachers
understand the principles and practices of the LCA, their adoption of this approach,
and the linkage between their beliefs and their actual classroom practices. The study
has shed light on impediments that prevented these pre-service teachers from
translating their beliefs into their teaching practice and limited their application of the
LCA (see section 6.5 and Table 6.1). The aim of this study was not to judge or
evaluate pre-service teachers’ classroom practices, but to describe their understanding
of the LCA and the degree of their application of this approach, since the changes in
pre-service teacher training, initiated in 2004. The main theoretical framework
underlying the study combined Borg’s (2006b) concepts of language teacher
cognition (see chapter 3) with the concept of the LCA (see chapter 2) in mainstream
education (e.g., Weimer, 2002; McCombs and Miller, 2007), as well as the LCA in
language teaching (Nunan, 1988; Tudor, 1996). The study addressed the following
questions:

1. What is the Thai student teachers (STs)’ understanding of the LCA?

2. To what extent did STs apply the LCA to teaching during their internship?

3. What is the relationship between their understanding and their classroom

practices with regard to the LCA?
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7.3 Main Findings

As discussed in section 6.2.1, the pre-service teachers’ understanding of the LCA
seemed to be superficial and fragmented. The level of their understanding of this
approach varied. As shown in chapter 5, it was found that they understood some
surface features of LC teaching practices, had an incomplete understanding of the
principles underlying the characteristics of LC teaching practices, and did not actually
understand how to put some features of LC teaching into practice. Some of the main
tenets of learner-centredness were not understood by them, which led to a complete
absence of their adoption of these tenets. It seems clear that their conceptualisations
only partially matched the notion of learner-centred (LC) teaching practices (see
Table 5.7 and Table 2.3). This study has also provided some insights into not only
areas of their incomplete understanding of the LCA, but also areas of their
misconceptions about this approach. It was also found that their understanding of and
their misconceptions about the LCA affected what they actually did in their

classrooms.

There was a limited attempt to apply the LCA in the STs’ teaching practices (see
sections 5.5.1, 5.5.2 and 6.3). It seemed that they lacked confidence and the
willingness to take the risk of applying this approach to their teaching and, in
addition, they were not required by the course to use this approach. As a
consequence, they incorporated only a few elements of LC teaching practices, such as
student mobility and students’ opportunities to assist, learn from and teach each other,

and neglected to use other key features, such as learner training and joint decisions
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about content selection. Their instructional practices were teacher-dominant, even

though all the STs valued the LCA.

More divergences between the STs’ stated beliefs and their actual classroom practices
were found in the current study. The investigation of the relationship between what
they said and what they did in their classrooms shed light on the complexity of the
relationship between their beliefs and their actual classroom practices and on those
factors that assisted them in adopting the LCA (Figure 6.1 and Table 6.1). These
factors included their intentions, enthusiasm, proficiency in English, and confidence
in their ability to teach. The STs’ superficial and fragmented understanding of
learner-centredness, their misconceptions about this approach, their strong personal
beliefs, together with pre-existing beliefs, their apprenticeship of observation, their
learning experience on the teacher education programme, and difficulties caused by
their students, as well as difficulties in handling noise and indiscipline, all helped to
contribute to the STs’ reluctance to put the LCA into practice. These findings confirm
those of previous studies and contribute additional evidence that suggests that the
support offered by their university supervisors and cooperating teachers plays an
important and integral role in steering their teaching in the right direction. Moreover,
the STs’ own positive attitudes towards their teaching can help them overcome a
variety of difficulties and constraints which are an inherent aspect of teaching, and in

so doing, help open their thinking toward accepting and adopting the LCA.

Some of the findings of this study conflict with those found in the literature. (Cuban,

1993; National Institute for Educational Development, 1999; Nunan, 1999). First,
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there appeared to be no direct link between the adoption of the LCA and the
classroom arrangement. This study thus provides new insights into the possibility of
LC teaching in a classroom where the arrangement of desks is in lines and rows, since
in this study, it appeared that the traditional arrangement of desks in lines and rows
did not actually impede the application of the LC teaching. Second, according to the
literature, group work signifies LC instruction. People have previously thought that if
the class is arranged in groups, the instruction will be learner-centred. The findings of
this study suggest that just because group work is occurring, this does not necessarily
mean that the LCA is being applied. The use of pair or group work does not guarantee
that the instruction is LC unless it is properly used, with appropriate tasks and
effective classroom management. Simply put, group work is not necessarily always
going to be LC instruction. Third, the link between the degree of the STs’ learner-
centeredness and the percentages of the mode of classroom organisation was found to

be tenuous.

7.4 Pedagogical Implications

It is hoped that the findings obtained from this study will be beneficial for teacher
educators at universities who teach various courses training teacher candidates how
to teach. In light of these findings, this study also has a number of important
implications for future practice, and suggests several courses of action for teacher
educators at the university where all the participants in this study came from. The

findings may have wider implications for other Rajabhat and elite universities in

267



Chapter 7 Conclusions

Thailand, as well as for other developing countries with similar contexts and where

English is taught as a foreign language (FL).

7.4.1 Explicitly Focusing on Beliefs

The results of this study demonstrate the influence of beliefs on both classroom
practices and on learning how to teach. This finding points to the need for university
courses to foster a self-awareness among pre-service teachers of their tacit beliefs
which they bring to a teacher education programme and of the positive and negative
effects these beliefs can have on their teaching and learning; this can be done by
providing them with opportunities critically to reflect on their beliefs in light of input
and their instructional practices (Crandall, 2000; Russell, 2005; Li and Walsh, 2011).
By integrating ST’s values, beliefs and knowledge into the learning process, the
entire process of teacher education becomes reflective and rewarding

(Kumaravadivelu, 2001).

STs’ pre-existing beliefs have a profound effect on the input they receive from a
teacher education programme (Kagan, 1992b; Pajares, 1992) and on their learning
how to teach. If these pre-existing beliefs are left unexamined, the possibility of their
forming new ideas and new habits of thought and action is reduced (Borg, 2009). The
growth in the STs’ knowledge about teaching relies on their opportunities to make
their pre-existing beliefs explicit, to scrutinise and challenge them (Calderhead and
Robson, 1991). Borg (2002, p. 424) argues that ‘the lack of discussion of the beliefs
that they [trainees] brought with them to the course must be considered a weakness’;

thus, if teacher educators help STs to become aware of the strong and pre-existing
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beliefs they hold, and to understand why they hold them, this could reduce the impact

of “‘belief block’ (ibid.).

It is evident that the pre-existing beliefs of the STs in this study are still transmission-
oriented. Without altering these pre-existing beliefs, it is hard to make a shift from TC
to LC teaching practices. This study suggests that teacher training courses should not
only provide input into LC teaching practices, but also help STs shift their
transmission-oriented view of teaching to a constructivist view of teaching (for
conceptual change strategies, see Korthagen (2004)). It is not easy to change STs’

beliefs, but it is possible (Sinprajakpol, 2004; Cheng et al., 2009).

7.4.2 Maximising Student Teachers’ Understanding of the Learner-Centred
Approach

This study represents an initial step toward enhancing our understanding of how pre-
service teachers understand the LCA. As discussed in chapter 6, the STs lacked any
understanding of the strong philosophical and psychological foundation of this
approach and of some of the key features of LC teaching practices, as well as of the
principles underlying these features and how to put this approach into practice. One
implication of these findings is that teacher educators need to take both their unclear
understanding of and their misconceptions about the LCA into account. Teacher
educators could make use of these findings to design learning activities. They also
need to ensure that STs have a sound understanding of LCA practices, as well as of
the principles underlying this approach, and at the same time know how to put it into

practice, in order to minimise their failure to adopt this approach.
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The findings in this study can be of great value to teacher educators, in helping to
inform them about which principles and practices of the LCA the pre-service teachers
misconstrued or did not fully understand (see section 6.2.2). It is highly
recommended that teacher educators spend more time on these areas. The insights
from this study suggest how teacher educators can assist pre-service teachers in

having a better understanding of this approach.

An examination of their classroom practices indicates that it is important for teacher
educators to incorporate LC pedagogy in their own practices, since during Thai STs’
long apprenticeship they are exposed to a teacher-centred rather than to any other
approach (Prapaisit, 2003). Having no opportunity or few opportunities to see LC
teaching practices makes it even harder for them to change their beliefs (Nespor,
1987). To increase the application of this approach, this study suggests that teacher
educators should try to find a balance between pedagogical theory and pedagogical
practice. As Lortie (1975) argues, the ‘apprenticeship of observation’ is one of the
most powerful influences in shaping an image of teaching. For this reason, to enable
pre-service teachers to see a new way of teaching, by using this approach whilst they
are being trained, may enable them to translate this approach more into their teaching
practices. Without adequate modelling and demonstration, the adoption of this
approach is bound to fail. This means that it is a must for a teacher educator to teach
by consistently and repeatedly demonstrating the behaviour and attitudes he/she
expects STs to use in their teaching (Bailey et al., 1996). In other words, teacher

educators need to ‘teach what they preach’ (Korthagen, 2004, pp. 88-89).
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STs need to have both pedagogical knowledge and practice to guide them, as well as
to help them form the image of LC teaching and to encourage them to use this
approach. Accordingly, teacher educators should not only model a LC teaching and
learning environment, but also provide STs with more opportunities to put what they
have learned into practice. This study also highlights the importance of the practical
aspect, as it helps STs who lack not only sufficient exposure to, but also an
understanding of LC teaching practices, to learn how to apply this approach. It is in

fact not easy for STs to adopt this approach on their own (Zeng, 2012).

Teacher educators could maximise STs” knowledge of learner-centredness by using
examples of transcripts of real classroom events or a video recording of teaching by
STs, to help stimulate discussion and reflection whilst the principles and pedagogical
practices of learner-centredness are being learned, and thus their teaching would
become more illustrative. Viewing transcripts of real classroom events or a video
recording of teaching would also allow them to ‘develop an understanding of their
thinking and the ability to verbalize and think through what they are doing’ (Almarza,
1996, p. 75). Incorporating real data of actual classes into the delivery of teacher
education programmes (Phipps, 2009) offers STs opportunities to learn how to teach
using the LCA, helps to make their beliefs and practices explicit, and enables them
critically to reflect on all possible aspects of LC teaching in order to learn how to
improve their teaching and overcome various difficulties. Clearly, teacher training

plays a key role in preparing pre-service teachers to be capable of adopting the LCA.
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7.4.3 Training Pre-Service Teachers to Become Reflective Practitioners

Critical reflection can help minimise the divergence between STs’ stated beliefs and
their classroom practices, mismatches of which they may be unaware. According to
Williams and Burden (1997, p. 53), ‘if teachers are to be effective in whatever
approach they decide to take, it seems reasonable to expect them to act consistently in
accordance with their expressed (or ‘espoused’) beliefs’. However, Argyris and
Schon (1974, p. 7) argue that the ‘theory that actually governs [an individual’s]
actions’ (theory-in-use) is likely to be inconsistent with his/her espoused theory. A
large amount of inconsistency tends to make students ‘receive confused and
confusing messages’ (Williams and Burden, 1997, p. 54). Therefore, to reduce the
degree of discrepancy, teacher educators need to equip STs with the ability to engage
in ongoing critical reflection, in order to become reflective practitioners (Schon,

1991).

Critical reflection implies that “teachers should be aware of their belief systems and
constantly monitoring how far their actions reflect those beliefs or are in keeping with
them’ (Williams and Burden, 1997, p. 55). Critical reflection can provide STs with
opportunities to evaluate their teaching, decide what changes they should make and
monitor the effects of these changes (Wallace, 1991; Richards and Lockhart, 1996;
Farrell, 2007b). When STs become reflective practitioners, they not only ‘turn
thought back on action” (Schon, 1991, p. 50), but are also able to reflect on their own

teaching and their implicit beliefs.

272



Chapter 7 Conclusions

STs are able to make their tacit or implicit knowledge explicit through reflection on
action. Additionally, critical reflection may unlock the impact of their pre-existing
beliefs on their teaching (Farrell, 1999), give them insight into the rationale behind
their teaching (Johnson, 1999), and assist them in questioning their own practices, all
of which leads to improvement. Through reflection and ‘knowing-in-action” (Schén,
1991), they gain more experiential knowledge (Wallace, 1991). Various strategies can
be used as a power tool to encourage reflective practice. These strategies include a
case investigation (LaBoskey, 1993), journal writing, and conducting action research
(Daniels, 2002; Farrell, 2007b). Becoming a reflective practitioner is beneficial to an
individual’s growth, as well as to his/her continuing professional development, and
promotes deep learning. Furthermore, it is also a powerful ‘vehicle for enhancing the

development of effective teachers’ (Allen and Casbergue, 1997, p. 741).

7.4.4 Requiring Additional Training in Some Areas

The evidence from this study suggests that STs need additional training in specific
areas. One of the weaknesses of the STs who took part in this study was a lack of
knowledge and skills in designing activities to include tasks that develop students’
communicative skills (see Table 5.4). In a LC classroom, a task becomes not only a
‘central pedagogical tool for the language teacher’ (Williams and Burden, 1997, p.
168), but also an important tool to encourage cooperation and cooperative learning
and to construct knowledge. Their teaching would have been more LC if they had
better understood how to design communicative activities and the purpose of using

activities in language learning and in a LC classroom.
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This study has shown that STs adopted a transmission approach to teach grammar.
Explaining grammatical rules in Thai, followed by exercises, was the common
technique used by the STs. They need to be trained how to teach grammar effectively.
All STs should be equipped with a knowledge of grammar and with the skills needed
to adopt inductive approaches to teaching grammar. Medgyes (1999, p. 184) also
claims that ‘an EFL teacher with faulty English may be compared to a music teacher

who can play no musical instrument and sings out of tune’.

7.5 Contributions of the Study

This study also highlights the importance of an investigation of pre-service teachers’
pedagogical practices through the cognitive bases of their teaching behaviour, and
shows the value of disentangling and understanding the thinking that underlies their

classroom practices in relation to learner-centredness.

Although the national goal of the Thai education system is a LC education, there has
been no empirical data published on the current status of Thai pre-service teachers’
beliefs about the LCA and their practices. The findings of this study therefore enrich
our understanding of the issue and make a substantial contribution to the literature.
The findings also contribute to pre-service teacher training and ELT (English
language teaching) beyond Thailand. The current study thus makes methodological
contributions to research on teaching and language teacher cognition and undoubtedly

contributes toward teacher education.
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7.5.1 Methodological Contributions

This study confirms previous claims that employing semi-structured interviews in
conjunction with classroom observations yields rich data, providing access to the
complex nature of STs’ beliefs, as well as uncovering and providing a clearer
understanding of how STs’ stated beliefs translate into their actual classroom
practices (Li and Walsh, 2011). Analysing both what STs say and what they do in
their classrooms also provides a better understanding of belief-practice relationships,
and sheds light on the extent to which beliefs coincide with practices. Moreover,
through the use of this methodology, extensive, realistic and in-depth data were

generated.

Through combining the analysis of interviews with classroom observation, a “finer-
grained understanding’ (Li and Walsh, 2011) of STs’ beliefs, teaching and their
thought processes can be obtained. In addition, it makes the investigation of STs’
beliefs and their practices easier and more accurate. The richness of the data would
not have been obtained, and thus the researcher may have run the risk of telling half
the story (Kane et al., 2002), if only one data collection method had been used. The
present study has confirmed that studies of language teacher cognition should not be

conducted in isolation from what the teachers do (Borg, 2006b).

The analytic approach adopted in the current study also makes an important
contribution to investigations of teaching and teacher cognition. Analysing classroom
observation data deductively and inductively allowed salient issues to emerge

throughout the analysis, and revealed a fuller and more accurate understanding of
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what STs do in their classrooms than the use of a pre-determined coding system, such
as COLT, would have done. The use of structured observation schedules to analyse
classroom observation data has been criticised by Seedhouse (2004) and Walsh
(2006), since ‘potentially insightful classroom events and behaviours’ (Borg, 2006b,
p. 243) may be ignored. This study suggests that fully to understand teaching
practices, the coding and analysing of observational data need to be inductive and
open. Additionally, there is a need to analyse more than one set of classroom data in
order to obtain an accurate and complete understanding of STs’ beliefs and actual

classroom practices.

7.5.2 Contributions to Teacher Education

The current study is one of the very first to investigate pre-service teachers’ beliefs
and their pedagogical practices concerning the LCA. Furthermore, the context of this
study (public secondary schools in Thailand) and the unique attributes (NNS and pre-
service teachers from a five-year education programme) of the participants of the
study have received little attention in the field of language teaching and language
teacher cognition. This study not only fills the gaps in the early research, but also

adds to a growing body of literature on learner-centredness.

The exploration of Thai per-service teachers’ understanding of learner-centredness
has never been performed before, and this study, together with its findings, has
provided some valuable contributions. First, the current findings contribute to the
literature on how NNS pre-service EFL teachers on a five-year teacher education

programme understand the LCA, extend the current knowledge of how pre-service
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teachers conceptualise the LCA, and add new insights into EFL pre-service teachers’
beliefs about the LCA and pedagogical practices. The findings also reveal their actual
classroom practices in relation to the literature on TEFL in Thailand, since learning
reform through the LCA was stipulated by the enactment of the National Education
Act in 1999. This study may also make a contribution to how pre-service teachers in

developing countries understand learner-centredness.

Second, the investigation of the relationship between STs’ beliefs and their practices
contributes to a new direction in the investigation and understanding of STs’ teaching
performance (Borg, 1998a). As ‘teaching is more than observable behaviour’
(Almarza, 1996, p. 75), teacher educators or university supervisors should take STs’
teaching process and their reasons for what they do in class into account, rather than
merely focusing on outcomes (STs’ pedagogical practices). Johnson (1999) argues
that the exploration of why STs teach as they do is of vital importance to understand

the complexity of teaching and the process of learning to teach.

Through this kind of investigation, our understanding of the role of beliefs and the
major factors that prevent STs from translating these beliefs into their classrooms in
regard to learner-centredness has been broadened. In addition, STs will be able to
obtain more help and support to assist them in putting their beliefs into practice,
together with applying this approach more in their teaching. The interaction of second
language teachers’ beliefs, practices and these factors is complex, and how they

interact is elusive (Sato and Kleinsasser, 1999). This study suggests that it is
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necessary to understand the beliefs which lie behind STs’ instructional practices, in

order fully to understand their teaching.

Third, this study has made a significant contribution to the provision of pre-service
teacher training in Thailand, regarding STs’ current understanding of learner-
centredness, and the extent to which this approach is being applied in teaching
English. This study has also shed light on the difficulties in understanding and
adopting learner-centredness. These findings are particularly important, in the sense
that teacher educators could make use of these findings to structure their learning

tasks more appropriately.

Fourth, the findings also add substantially to our understanding of the factors that are
facilitating and hindering pre-service teachers’ adoption of the LCA. These factors
are complex and interrelated, and help show the difficulty of using this approach, as
well as of learning how to teach. In order for teacher educators effectively to help pre-
service teachers to adopt this approach, these factors need to be taken into

consideration.

The analysis of the constraints that made their actual classroom practice diverge from
their stated beliefs, and of the factors that were preventing pre-service teachers from
applying this approach in their teaching, reflects the nature and the complexity of pre-
service teachers’ work. The identification of these constraints and contextual factors
offers us a real insight into not only what sort of assistance and support they need to

help foster their capability to adopt this approach, but also in which areas and
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pedagogical skills they need additional training and preparation. This identification
reflects what action should be taken to help STs overcome these challenges, and has
implications for action on the policy of university supervisors’, as well as cooperating
teachers’ supervision. To promote LC teaching practices, this study suggests that
extending the length of an internship may not be helpful, if a university supervisor
and a cooperating teacher do not provide STs with sufficient support and supervision

during their one-year internship.

Lastly, by becoming more aware of what STs believe, know and do not know, as well
as do, concerning the LCA, teacher educators will be able to be more effective in
moving pre-service teachers towards more LC teaching practices. The current study
may also make a significant contribution to introducing some necessary changes to
pre-service teacher training, in preparing Thai pre-service EFL teachers to become
more learner-centred. Moreover, the findings of this study may help facilitate a
revision in the design of teacher education programmes for training and preparing
pre-service teachers, so that they are better equipped and more capable of adopting
the LCA, as well as more knowledgeable about the principles and practices of the

LCA.

7.6 Limitations of the Study

Some limitations of this study need to be considered. Firstly, the drawbacks of this
study stem from the exploratory nature of the research which limits the scope of this

study. The number of participants was relatively small (six pre-service teachers), and
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they were selected from only one Rajabhat university, which was not located in a big
city. As a consequence, these results cannot be extrapolated to the whole population
of pre-service EFL teachers in Thailand. However, although the results might not be
transferable to the greater pre-service teacher population studying at other universities
in Thailand, they might be applicable to other Rajabhat universities which have

similar contexts to the university in this study.

Secondly, during the post-lesson interviews, it was found that occasionally the STs
lacked the metalanguage to describe their teaching behaviour. Sometimes they were
not able to verbalise the rationale behind their pedagogical practices, or to recall their
thinking. This may have been caused by the delay in holding the post-lesson
interviews which stemmed from their teaching commitment, delays in transcribing
data, along with the nature of the elicitation, and their unfamiliarity with critical
reflection. In this study, extracts from their lessons were used to help them recall their
thought processes and to facilitate a discussion of their understanding of the LCA, as
well as the reasons for their limited application of the LCA. The STs would have been
more able to give an account of their underlying thinking if a video recording had
been employed. Similar pitfalls were encountered by Basturkmen et al. (2004),

Sinprajakpol (2004), and Farrell and Kun (2008).

Finally, the researcher had no opportunity to observe how the courses (Principles of
learning management and English language learning based on learner) that prepared
STs to adopt the LCA were delivered because they were given before my study

started. It is suggested that more insights into pre-service teachers’ beliefs about the
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LCA and their classroom practices could be gained if the process of training could be
integrated. This might have provided a more vivid portrait of both the STs’
pedagogical practices and their thinking, which was missing in the present study.
Nonetheless, this limitation does suggest a new avenue for future research, which is
discussed in the following section. Generally speaking, however, the above

limitations do not decrease the importance of the findings obtained in the study.

7.7 Recommendations for Further Research

The findings of this study provide the following insights for future research. The
participants in this study lacked sufficient knowledge about learner-centredness, and
furthermore, the limitations of this study, as indicated above, have led me to suggest
that it may prove more fruitful for future research to investigate what is being taught
and modelled in pre-service teacher training concerning LC teaching practices.
Research of this type could provide a deeper insight into why pre-service teachers

have little knowledge of learner-centredness.

Future research could adopt a methodology similar to that used in this study to
explore the beliefs about the LCA and the teaching behaviour of pre-service teachers
from other universities in Thailand. This would be of great help in the design of pre-
service language teacher education programmes, to better equip pre-service teachers,
produce more confident, capable and learner-centred future teachers and to promote

LC educational reform in Thailand (Dunn and Rakes, 2011).
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More insights into the complexity of the dynamic interaction between ST’s beliefs
about the LCA, their teaching behaviour, and the factors influencing their adoption of
this approach could be obtained through a longitudinal study. Consequently, future
studies may consider using a longitudinal mode of investigation to yield richer data
and gain a deeper understanding. Using the data at different stages of their internship,

from start to finish, may provide further insight into this complex issue.

In general, the cooperating teacher and university supervisor are influential in guiding
and developing the pedagogical practices of pre-service teachers. The current study
has only examined the beliefs about the LCA and classroom practices of pre-service
teachers, without the integration of data (beliefs and classroom practices) from
university supervisors and cooperating teachers. Further research should be conducted
to investigate and compare the relationship between the beliefs of the university
supervisor, the cooperating teacher and the assigned ST. Any lack of compatibility or
contradiction between their beliefs about the LCA may cause unwelcome friction. By
contrast, pre-service teachers may obtain much needed support and benefits when
their beliefs have a synergy with those of their university supervisor and their
cooperating teacher. Future research needs to be conducted to determine whether
there is any mismatch between a pre-service teacher’s beliefs and those of the
university supervisor and the cooperating teacher. If a mismatch is found, the
consequences of this mismatch need to be explored. The results of such a study would

be interesting and fruitful.
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Since the aim of this study was not to investigate the factors that influenced the
application of the LCA, but merely to highlight factors which may be highly
influential in either facilitating or impeding the application of the LCA among pre-
service teachers, the present researcher believes that a more clinical investigation into
these factors and into how they affect and influence pre-service teachers’ teaching
choices, approaches and practices, may prove extremely beneficial in enhancing

future teacher training programmes.

7.8 Concluding Remarks

This study has contributed to an area of research in language teaching by showing the
central role that pre-service teachers’ mental lives play in shaping their instruction. It
broadens our understanding of how pre-service teachers conceptualise learner-

centredness and their adoption of this approach.

It has been argued that the investigation of pre-service teachers’ rationales for their
teaching performance not only provides accurate pictures of their teaching, but also
gives teacher educators better ideas concerning how to offer help and support to their
teacher candidates in order to promote LC teaching practices and improve their

teaching.

This study has provided me with opportunities to learn about all aspects of research. I

have developed a broader understanding of pre-service teachers’ lives, their beliefs,

as well as their teaching practices regarding learner-centredness. It has changed my
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understanding of pre-service teachers’ teaching from consisting solely of their
external behaviour in the classroom to including how the teachers think about their
pedagogical practices and what they do in their classrooms. This empirical knowledge

will be extremely beneficial to my academic life.

284



References

References

Adler, R.W., Milne, M.J. and Stringer, C.P. (2000) 'ldentifying and overcoming
obstacles to learner-centred approaches in tertiary accounting education: a
field study and survey of accounting educators' perceptions', Accounting
Education, 9(2), pp. 113-134.

Ajzen, I. (2005) Attitudes, Personality and Behaviour. 2nd edn. Maidenhead: Open
University Press.

Al-Nouh, N.A.A. (2008) Are Kuwait Primary EFL Teachers Implementing a CLT-
Based Learner-Centred Method in Their Classroom? PhD thesis. University
Newcastle upon Tyne.

Alexander, P.A. and Murphy, P.K. (1997) 'The research base for APA's learner-
centred psychological principles', in Lambert, N.M. and McCombs, B.L.
(eds.) How Students Learn: Reforming Schools through Learner-Centred
Education. Washington: American Psychological Association, pp. 25-60.

Allen, R.M. and Casbergue, R.M. (1997) 'Evolution of novice through expert
teachers' recall: Implications for effective reflection on practice’, Teaching
and Teacher Education, 13(7), pp. 741-755.

Allwright, D. (1988) Observation in the Language Classroom. New York: Longman.

Allwright, D. and Bailey, K. (1991) Focus on the Language Classroom: An
Introduction to Classroom Research for Language Teachers. Cambridge:
Cambridge University Press.

Almarza, G.G. (1996) 'Student foreign language teacher's knowledge growth’, in
Freeman, D. and Richards, J.C. (eds.) Teacher Learning in Language
Teaching. Cambridge: Cambridge University Press, pp. 50-78.

Amengual-Pizarro, M. (2007) 'How to respond to the demands set by the
communicative approach? New challenges second-language (L2) teachers
face in the classroom', European Journal of Teacher Education, 30(1), pp.
63-73.

Anderson, L.W., Krathwohl, D. and Airasian, P.W. (2001) A Taxonomy for Learning,

285



References

Teaching, and Assessing: A Revision of Bloom's Taxonomy of Educational
Objectives. New York: Longman.

Andrews, S. (2003) "“Just like instant noodles’: L2 teachers and their beliefs about
grammar pedagogy', Teachers and Teaching, 9(4), pp. 351-375.

Anning, A. (1988) 'Teachers' theories about children's learning’, in Calderhead, J.
(ed.) Teachers' Professional Learning. London: Falmer, pp. 128-145.

APA Task Force on Psychology in Education. (1993) Learner-Centred Psychological
Principles: Guidelines for School Redesign and Reform. Washington, D.C.:
American Psychological Association and Mid-continent Regional Educational
Laboratory.

APA Work Group of the Board of Educational Affairs. (1997) Learner-centered
principles psychological principles: A framework for school reform and
redesign. Washington, D.C.: APA Education Directorate. [Online]. Available
at: http://www.apa.org/ed/governance/bea/learner-centered.pdf (Accessed: 10
November 2010).

Argyris, C. and Schon, D.A. (1974) Theory in Practice: Increasing Professional
Effectiveness. San Francisco: Jossey-Bass.

Atagi, R. (2002) The Thailand educational reform project: School reform policy.
Bangkok, Thailand. [Online]. Available at: http://www.edthai.com/
publication/0003/fulltext.pdf (Accessed: 10 November 2010).

Atkinson, D., Phairee, C., Sanitchon, N., Suphanangthong, 1., Graham, S.,
Prompruang, J., De Groot, F.O. and Hopkins, D. (2008) 'The teaching
practicum in Thailand: Three perspectives', TESOL Quarterly, 42(4), pp. 655-
659.

Atkinson, J. and Heritage, J. (1984) Structures of Social Action: Studies in
Conversation Analysis. Cambridge: Cambridge University Press.

Attard, A., Lorio, E., Geven, K. and Santa, R. (2010) Student Centered Learning: An
Insight into Theory and Practice. [Online]. Available at: http://download.ei-
ie.org/SiteDirectory/hersc/Documents/2010%20T4SCL%20Stakeholders%20
Forum%?20Leuven%20-%20An%20Insight%201nto%20Theory%20And%?20
Practice.pdf (Accessed: 10 November 2012).

286


http://www.edthai.com/%20publication/
http://www.edthai.com/%20publication/
http://download.ei-ie.org/SiteDirectory/hersc/Documents/2010%20T4SCL%20Stakeholders%20Forum%20Leuven%20-%20An%20Insight%20Into%20Theory%20And%20%20Practice.pdf
http://download.ei-ie.org/SiteDirectory/hersc/Documents/2010%20T4SCL%20Stakeholders%20Forum%20Leuven%20-%20An%20Insight%20Into%20Theory%20And%20%20Practice.pdf
http://download.ei-ie.org/SiteDirectory/hersc/Documents/2010%20T4SCL%20Stakeholders%20Forum%20Leuven%20-%20An%20Insight%20Into%20Theory%20And%20%20Practice.pdf
http://download.ei-ie.org/SiteDirectory/hersc/Documents/2010%20T4SCL%20Stakeholders%20Forum%20Leuven%20-%20An%20Insight%20Into%20Theory%20And%20%20Practice.pdf

References

Babbie, E. (2004) The Practice of Social Research. 10th edn. California: Thomson/
Wadsworth.

Bailey, K.M., Bergthold, B., Braunstein, B., Fleischman, N.J., Holbrook, M.P.,
Tuman, J., Waissbluth, X. and Zambo, L. (1996) 'The language learner's
autobiography: Examining the "apprenticeship of observation”, in Freeman, D.
and Richards, J.C. (eds.) Teacher Learning in LanguageTeaching. New York:
Cambridge University Press, pp. 11-29.

Baker, W. (2008) 'A critical examination of ELT in Thailand', RELC Journal, 39(1),
pp. 131-146.

Barr, R.B. (1998) 'Obstacles to implementing the learning paradigm: What it takes to
overcome them', About Campus, 3(4), pp. 18-25.

Barr, R.B. and Tagg, J. (1995) 'From teaching to learning-A new paradigm for
undergraduate education’, Change, 27(6), pp. 13-25.

Bassey, M. (1999) Case Study Research in Educational Settings. Berkshire: Open
University Press.

Basturkmen, H. (2012) 'Review of research into the correspondence between
language teachers' stated beliefs and practices’, System, 40(2), pp. 282-295.

Basturkmen, H., Loewen, S. and Ellis, R. (2004) 'Teachers' stated beliefs about
incidental focus on form and their classroom practices’, Applied Linguistics,
25(2), pp. 243-272.

Beck, C. and Kosnik, C. (2002) 'Components of a good practicum placement: Student
teacher perceptions', Teacher Education Quarterly, Spring [Online]. Available
at: http://www.stcloudstate.edu/tpi/initiative/documents/support/
Components% 200f%20a%20Good%20Practicum%?20Placement.pdf
(Accessed: 5 November 2012).

Bell, J. (2010) Doing Your Research Project: A Guide for First-Time Researchers in
Education, Health and Social Science. 5th edn. Berkshire: Open University
Press.

Bennett, N. (1976) Teaching Styles and Pupil Progress. London: Open Books.

287


http://www.stcloudstate.edu/tpi/initiative/documents/support/

References

Berry, R. (1990) 'The role of language improvement in in-service teacher training:
Killing two birds with one stone’, System, 18(1), pp. 97-105.

Blackie, M.A.L., Case, J.M. and Jawitz, J. (2010) 'Student-centredness: The link
between transforming students and transforming ourselves', Teaching in
Higher Education, 15(6), pp. 637-646.

Blumberg, P. (2009) Developing Learner-Centered Teaching: A Practical Guide for
Faculty. California: Jossey-Bass.

Boonkoum, C. (2004) A Study of Quality Assurance in Rajabhat Institutes in
Thailand. PhD thesis. University of York.

Borg, M. (2001) 'Key concepts in ELT. Teachers' beliefs’, ELT Journal, 55(2), pp.
186-188.

Borg, M. (2002) Learning to Teach: CELTA Trainees' Beliefs, Experiences and
Reflections. PhD thesis. University of Leeds.

Borg, M. (2005) 'A case study of the development in pedagogic thinking of a pre-
service teacher', TESL-Ej, 9(2) [Online]. Available at: http://www.tesl-gj.
org/wordpress/issues/volume9/ej34/ej34a5/ (Accessed: 13 June 2010).

Borg, S. (1998a) Teacher Cognition in Second Language Grammar Teaching. PhD
thesis. University of Exeter.

Borg, S. (1998b) 'Teachers' pedagogical systems and grammar teaching: A qualitative
study', TESOL Quarterly, 32(1), pp. 9-38.

Borg, S. (2003) "Teacher cognition in language teaching: A review of research on
what language teachers think, know, believe, and do', Language Teaching,
36(2), pp. 81-1009.

Borg, S. (2006a) The distinctive characteristics of foreign language teachers’,
Language Teaching Research, 10(1), pp. 3-31.

Borg, S. (2006b) Teacher Cognition and Language Education: Research and
Practice. London: Continuum.

Borg, S. (2009) 'Language teacher cognition’, in Burns, A. and Richards, J.C. (eds.)

288


http://www.tesl-ej/

References

The Cambridge Guide to Second Language Teacher Education. New York:
Cambridge University Press, pp. 163-171.

Borg, S. (2011) "The impact of in-service teacher education on language teachers’
beliefs', System, 39(3), pp. 370-380.

Borg, S. and Al-Busaidi, S. (2012) 'Teachers’ beliefs and practices regarding learner
autonomy', ELT Journal, 66(3), pp. 283-292.

Bradley-Bennett, K., Davis, C. and Weddel, K.S. (2010) Learner-Centred
Instruction: An Independent Study Course for Adult Education and Family
Literacy Teachers. Northern Colorado Professional Development Center.
[Online]. Available at: http://ae.stvrain.k12.co.us/Documents/Learner-
Centered%?20 Instruction% 20ISC.pdf (Accessed: 21 June 2012).

Brandes, D. and Ginnis, P. (1996) A Guide to Student-Centred Learning.
Cheltenham: Stanley Thornes.

Breen, M.P. (1991) 'Understnding the language teacher', in Phillipson, R., Kellerman,
E., Selinker, L., Sharwood Smith, M. and Swain, M. (eds.) Foreign/Second
Language Pedagogy Research. Clevedon, England: Multilingual Matters, pp.
213-233.

Breen, M.P., Hird, B., Milton, M., Oliver, R. and Thwaite, A. (2001) 'Making sense
of language teaching: Teachers' principles and classroom practices', Applied
Linguistics, 22(4), pp. 470-501.

Brock-Utne, B. (1996) 'Reliability and validity in qualitative research within
education in Africa’, International Review of Education, 42(6), pp. 605-621.

Brodie, K., Lelliott, A. and Davis, H. (2002) 'Forms and substance in learner-centred
teaching: Teachers' take-up from an in-service programme in South Africa’,
Teaching and Teacher Education, 18(5), pp. 541-559.

Brown, D. (2004) 'A consideration of the role of the four Iddhipada and the Sutta in
teaching English in Thailand today', Asian EFL Journal, 6(4), pp. 1-18
[Online]. Available at: http://www.asian-efl-journal.com/Dec_04 DB.pdf
(Accessed: 1 July 2011).

Brush, T. and Saye, J. (2000) 'Implementation and evaluation of a student-centered

289


http://ae.stvrain.k12.co.us/Documents/Learner-Centered%20%20Instruction%25
http://ae.stvrain.k12.co.us/Documents/Learner-Centered%20%20Instruction%25

References

learning unit: A case study’, Educational Technology Research and
Development, 48(3), pp. 79-100.

Bryman, A. (2008) Social Research Methods. 3rd edn. New York: Oxford University
Press.

Bullock, D. (2011) 'Learner self-assessment: an investigation into teachers’ beliefs’,
ELT Journal, 65(2), pp. 114-125.

Bureau of International Cooperation. (2008) Towards a Learning Society in Thailand:
An Introduction to Education in Thailand. Bangkok: Ministry of Education.
[Online]. Available at: http://www.bic.moe.go.th/fileadmin/BIC_Document/
book/intro-ed08.pdf (Accessed: 23 April, 2012).

Burn, A. (1992) Teacher beliefs and their influence on classroom practice’, Prospect,
7(3), pp. 56-65.

Burns, A. (1996) 'Starting all over again: From teaching adults to teaching beginners',
in Freeman, D. and Richards, J.C. (eds.) Teacher Learning in Language
Teaching. New York: Cambridge University Press, pp. 154-177.

Burns, A. and Knox, J. (2005) 'Realisation(s): Systemic-functional linguistics and the
language classroom’, in Bartels, N. (ed.) Applied Linguistics and Language
Teacher Education. New York: Springer, pp. 235-259.

Burns, R.B. (1995) 'Paradigms for research on teaching’, in Anderson, L.W. (ed.)
International Encyclopedia of Teaching and Teacher Education. 2nd edn.
Oxford: Pergamon, pp. 91-96.

Cabaroglu, N. and Roberts, J. (2000) 'Development in student teachers' pre-existing
beliefs during a 1-year PGCE programme’, System, 28(3), pp. 387-402.

Calderhead, J. (1991) 'The nature and growth of knowledge in student teaching’,
Teaching and Teacher Education, 7(5-6), pp. 531-535.

Calderhead, J. (1996) Teachers: Beliefs and knowledge', in Berliner, D.C. and Calfee,
R.C. (eds.) Handbook of Educational Psychology. New York: Macmillan, pp.
709-725.

Calderhead, J. and Robson, M. (1991) 'Images of teaching: Student teachers' early

290


http://www.bic.moe.go.th/fileadmin/BIC_Document/

References

conceptions of classroom practice’, Teaching and Teacher Education, 7(1), pp.
1-8.

Carcary, M. (2009) 'The research audit trial — Enhancing trustworthiness in
qualitative inquiry ', Journal of Business Research Methods, 7(1), pp. 11-24
[Online]. Available at: www.ejbrm.com (Accessed: 21 June 2011).

Carless, D. (2001) 'A case study of curriculum implementation in Hong Kong', in
Hall, D. and Hewings, A. (eds.) Innovation in English Language Teaching: A
Reader. London: Routledge, pp. 263-274.

Carless, D. (2003) 'Factors in the implementation of task-based teaching in primary
schools', System, 31(4), pp. 485-500.

Carless, D. (2004) 'Issues in teachers' reinterpretation of a task-based innovation in
primary schools’, TESOL Quarterly, 38(4), pp. 639-662.

Carlile, O. and Jordan, A. (2005) 'It works in practice but will it work in theory? The
theoretical underpinnings of pedagogy’, in O’Neill, G., Moore, S. and
McMullin, B. (eds.) Emerging Issues in the Practice of University Learning
and Teaching. Dublin: AISHE, pp. 11-25.

Chanbanchong, C. (2010) 'Towards further reform of teacher education in Thailand',
The 2nd East Asian International Conference on Teacher Education
Research,Teacher Education for the Future-International Perspectives. Hong
Kong, 15-17 December. Hong Kong Institute of Education. Available at:
http://www.ied.edu.hk/eai-conference2010/download/Presentation/3.4.1.pdf
(Accessed: 9 October 2011).

Chen, C.H. (2008) 'Why do teachers not practice what they believe regarding
technology integration?', The Journal of Educational Research, 102(1), pp.
65-75.

Chen, M.H. (2010) Infusing Thinking Skills into an L2 Classroom: A Case Study of
an Innovation in a Taiwanese University. PhD thesis. University of Newcastle
upon Tyne.

Cheng, M.M.H., Chan, K., Tang, S.Y.F. and Cheng, A.Y.N. (2009) 'Pre-service
teacher education students' epistemological beliefs and their conceptions of
teaching', Teaching and Teacher Education, 25(2), pp. 319-327.

291



References

Chickering, A.W. and Ehrman, S.C. (1996) 'Implementing the seven principles:
Technology as lever ', AAHE Bulletin, 49(2), pp. 3-6.

Chisholm, L., Volmink, J., Ndhlovu, T., Potenza, E., Mahomed, H., Muller, J., Lubisi,
C., Vinjevold, P., Ngozi, L., Malan, B. and Mphahlele, L. (2000) A South
African curriculum for the twenty first century. Pretoria. [Online]. Available
at: http://www.polity.org.za/polity/govdocs/reports/education/curric2005/
curric2005.htm (Accessed: 21 June 2011).

Chung, S. and Walsh, D.J. (2000) 'Unpacking child-centredness: A history of
meanings', Journal of Curriculum Studies, 32(2), pp. 215-234.

Clandinin, D.J. and Connelly, F.M. (1987) 'Teachers' personal knowledge: What
counts as ‘personal’ in studies of the personal’, Journal of Curriculum Studies,
19(6), pp. 487-500.

Clark, C.M. and Peterson, P.L. (1986) ‘Teachers' thought processes’, in Wittrock, M.C.
(ed.) Handbook of Research on Teaching. 3 rd edn. New York: Macmillan,
pp. 255-296.

Cohen, L., Manion, L. and Morrison, K. (2011) Research Methods in Education. 7th
edn. London: Routledge.

Cook, V.J. (2008) Second Language Learning and Language Teaching. 4th edn.
London: Hodder Education.

Cook, V. J. (2010) 'Prolegomena to second language learning’, in Seedhouse, P.,
Walsh, S. and Jenks, C. (eds.) Conceptualising ‘Learning’ in Applied
Linguistics. Basingstoke: Palgrave Macmillan, pp. 6-22.

Crandall, J. (2000) 'Language teacher education’, Annual Review of Applied
Linguistics, 20, pp. 34-55.

Creswell, J.W. (2009) Research Design: Qualitative, Quantitative, and Mixed
Methods Approaches. 3rd edn. Thousand Oaks, California: Sage.

Croft, A. (2002) 'Singing under a tree: does oral culture help lower primary teachers
be learner-centred?', International Journal of Educational Development,
22(3-4), pp. 321-337.

292


http://www.polity.org.za/polity/govdocs/reports/education/curric2005/

References

Crookes, G. and Arakaki, L. (1999) "Teaching idea sources and work conditions in an
ESL programme’, TESOL Journal, 8(1), pp. 15-19.

Crowl, T.K. (1996) Fundamentals of Educational Research. 2nd edn. Madison,
Wiscousin: McGraw-Hill.

Cuban, L. (1983) 'How did teachers teach, 1890-1980', Theory Into Practice, 22(3),
pp. 159-165.

Cuban, L. (1993) How Teachers Taught: Constancy and Change in American
Classroom 1880-1990. 2nd edn. New York: Teacher College Press.

Da Silva, M. (2005) 'Constructing the teaching process from inside out: How pre-
service teachers make sense of their perceptions of the teaching of the four
skills', TESL-EJ, 9(2) [Online]. Available at: http://www.tesl-ej.org/
wordpress/ issues/volume9/ej34/ej34a10/ (Accessed: 27 June 2012).

Daniels, D. (2002) '‘Becomimg a reflective practitioner', Middle School Journal, 33(5),
pp. 52-56 [Online]. Available at: http://www.amle.org/Publications/
MiddleSchoolJournal/Articles/May2002/Article8/tabid/417/Default.aspx
(Accessed: 21 December 2012).

Darling, J. (1994) Child-Centred Education and Its Critics. London: Paul Chapman.

Davies, I., Gregory, I. and McGuinn, N. (2002) Key Debates in Education. London:
Continuum.

Davis, A. (2003) "Teachers' and students' beliefs regarding aspects of language
learning’, Evaluation & Research in Education, 17(4), pp. 207-222.

De Groot, F.O. (2012) E-mail to Freek Olaf De Groot, 21 March.

Delamont, S. and Hamilton, D. (1976) 'Classroom research: A critique and a new
approach’, in Stubbs, M. and Delamont, S. (eds.) Explorations in Classroom
Observation. London: John Wiley & Sons, pp. 3-20.

Denscombe, M. (2010) The Good Research Guide: For Small-Scale Social Research
Projects. 4th edn. Berkshire: Open University Press.

Denzin, N.K. and Lincoln, Y.S. (1994) 'Introduction: Entering the field of qualitative

293


http://www.tesl-ej.org/
http://www.amle.org/Publications/

References

research’, in Denzin, N.K. and Lincoln, Y.S. (eds.) Handbook of Qualitative
Research. Thousand Oaks: Sage, pp. 1-17.

Denzin, N.K. and Lincoln, Y.S. (2003) 'Introduction: The discipline and practice of
qualitative research’, in Denzin, N.K. and Lincoln, Y.S. (eds.) The Landscape
of Qualitative Research. 2nd edn. Thousand Oaks, California: Sage, pp. 1-45.

Dewey, J. (1944) Democracy and Education: An Introduction to the Philosophy of
Education. New York: The Free Press.

Dewey, J. (1956) The Child and the Curriculum and the School and Society. Chicago:
University of Chicago Press.

Dewey, J. (1997) Experience and Education. New York: Touchstone.

Dornyei, Z. (2007) Research Methods in Applied Linguistics. Oxford: Oxford
University Press.

Duff, P. (2008) Case Study Research in Applied Linguistics. New York: Lawrence
Erlbaum Associates.

Dunn, K. and Rakes, G. (2010) 'Producing caring qualified teachers: An exploration
of the influence of pre-service teacher concerns on learner-centeredness’,
Teaching and Teacher Education, 26(3), pp. 516-521.

Dunn, K. and Rakes, G. (2011) 'Teaching teachers: An investigation of beliefs in
teacher education students’, Learning Environments Research, 14(1), pp.
39-58.

Dunn, S.G. (2005) Philosophical Foundations of Education: Connecting Philosophy
to Theory and Practice. Upper Saddle River, New Jersey: Pearson.

Dwyer, D., Ringstaff, C. and Sandholtz, J. (1991) 'Changes in teachers' beliefs and
practices in technology-rich classrooms', Educational Leadership, 48(8), pp.
45-52.

Educational Testing Service. (2009) Test and score data summary for TOEFL
internet-based and paper-based test (January 2008-December 2008 TEST
DATA). Princeton, New Jersey. [Online]. Available at: http://www.ets.org/

294


http://www.ets.org/

References

Media/Tests/TOEFL/pdf/test_score_data_summary 2008.pdf (Accessed:
5 November 2011).

Eggen, P.D. and Kauchak, D.P. (2013) Educational Psychology: Windows on
Classrooms. 9th edn. Upper Saddle River, New Jersey: Pearson Education.

Eisenhart, M.A., Shrum, J.L., Harding, J.R. and Cuthbert, A.M. (1988) 'Teacher
beliefs: Definitions, findings, and directions', Educational Policy, 2(1), pp.
51-70.

Eisner, E.W. (2001) 'Concerns and aspirations for qualitative research in the new
millennium’, Qualitative Research, 1(2), pp. 135-145.

Elbaz, F. (1981) 'The teacher's "practical knowledge": Report of a case study’,
Curriculum Inquiry, 11(1), pp. 43-71.

Ellis, R. (2003) Task-Based Language Learning and Teaching. Oxford: Oxford
University Press.

Entwistle, H. (1970) Child-Centred Education. London: Methuen.

Erickson, F. (1986) 'Qualitative methods in research on teaching’, in Wittrock, M.
(ed.) Handbook of Research on Teaching. 3rd edn. London: Collier
Macmillan, pp. 119-161.

Ernest, P. (1994) An Introduction to Research Methodology and Paradigms. Exeter:
School of Education, University of Exeter.

Esposito, N. (2001) 'From meaning to meaning: The influence of translation
techniques on non-English focus group research’, Qualitative Health Research,
11(4), pp. 568-579.

Evans, S. (1997) 'Teacher and learner roles in the Hong Kong English language
classroom’, Educational Journal, 25(2), pp. 43-61.

Fang, Z. (1996) 'A review of research on teacher beliefs and practices', Educational
Research, 38(1), pp. 47-65.

Farrell, T.S.C. (1999) The reflective assignment: Unlocking pre-service English
teachers' beliefs on grammar teaching’, RELC Journal, 30(2), pp. 1-17.

295



References

Farrell, T.S.C. (2007a) 'Failing the practicum: Narrowing the gap between
expectations and reality with reflective practice', TESOL Quarterly, 41(1),
pp. 193-201.

Farrell, T.S.C. (2007b) Reflective Language Teaching from Research to Practice.
London: Continuum.

Farrell, T.S.C. and Kun, S.T.K. (2008) 'Language policy, language teachers’ beliefs,
and classroom practices’, Applied Linguistics, 29(3), pp. 381-403.

Farrell, T.S.C. and Lim, P.P.C. (2005) 'Conceptions of grammar teaching: A case
study of teachers' beliefs and classroom practices', TESL-EJ, 9(2), pp. 1-13
[Online]. Available at: http://www.tesl-ej.org/wordpress/issues/volume9/
ej34/ej34a9/ (Accessed: 21 June 2010).

Farrington, 1. (1991) 'Student-centred learning: Rhetoric and reality?', Journal of
Further and Higher Education, 15(3), pp. 16-21.

Felder, R.M. and Brent, R. (1996) 'Navigating the bumpy road to student-centered
instruction’, College Teaching, 44(2), pp. 43-47.

Foley, J.A. (2005) 'English in...Thailand', RELC Journal, 36(2), pp. 223-234.

Folkestad, B. (2008) 'Analysing interview data: Possibilities and challenges’,
Eurosphere Working Paper, (13), pp. 1-16, [Online]. Available at: http://
eurospheres.org/publications/working-papers-2/2008-2/ (Accessed: 5 May
2012).

Fontana, A. and Frey, J.H. (1994) 'Interviewing: The art of science’, in Denzin, N.K.
and Lincoln, Y.S. (eds.) Handbook of Qualitative Research. Thousand Oaks,
California: Sage, pp. 361-376.

Foss, D.H. and Kleinsasser, R.C. (1996) 'Preservice elementary teachers' views of
pedagogical and mathematical content knowledge’, Teaching and Teacher
Education, 12(4), pp. 429-442.

Freeman, D. (1992) 'Language teacher education, emerging discourse, and change in
classroom practice’, in Flowerdew, J., Brock, M. and Hsia, S. (eds.)
Perspectives on Language Teacher Education. Hong Kong: City Polytechnic
of Hong Kong, pp. 1-21.

296


http://www.tesl-ej.org/wordpress/issues/volume9/

References

Freeman, D. (1993) 'Renaming experience/reconstructing practice: Developing new
understanding of teaching', Teaching and Teacher Education, 9(5-6), pp. 485-
497.

Freeman, D. (2002) 'The hidden side of the work: Teacher knowledge and learning to
teach’, Language Teaching, 35(1), pp. 1-13.

Freeman, D. and Richards, J.C. (1996) Teacher Learning in Language Teaching.
New York: Cambridge University Press.

Froebel, F. (1826) The Education of Man. Translated by Hailmann, W. N. Reprint.
New York: D. Appleton and Company, 1887.

Frymier, J. (1987) 'Bureaucracy and the neutering of teachers', The Phi Delta Kappan,
69(1), pp. 8-14.

Fullan, M. (2007) The New Meaning of Educational Change. 4 th edn. London:
Routledge.

Fullan, M. and Stiegelbauer, S. (1991) The New Meaning of Educational Change.
2 nd edn. London: Cassell.

Fung, L. and Chow, L.P.Y. (2002) '‘Congruence of student teachers' pedagogical
images and actual classroom practices', Educational Research, 44(3), pp. 313-
321.

Gall, M.D., Gall, J.P. and Borg, W.R. (2007) Educational Research: An Introduction.
8th edn. Boston, Massachusetts: Pearson.

Gao, X. and Benson, P. (2012) "“Unruly pupils’ in pre-service English language
teachers’ teaching practicum experiences', Journal of Education for Teaching,
38(2), pp. 127-140.

Garton, S. (2008) "Teacher beliefs and interaction in the language classroom’, in
Garton, S. and Richards, K. (eds.) Professional Encounters in TESOL.:
Discourses of Teachers in Teaching. Basingstoke: Palgrave Macmillan,
pp. 67-86.

Gass, S. and Mackey, A. (2007) Data Elicitation for Second and Foreign Language
Research. Mahwah, New Jersey: Lawrence Erlbaum Associates.

297



References

Gatbonton, E. (1999) 'Investigating experienced ESL teachers’ pedagogical
knowledge', The Modern Language Journal, 83(1), pp. 35-50.

Genesee, F. and Upshur, J.A. (1996) Classroom-Based Evaluation in Second
Language Education. New York: Cambridge University Press.

Gibbs, G. (2007) Analyzing Qualitative Data. London: Sage.

Gill, S. (2005) 'The L1 in the L2 classroom', Humanising Language Teaching, 7(5)
[Online]. Available at: http://www.hltmag.co.uk/sep05/mart03.htm (Accessed:
18 October 2010).

Gillham, B. (2000) Case Study Research Methods. London: Continuum.

Ginn, W.Y. (2002) 'Jean Piaget-Intellectual development', [Online]. Available at:
http://www.sk.com.br/sk-piage.html (Accessed: 5 November, 2010).

Ginsburg, H. and Opper, S. (1988) Piaget's Theory of Intellectual Development. 3 rd
edn. Englewood Cliffs, New Jersey: Prentice-Hall.

Golombek, P.R. (1998) 'A study of language teachers' personal practical knowledge',
TESOL Quarterly, 32(3), pp. 447-464.

Graan, M. (1998) 'Learner-centred education: Equal to group work? Findings from
Namibian classrooms’, Reform Forum: Journal for Educational Reform in
Namibia, 8, pp. 1-13 [Online]. Available at: http://www.nied.edu.na/
publications/journals/journal8/Journal%208%20Article%202.pdf (Accessed:
4 June 2011).

Grossman, P. L. (1995) 'A psychological view of teachers', in Anderson, L. (ed.)
International Encyclopedia of Teaching and Teacher Education. 2 nd edn.
Oxford: Pergamon, pp. 20-24.

Grossman, P.L., Wilson, S.M. and Shulman, L.S. (1989) 'Teachers of substance:
Subject matter knowledge for teaching’, in Reynolds, M.C. (ed.) Knowledge
Base for the Beginning Teacher. Oxford: Pergamon Press, pp. 23-36.

Guba, E.G. (1990) 'The alternative paradigm dialog’, in Guba, E.G. (ed.) The
Paradigm Dialog. Newbury Park, California: Sage, pp. 17-27.

298


http://www.nied.edu.na/

References

Guba, E.G. and Lincoln, Y.S. (1994) 'Competing paradigms in qualitative research’,
in Denzin, N.K. and Lincoln, Y.S. (eds.) Handbook of Qualitative Research.
Thousand Oaks, California: Sage, pp. 105-117.

Guba, E.G. and Lincoln, Y.S. (2005) 'Paradigmatic controversies, contradictions, and
emerging confluences’, in Denzin, N.K. and Lincoln, Y.S. (eds.) The Sage
Handbook of Qualitative Research. 4th edn. Thousand Oaks, California:
Sage, pp. 191-215.

Hammadou, J. and Bernhardt, E.B. (1987) 'On being and becoming a foreign
language teacher’, Theory Into Practice, 26(4), pp. 301-306.

Hammersley, M. (1987) 'Some notes on the terms “validity’ and ‘reliability’’, British
Educational Research Journal, 13(1), pp. 73-82.

Hammersley, M. (1990) Classroom Ethnography: Empirical and Methodological
Essays. Milton Keynes: Open University Press.

Hammersley, M. (1992) What's Wrong with Ethnography?: Methodological
Explorations. London: Routledge.

Hammersley, M. (1998) Reading Ethnographic Research: A Critical Guide. 2 nd edn.
New York: Longman.

Haney, J.J. and McArthur, J. (2002) 'Four case studies of prospective science
teachers' beliefs concerning constructivist teaching practices', Science
Education, 86(6), pp. 783-802.

Harden, R.M. and Crosby, J. (2000) 'AMEE Guide No 20: The good teacher is more
than a lecturer— the twelve roles of the teacher', Medical Teacher, 22(4), pp.
334-347.

Harmer, J. (2007) The Practice of English Language Teaching. 4 th edn. Harlow:
Pearson Longman.

Hayes, D. (2010) 'Language learning, teaching and educational reform in rural
Thailand: An English teacher's perspective’, Asia Pacific Journal of Education,
30(3), pp. 305-319.

Hedge, T. (2000) Teaching and Learning in the Language Classroom. Oxford:

299



References

Oxford University Press.

Henson, K.T. (2003) 'Foundation for learner-centred education’, Education, 124(1),
pp. 5-16 [Online]. Available at: http://www.citadel.edu/education/images/
files/syllabi/foundations_for_learner-centered_education.pdf (Accessed:

10 November 2011).

Hitotuzi, N. (2005) Teacher talking time in the EFL classroom’, Profile, (6), pp. 97-
106.

Hofstede, G.H. and Hofstede, G.J. (2005) Cultures and Organizations: Software of
the Mind. 2nd edn. New York: McGraw-Hill.

Holliday, A. (1994) 'The house of TESEP and the communicative approach: The
special needs of state English language education’, ELT Journal, 48(1), pp. 3-
11.

Huba, M.E. and Freed, J.E. (2000) Learner-Centered Assessment on College
Campuses: Shifting the Focus from Teaching to Learning. Boston: Allyn and
Bacon.

Ingersoll, J. (1975) 'Merit and identity in village in Thailand', in Skinner, G.W. and
Kirsch, A.T. (eds.) Change and Persistence in Thai Society. Ithaca, New
York: Cornell University Press, pp. 219-251.

The International Phonetic Alphabet (2005). Available at: http://www.langsci.ucl.
ac.uk/ipa/IPA_chart_%28C%292005.pdf (Accessed: 5 November 2011).

Jackson, P.W. (1968) Life in Classroom. New York: Holt, Rinehart and Winston.

Jacobs, G.M. (1998) 'Cooperative learning or just grouping students: The difference
makes a difference’, in Renandya, W.A. and Jacobs, G.M. (eds.) Learners and
Language Learning. Singapore: SEAMEO, pp. 172-193.

Jacobs, G.M. and Farrell, T.S.C. (2001) 'Paradigm shift: Understanding and
implementing change in second language education’, TESL-EJ, 5(1), pp. 1-16
[Online]. Available at: http://www.tesl-ej.org/wordpress/issues/volume5b/ej17/
ej17al/ (Accessed: 9 October 2012).

Jacobs, G.M. and Farrell, T.S.C. (2003) 'Understanding and implementing the CLT

300


http://www.citadel.edu/education/images/
http://www.tesl-ej.org/wordpress/issues/volume5/

References

(Communicative Language Teaching) paradigm’, RELC Journal, 34(1), pp. 5-
30.

Jarvis, J. and Robinson, M. (1997) 'Analysing educational discourse: An exploratory
study of teacher response and support to pupils' learning’, Applied Linguistics,
18(2), pp. 212-228.

Johnson, K.E. (1994) 'The emerging beliefs and instructional practices of preservice
English as a second language teachers', Teaching and Teacher Education,
10(4), pp. 439-452.

Johnson, K.E. (1996) The vision versus the reality: The tension of the TESOL
practicum’, in Freeman, D. and Richards, J.C. (eds.) Teacher Learning in
Language Teaching. New York: Cambridge University Press, pp. 30-49.

Johnson, K.E. (1999) Understanding Language Teaching: Reasoning in Action.
Boston, Massachusetts: Heinle & Heinle.

Johnson, R.B. and Onwuegbuzie, A.J. (2004) 'Mixed methods research: A research
paradigm whose time has come’, Educational Researcher, 33(7), pp. 14-26.

Jones, L. (2007) The Student-Centered Classroom. New York: Cambridge University
Press.

Joram, E. and Gabriele, A.J. (1998) 'Preservice teachers' prior beliefs: Transforming
obstacles into opportunities’, Teaching and Teacher Education, 14(2), pp.
175-191.

Kaewmala. (2012) 'Thai Education Failures — Part 4: Dismal English-Language
Training', Asian correspondence, 21 March. Available at: http://
asiancorrespondent.com/78647/thai-education-failures-part-4-dismal-english-
language-education/ (Accessed: 9 October 2012).

Kagan, D.M. (1988) "Teaching as clinical problem solving: A critical examination of
the analogy and its implications', Review of Educational Research, 58(4), pp.
482-505.

Kagan, D.M. (1990) 'Ways of evaluating teacher cognition: Inferences concerning the
Goldilocks Principle’, Review of Educational Research, 60(3), pp. 419-4609.

301



References

Kagan, D.M. (1992a) 'Implication of research on teacher belief', Educational
Psychologist, 27(1), pp. 65-90.

Kagan, D.M. (1992b) 'Professional growth among preservice and beginning teachers’,
Review of Educational Research, 62(2), pp. 129-169.

Kam, H.W. (2002) 'English language teaching in east Asia today: An overview', Asia
Pacific Journal of Education, 22(2), pp. 1-22.

Kane, R., Sandretto, S. and Heath, C. (2002) 'Telling half the story: A critical review
of research on the teaching beliefs and practices of university academics’,
Review of Educational Research, 72(2), pp. 177-228.

Karavas-Doukas, E. (1995) 'Teacher identified factors affecting the implementation
of an EFL innovation in Greek public secondary schools', Language Culture
and Curriculum, 8(1), pp. 53-68.

Karavas-Doukas, E. (1996) 'Using attitude scales to investigate teachers' attitudes to
the communicative approach’, ELT Journal, 50(3), pp. 187-198.

Karavas, E. (1993) English Language Teachers in the Greek Secondary School:
A Study of their Classroom Practices and their Attitudes towards
Methodological and Materials Innovation. PhD thesis. University of Warwick.

Kember, D. (1997) 'A reconceptualisation of the research into university academics'
conceptions of teaching', Learning and Instruction, 7(3), pp. 255-275.

Kennedy, C. (1999) 'Introduction-Learning to change', in Kennedy, C., Doyle, P. and
Goh, C. (eds.) Exploring Change in English Language Teaching. Oxford:
Macmillan Heinemann English Language Teaching, pp. iv-viii.

Kennedy, C. and Kennedy, J. (1996) Teacher attitudes and change implementation’,
System, 24(3), pp. 351-360.

Kennedy, D. (1999) 'The foreign trainer as change agent and implications for
teacher education programmes in China’, in Kennedy, C., Doyle, P. and Goh,
C. (eds.) Exploring Change in English Language Teaching. Oxford:
Macmillan Heinemann English Language Teaching, pp. 29-37.

Kennedy, M. (1989) 'Policy issues in teacher education’, Governor's Employment and

302



References

Training Conference. Reno, Nevada, November. East Lansing, Michigan:
National Centre for Research on Teacher Education.

King, A. (1993) 'From sage on the stage to guide on the side’, College Teaching,
41(1), pp. 30-35.

Kirkgéz, Y. (2008) 'A case study of teachers’ implementation of curriculum
innovation in English language teaching in Turkish primary education’,
Teaching and Teacher Education, 24(7), pp. 1859-1875.

Klapper, J. (2003) 'Taking communication to task? A critical review of recent trends
in language teaching', Language Learning Journal, 27(1), pp. 33-42.

Klausner, W.J. (1993) Reflections on Thai Culture. 4th ed. edn. Bangkok: Siam
Society.

Korthagen, F.A.J. (2004) 'In search of the essence of a good teacher: Towards a more
holistic approach in teacher education’, Teaching and Teacher Education,
20(2), pp. 77-97.

Kumaravadivelu, B. (2001) "Toward a postmethod pedagogy’, TESOL Quarterly,
35(4), pp. 537-560.

Kumaravadivelu, B. (2006a) Understanding Language Teaching: From Method to
Post-Method. Mahwah, New Jersey: Lawrence Erlbaum Associates.

Kumaravadivelu, B. (2006b) 'TESOL methods: Changing tracks, challenging trends’,
TESOL Quarterly, 40(1), pp. 59-81.

Kvale, S. (1996) Interviews: An Introduction to Qualitative Research Interviewing.
Thousand Oaks, California: Sage.

Kvale, S. (2006) 'Dominance through interviews and dialogues', Qualitative Inquiry,
12(3), pp. 480-500.

Kvale, S. (2007) Doing Interviews. London: Sage.

Kvale, S. and Brinkmann, S. (2009) Interviews: Learning the Craft of Qualitative
Research Interviewing. 2nd edn. Thousand Oaks, California: Sage.

303



References

LaBoskey, V.K. (1993) 'A conceptual framework for reflection in pre-service teacher
education’, in Calderhead, J. and Gates, P. (eds.) Conceptualizing Reflection in
Teacher Development. London: Falmer Press, pp. 23-38.

Labov, W. (1972) Sociolinguistic Patterns. Philadelphia: University of Pennsylvania
Press.

Lambert, N.M. and McCombs, B.L. (1997) 'Introduction: Learner-centred schools
and classrooms as a direction for school reform’, in Lambert, N.M. and
McCombs, B.L. (eds.) How Students Learn: Reforming Schools through
Learner-Centred Education. Washington: American Psychological
Association, pp. 1-22.

Larsen-Freeman, D. (2010) 'Having and doing: Learning from a complexity theory
perspective’, in Seedhouse, P., Walsh, S. and Jenks, C. (eds.) Conceptualising
‘Learning’ in Applied Linguistics. Basingstoke: Palgrave Macmillan, pp. 52-
68.

Larsen-Freeman, D. and Anderson, M. (2011) Techniques & Principles in Language
Teaching. 3rd edn. Oxford: Oxford University Press.

Lea, S.J., Stephenson, D. and Troy, J. (2003) 'Higher education students’ attitudes to
student-centred learning: Beyond 'educational bulimia'?’, Studies in Higher
Education, 28(3), pp. 321-334.

Lee, 1. (2009) "Ten mismatches between teachers' beliefs and written feedback
practice’, ELT Journal, 63(1), pp. 13-22.

Legutke, M. and Thomas, H. (1991) Process and Experience in the Language
Classroom. New York: Longman.

Levitt, K.E. (2002) 'An analysis of elementary teachers' beliefs regarding the teaching
and learning of science’, Science Education, 86(1), pp. 1-22.

Li, D. (1998) 'It's always more difficult than you plan and imagine: Teachers'
perceived difficulties in introducing the communicative approach in South
Korea', TESOL Quarterly, 32(4), pp. 677-703.

Li, D. (2001) 'Teachers' perceived difficulties in introducing the communicative
approach in South Korea', in Hall, D. and Hewings, A. (eds.) Innovation in
English Language Teaching: A Reader. London: Routledge, pp. 149-166.

304



References

Li, L. (2012) 'Belief construction and development: Two tales of non-native English
speaking student teachers in a TESOL programme’, Novitas-ROYAL
(Research on Youth and Language), 6(1), pp. 33-58.

Li, L. (2013) 'The complexity of language teachers' beliefs and practice: One EFL
teacher's theories', The Language Learning Journal, 41(2), pp. 175-191.

Li, L. and Walsh, S. (2011) "“Seeing is believing’: Looking at EFL teachers’ beliefs
through classroom interaction’, Classroom Discourse, 2(1), pp. 39-57.

Lincoln, Y.S. (1990) 'The making of a constructivist: A remembrance of
transformations past’, in Guba, E.G. (ed.) The Paradigm Dialog. Newbury
Park, California: Sage, pp. 67-87.

Lincoln, Y.S. and Guba, E.G. (1985) Naturalistic Inquiry. Newbury Park, California:
Sage.

Long, M.H. and Porter, P.A. (1985) 'Group work, interlanguage talk, and second
language acquisition’, TESOL Quarterly, 19(2), pp. 207-228.

Lortie, D.C. (1975) Schoolteacher: A Sociological Study. Chicago: University of
Chicago Press.

MacDonald, M., Badger, R. and White, G. (2001) '‘Changing values: what use are
theories of language learning and teaching?', Teaching and Teacher Education,
17(8), pp. 949-963.

Mackenzie, A.S. (2002) 'EFL curriculum reform in Thailand', Curriculum Innotvation,
Testing and Evaluation:Proceedings of the 1st Annual JALT Pan-SIG
Conference. Kyoto, Japan, 11th-12th May. Kyoto Institute Technology.
Available at: http://jalt.org/pansig/2002/HTML/Mackenziel.htm (Accessed:

9 October 2009).

Mackey, A. and Gass, S.M. (2005) Second Language Research: Methodology and
Design. Mahwah, New Jersey: Lawrence Erlbaum Associates.

Macleod, A. (2009) 'Paradigms in research; or, how your world view shapes your
methodology', The Human Element, 12 April. Available at: http://mackle.
wordpress.com/2009/04/21/paradigms-in-research-or-how-your-
worldview-shapes-your-methodology/ (Accessed: 5 November 2011).

305



References

Maiklad, C. (2001) The Beliefs and Practices of Thai English Language Teachers.
PhD thesis. University of Exeter.

Mak, S.H. (2011) Tensions between conflicting beliefs of an EFL teacher in teaching
practice', RELC Journal, 42(1), pp. 53-67.

Malderez, A. and Bodoczky, C. (1999) Mentor Courses: A Resource Book for
Trainer-Trainers. Cambridge: Cambridge University Press.

Mangubhai, F., Marland, P., Dashwood, A. and Son, J. (2004) 'Teaching a foreign
language: One teacher's practical theory', Teaching and Teacher Education,
20(3), pp. 291-311.

Mansour, N. (2009) 'Science teachers’ beliefs and practices: Issues, implications and
research agenda’, International Journal of Environmental & Science
Education, 4(1), pp. 25-48.

Marshall, C. and Rossman, G. (2006) Designing Qualitative Research. 4th edn.
Thousand Oaks, California: Sage.

Marshall, H.M. (1997) 'Teaching educational psychology: Learner-centrd and
constructivist perspectives', in Lambert, N.M. and McCombs, B.L. (eds.) How
Students Learn: Reforming Schools through Learner-Centred Education.
Washington: American Psychological Association, pp. 449-461.

Maxwell, J. (1992) 'Understanding and validity in qualitative research’, Harvard
Educational Review, 62(3), pp. 279-300.

Maxwell, J. (1996) Qualitative Research Design: An Interactive Approach.
Thousand Oaks, California: Sage.

Mayer, R.E. (1997) 'Cognitive theory for education: What teachers need to know’, in
Lambert, W.E. and McCombs, B.L. (eds.) How Students Learn: Reforming
Schools through Learner-Centred Education. Washington: American
Psychological Association, pp. 353-377.

McCombs, B.L. (1997) 'Self-assessment and reflection: Tools for promoting teacher
changes toward learner-centred practices', National Association of Secondary
School Principals Bulletin, 81(587), pp. 1-14.

306



References

McCombs, B.L. (2002) 'The learner-centered framework: A research-validated
rational for defining healthy educational environments', Education Committee
Hearing. University of Denver Research Institute, Sacramento, California,
27th February. Available at: http://www.amersports.org/library/reports/9.html
(Accessed: 2 August 2012).

McCombs, B.L. (2003) 'Defining tools for teacher reflection: The assessment of
learner-centred practices (ALCP)', The Annual Meeting of the American
Educational Research Association (84th). Chicago, 21st-25th April. Available
at: http://wwwe.eric.ed.gov/PDFS/ED478622.pdf (Accessed: 21 June 2009).

McCombs, B.L. and Miller, L. (2007) Learner-Centred Classroom Practices and
Assessments: Maximizing Student Motivation, Learning, and Achievement.
Thousand Oaks, California: Corwin Press.

McCombs, B.L. and Whisler, J.S. (1997) The Learner-Centred Classroom and
School: Strategies for Increasing Student Motivation and Achievement. San
Francisco: Jossey-Bass.

McKay, S. (2006) Researching Second Language Classroom. Mahwah, New Jersey:
Lawrence Erlbaum Associates.

Medgyes, P. (1999) 'Language training: A neglected area in teacher education’, in
Braine, G. (ed.) Non-Native Educators in English Language Teaching.
Mahwah, New Jersey: Lawrence Erlbaum Associates, pp. 177-195.

Mehan, H. (1979) "What time is it, Denise?": Asking knowing information questions
in classroom discourse', Theory Into Practice, 18(4), pp. 285-294.

Meijer, P.C., Verloop, N. and Beijaard, D. (2001) 'Similarities and differences in
teachers' practical knowledge about teaching reading comprehension’, The
Journal of Educational Research, 94(3), pp. 171-184.

Merriam, S.B. (1998) Qualitative Research and Case Study Applications in
Education. 2nd edn. San Francisco: Jossey-Bass.

Miller, L. and Aldred, D. (2000) 'Student teachers' perceptions about communicative
language teaching methods', RELC Journal, 31(1), pp. 1-22.

Ministry of Education. (2008) The Basic Education Core Curriculum. Bangkok:
Author.

307



References

Mitchell, E.W. (2005) The Influence of Beliefs on the Teaching Practices of High
School Foreign Language Teachers. PhD thesis. University of Massachusetts
Ambherst.

Mohamed, N. (2006) An Exploratory Study of the Interplay between Teachers’
Beliefs, Instructional Practices & Professional Development. PhD thesis.
University of Auckland.

Moini, M.R. (2009) 'The impact of EFL teachers' cognition on teaching foreign
language grammar', Pazhuhesh-e Zabanha-ye Khareji, 49(Special Issue), pp.
141-164.

Moloi, F., Morobe, N. and Urwick, J. (2008) 'Free but inaccessible primary
education: A critique of the pedagogy of English and Mathematics in Lesotho’,
International Journal of Educational Development, 28(5), pp. 612-621.

Morse, J.M., Barrett, M., Mayan, M., Olson, K. and Spieres, J. (2002) 'Verification
strategies for establishing reliability and validity in qualitative research’,
International Journal of Qualitative Methods, 1(2), pp. 1-19.

Mtika, P. and Gates, P. (2010) 'Developing learner-centred education among
secondary trainee teachers in Malawi: The dilemma of appropriation and
application’, International Journal of Educational Development, 30(4), pp.
396-404.

Murdoch, K. and Wilson, J. (2008) Creating a Learn-Centred Primary Classroom:
Learner-Centered Strategic Teaching. London: Routledge.

Naksakul, K. (2002) Thai Sound System. Bangkok: Chulalongkorn University Press.

Napoli, R. (2004) What Is Student-Centred Learning? Educational Initiative Centre:
University of Westminster.

National Institute for Educational Development. (1999) How Learner-Centred Are
You? Namibia: Ministry of Basic Education and Culture. [Online]. Available
at: http://www.nied.edu.na/publications/research%20docs/how%20learner%
20centred%20are%20you.pdf (Accessed: 11 December 2008).

National Institute for Educational Development. (2003) Learner-Centred Education

308


http://www.nied.edu.na/publications/research%20docs/how%20learner%25

References

in the Namibian Context: A Conceptual Framework. Windhoek, Namibia:
John Meinert Printing. [Online]. Available at: http://www.nied.edu.na/
publications/ nieddocs/Ice.pdf (Accessed: 5 November 2009).

National Institute of Education. (1975) Teaching as Clinical Information Processing
(Report of Panel 6, National Conference on Studies in Teaching). Washington,
D.C.: Author.

Nespor, J. (1987) 'The role of beliefs in the practice of teaching’, Journal of
Curriculum Studies, 19(4), pp. 317-328.

Neuman, W.L. (2011) Social Research Methods: Qualitative and Quantitative
Approaches. 7th edn. Boston: Pearson Education.

Nishino, T. (2009) Communicative Language Teaching in Japanese High Schools:
Teachers’ Beliefs and Classroom Practices. PhD thesis. Temple University.

Nishino, T. (2012) 'Modeling teacher beliefs and practices in context: A
multimethods approach’, The Modern Language Journal, 96(3), pp. 380-399.

Nishino, T. and Watanabe, M. (2008) 'Communication-oriented policies versus
classroom realities in Japan', TESOL Quarterly, 42(1), pp. 133-138.

Nonkukhetkhong, N., Bldauf, R.B. and Moni, K. (2006) 'Learner-centredness in
teaching English as a foreign language', 26 Thai TESOL International
Conference. Chiang Mai, Thailand, 19th-21th January. Available at: http://
espace.library.ug.edu.au/eserv.php?pid=UQ:8562&dsID=K_B_MThaiTESOL
df (Accessed: 21 June 2010).

Numrich, C. (1996) 'On becoming a language teacher: Insights from diary studies’,
TESOL Quarterly, 30(1), pp. 131-153.

Nunan, D. (1988) The Learner-Centred Curriculum: A Study in Second Language
Teaching. Cambridge: Cambridge University Press.

Nunan, D. (1989) Designing Tasks for the Communicative Classroom. Cambridge:
Cambridge University Press.

Nunan, D. (1999) Second Language Teaching and Learning. London: Heinle &
Heinle.

309


http://www.nied.edu.na/%20publications/%20nieddocs/lce.pdf
http://www.nied.edu.na/%20publications/%20nieddocs/lce.pdf

References

Nunan, D. (2004) Task-Based Language Teaching. Cambridge: Cambridge
University Press.

Nunan, D. and Lamb, C. (1996) The Self-Directed Teacher: Managing the Learning
Process. Cambridge: Cambridge University Press.

O’Donoghue, T.A. (1994) The need for educational reform and the role of teacher
training: An alternative perspective’, International Journal of Educational
Development, 14(2), pp. 207-210.

O’Neill, R. (1991) 'The plausible myth of learner-centredness: Or the importance of
doing ordinary things well', ELT Journal, 45(4), pp. 293-304.

O’Sullivan, M. (2004) "The reconceptualisation of learner-centred approaches: A
Namibian case study’, International Journal of Educational Development,
24(6), pp. 585-602.

O’Sullivan, M. (2006) 'Lesson observation and quality in primary education as
contextual teaching and learning processes', International Journal of
Educational Development, 26(3), pp. 246-260.

Office for National Education Standards and Quality Assessment (ONESQA).
(2009a) Lower secondary level (M.3) O-NET average scores (Academic year
2009). Bangkok: National Institute of Educational Testing Service. [Online].
Available at: http://www.onesga.or.th/onesga/th/download/index.php?
Download GrouplD=121 (Accessed: 10 November 2012).

Office for National Education Standards and Quality Assessment (ONESQA).
(2009b) Primary level (P.6) O-NET average scores (Academic year 2009).
Bangkok: National Institute of Educational Testing Service. [Online].
Available at: http://www.onesga.or.th/onesga/th/download/index.php?
DownloadGrouplD=121 (Accessed: 10 November 2012).

Office for National Education Standards and Quality Assessment (ONESQA).
(2009c) Upper secondary level (M.6) O-NET average scores (Academic year
2009). Bangkok: National Institute of Educational Testing Service. [Online].
Available at: http://www.onesga.or.th/onesga/th/download/index.php?
DownloadGrouplD=121 (Accessed: 10 November 2012).

Office for National Education Standards and Quality Assessment (ONESQA).

310


http://www.onesqa.or.th/onesqa/th/download/index.php?%20Download
http://www.onesqa.or.th/onesqa/th/download/index.php?%20Download
http://www.onesqa.or.th/onesqa/th/download/index.php
http://www.onesqa.or.th/onesqa/th/download/index.php

References

(2010a) Lower secondary level (M.3) O-NET average scores (Academic year
2010). Bangkok: National Institute of Educational Testing Service. [Online].
Available at: http://www.onesga.or.th/onesga/th/download/index.php?
DownloadGrouplD=121 (Accessed: 10 November 2012).

Office for National Education Standards and Quality Assessment (ONESQA).

(2010b) Primary level (P.6) O-NET average scores (Academic year 2010).
Bangkok: National Institute of Educational Testing Service. [Online].
Available at: http://www.onesga.or.th/onesga/th/download/index.php?
DownloadGrouplD=121 (Accessed: 10 November 2012).

Office for National Education Standards and Quality Assessment (ONESQA).

(2010c) Upper secondary level (M.6) O-NET average scores (Academic year
2010). Bangkok: National Institute of Educational Testing Service. [Online].
Available at: http://www.onesga.or.th/onesga/th/download/index.php?
Download GrouplD=121 (Accessed: 10 November 2012).

Office for National Education Standards and Quality Assessment (ONESQA).

(2011a) Lower secondary level (M.3) O-NET average scores (Academic year
2011). Bangkok: National Institute of Educational Testing Service. [Online].
Available at: http://www.onesga.or.th/onesga/th/download/index.php?
DownloadGrouplD=121 (Accessed: 10 November 2012).

Office for National Education Standards and Quality Assessment (ONESQA).

(2011b) Primary level (P.6) O-NET average scores (Academic year 2011).
Bangkok: National Institute of Educational Testing Service. [Online].
Available at: http://www.onesga.or.th/onesga/th/download/index.php?
DownloadGroupID=121 (Accessed: 10 November 2012).

Office for National Education Standards and Quality Assessment (ONESQA).

(2011c) Upper secondary level (M.6) O-NET average scores (Academic year
2011). Bangkok: National Institute of Educational Testing Service. [Online].
Available at: http://www.onesga.or.th/onesga/th/download/index.php?
DownloadGrouplD=121 (Accessed: 10 November 2012).

Office of the National Education Commission. (1999) National Education Act of B.E.

2542 (1999). [Online]. Available at: http://planipolis.iiep.unesco.org/upload/
Thailand/Thailand_Education_Act_1999.pdf (Accessed: 12 June 2012).

Office of the National Education Commission. (2000) Learning Reform: A Learner-

Centered Approach. Bangkok: Watana Panit Printing. [Online]. Available at:
http://www.onec.go.th/onec_administrator/uploads/Book/256-file.pdf
(Accessed: 10 January 2009).

311


http://www.onesqa.or.th/onesqa/th/download/index.php
http://www.onesqa.or.th/onesqa/th/download/index.php
http://www.onesqa.or.th/onesqa/th/download/index.php?%20Download
http://www.onesqa.or.th/onesqa/th/download/index.php?%20Download
http://www.onesqa.or.th/onesqa/th/download/index.php
http://www.onesqa.or.th/onesqa/th/download/index.php
http://www.onesqa.or.th/onesqa/th/download/index.php
http://planipolis.iiep.unesco.org/upload/

References

Office of the National Education Commission. (2004) National Education Act B.E.
2542 (1999) and Amendments (Second National Education Act B.E. 2545
(2002)). [Online]. Available at: www.ksp.or.th/Khurusapha/en/download/
01.pdf (Accessed: 10 November 2011).

Orafi, S.M.S. (2008) Investigating Teachers' Practices and Beliefs in Relation to
Curriculum Innovation in English Language Teaching in Libya. PhD thesis.
University of Leeds.

Orafi, S.M.S. and Borg, S. (2009) 'Intentions and realities in implementing
communicative curriculum reform’, System, 37(2), pp. 243-253.

Pajares, M.F. (1992) Teachers’ beliefs and educational research: Cleaning up a
messy construct’, Review of Educational Research, 62(3), pp. 307-332.

Pajares, M.F. (1993) 'Preservice teachers' beliefs: A focus for teacher education’,
Action in Teacher Education, 15(2), pp. 45-54.

Patterson, C.H. (1973) Humanistic Education. Englewood Cliffs, New Jersey:
Prentice-Hall.

Patterson, C.H. (1977) Foundations for a Theory of Instruction and Educational
Psychology. London: Harper & Row.

Patton, M.Q. (1990) Qualitative Evaluation and Research Methods. 2nd edn.
Newbury Park, California: Sage.

Patton, M.Q. (2002) Qualitative Research and Evaluation Methods. 3rd edn. London:
Sage.

Peacock, M. (2001) 'Pre-service ESL teachers' beliefs about second language
learning: A longitudinal study’, System, 29(2), pp. 177-195.

Pedersen, S. and Liu, M. (2003) 'Teachers' beliefs about issues in the implementation
of a student-centred learning environment', ETR&D, 51(2), pp. 57-76.

Pennington, M.C. (1996) The “cognitive-affective filter” in teacher development:
Transmission-based and interpretation-based schemas for change’, System,
24(3), pp. 337-350.

312


http://www.ksp.or.th/Khurusapha/en/

References

Phipps, S. (2009) The Relationship between Teacher Education, Teacher Cognition
and Classroom Practice in Language Teaching: A Case Study of MA Students'
Beliefs about Grammar Teaching. PhD thesis. University of Leeds.

Phipps, S. and Borg, S. (2009) 'Exploring tensions between teachers’ grammar
teaching beliefs and practices’, System, 37(3), pp. 380-390.

Piaget, J. (1968) Structuralism. Translated by Chaninah Maschler. Reprint. London:
Routledge and K. Paul, 1971.

Piaget, J. (1973) To Understand Is to Invent: The Future of Education. New York:
Grossman Publishers.

Pillay, H. (2002a) Teacher development for quality learning: The Thailand education
reform project. Australia: Office of Commercial Services. [Online]. Available
at: http://www.edthai.com/publication/0005/fulltext.pdf (Accessed: 9 October
2010).

Pillay, H. (2002b) 'Understanding learner-centredness: Does it consider the diverse
needs of individuals?', Studies in Continuing Education, 24(1), pp. 93-102.

Poulson, L., Avramidis, E., Fox, R., Medwell, J. and Wray, D. (2001) 'The theoretical
beliefs of effective teachers of literacy in primary schools: An exploratory
study of orientations to reading and writing', Research Papers in Education,
16(3), pp. 271-292.

Prapaisit de Segovia, L. and Hardison, D.M. (2009) 'Implementing education reform:
EFL teachers' perspectives’, ELT Journal, 63(2), pp. 154-162.

Prapaisit, L. (2003) Changes in Teaching English after the Educational Reform in
Thailand. PhD thesis. Michigan State University.

Proulx, J. (2006) 'Constructivism: A re-equilibration and clarification of the concepts,
and some potential implications for teaching and pedagogy’, Radical
Pedogogy, 8(1) [Online]. Available at: http://radicalpedagogy.icaap.org/
content/issue8_1/proulx.html (Accessed: 21 June 2011).

Punch, K. (2005) Introduction to Social Research: Quantitative and Qualitative
Approach. 2nd edn. London: Sage.

313


http://radicalpedagogy.icaap.org/

References

Punthumasen, P. (2007) 'International program for teacher education: An approach to
tackling problems of English education in Thailand', The 11th UNESCO-
APEID: Reinventing Higher Education: Toward Participatory and
Sustainable Development. Bangkok, Thailand, 12th-14th December. Office of
the Education Council, Ministry of Education. Available at: www.
worldedreform. com/pub/paperie13dec07.pdf (Accessed: 9 October 2011).

Rabibhadana, A. (1975) 'Clientship and class structure in the early Bangkok period',
in Skinner, G.W. and Kirsch, A.T. (eds.) Change and Persistence in Thali
Society. Ithaca, New York: Cornell University Press, pp. 93-124.

Rallis, S.F. (1995) 'Creating learner centered schools: Dreams and practices', Theory
Into Practice, 34(4), pp. 224-229.

Richards, J.C., Gallo, P.B. and Renandya, W.A. (2001) 'Exploring teachers’ beliefs
and the processes of change', PAC Journal, 1(1), pp. 41-62.

Richards, J.C. and Lockhart, C. (1996) Reflective Teaching in Second Language
Classrooms. New York: Cambridge University Press.

Richards, J.C. and Pennington, M. (1998) "The first year of teaching', in Richards, J.C.
(ed.) Beyond Training. Cambridge: Cambridge University Press, pp. 173-190.

Richards, J.C. and Rodgers, T.S. (2001) Approaches and Methods in Language
Teaching. 2 nd edn. New York: Cambridge University Press.

Richards, K. (2003) Qualitative Inquiry in TESOL. New York: Palgrave Macmillan.

Richardson, V. (1996) ‘The role of attitudes and beliefs in learning to teach’, in Sikula,
J., Buttery, T. and Guyton, E. (eds.) Handbook of Research on Teacher
Education: A Project of the Association of Teacher Educators. 2 nd edn. New
York: Macmillan Library Reference, pp. 102-119.

Richardson, V. (2003) 'Preservice teachers' beliefs', in Raths, J. and McAninch, A.C.
(eds.) Teacher Beliefs and Classroom Performance: The Impact of Teacher
Education. Greenwich, Connecticut: Information Age, pp. 1-22.

Robson, C. (2002) Real World Research: A Resource for Social Scientists and
Practitioner-researchers. 2nd edn. Oxford: Blackwell.

314



References

Robson, C. (2011) Real World Research: A Resource for Users of Social Research
Methods in Applied Settings. 3rd edn. Chichester: John Wiley & Sons.

Rogers, C.R. (1969) Freedom to Learn. Columbus, Ohio: Merrill.

Rogers, C.R. and Freiberg, H.J. (1994) Freedom to Learn. 3rd edn. New York:
Merrill.

Rogers, G. (2002) 'Student centered learning — A practical guide for teachers',
Seminar Workshop for ERIC trainers. Chiang Mai, March 2002. Available at:
http://www.docstoc.com/docs/42763961/STUDENT-CENTRED-
LEARNING---A-PRACTICAL-GUIDE-FOR-TEACHERS (Accessed: 9
October 2011).

Rokeach, M. (1968) Beliefs, Attitudes, and Values: A Theory of Organization and
Change. San Francisco: Jossey-Bass.

Rolfe, G. (2006) 'Validity, trustworthiness and rigour: Quality and the idea of
qualitative research’, Journal of Advanced Nursing, 53(3), pp. 304-310.

Rossman, G. and Rallis, S. (2003) Learning in the Field: An Introduction to
Qualitative Research. 2nd edn. Thousand Oaks, California: Sage.

Rousseau, J.J. (1762) Emile. Translated by Barbara Foxley. Reprint. London: Dent,
1969.

Rubin, H.J. and Rubin, 1.S. (2005) Qualitative Interviewing: The Art of Hearing
Data. 2nd edn. Thousand Oaks, California: Sage.

Russell, T. (2005) 'Can reflective practice be taught?', Reflective Practice, 6(2), pp.
199-204.

Sakui, K. (2004) 'Wearing two pairs of shoes: Language teaching in Japan’, ELT
Journal, 58(2), pp. 155-163.

Sato, K. and Kleinsasser, R.C. (1999) 'Communicative language teaching (CLT):
Practical understandings', The Modern Language Journal, 83(4), pp. 494-517.

Sato, K. and Kleinsasser, R.C. (2004) 'Beliefs, practices, and interactions of teachers

315



References

in a Japanese high school English department’, Teaching and Teacher
Education, 20(8), pp. 797-816.

Savasci-Acikalin, F. (2009) "Teacher beliefs and practice in science education’, Asia-
Pacific Forum on Science Learning and Teaching, 10(1), pp. 1-14.

Savignon, S.J. (1991) ‘Communicative language teaching: State of the art', TESOL
Quarterly, 25(2), pp. 261-277.

Schon, D.A. (1991) The Reflective Practitioner: How Professionals Think in Action.
Aldershot: Avebury.

Schuh, K.L. (2004) 'Learner-centered principles in teacher-centered practices?’,
Teaching and Teacher Education, 20(8), pp. 833-846.

Schwandt, T.A. (2001) Dictionary of Qualitative Inquiry. 2nd edn. Thousand Oaks,
California: Sage.

Schwandt, T.A. (2003) Three epistemological stances for qualitative inquiry’, in
Denzin, N.K. and Lincoln, Y.S. (eds.) The Landscape of Qualitative Research.
2nd edn. Thousand Oaks, California: Sage, pp. 292-331.

Schweisfurth, M. (2011) 'Learner-centred education in developing country contexts:
From solution to problem?’, International Journal of Educational
Development, 31(5), pp. 425-432.

Scupin, R. (1988) 'Language, hierarchy and hegemony: Thai Muslim discourse
strategies', Language Sciences, 10(2), pp. 331-351.

Seedhouse, P. (2004) The Interactional Architecture of the Language Classroom: A
Conversation Analysis Perspective. Oxford: Blackwell.

Seedhouse, P. (2010) 'A framework for conceptualising 'learning’ in applied
linguistics', in Seedhouse, P., Walsh, S. and Jenks, C. (eds.) Conceptualising
‘Learning’ in Applied Linguistics. Basingstoke: Palgrave Macmillan, pp. 240-
256.

Seliger, H.W. and Shohamy, E. (1989) Second Language Research Methods. Oxford:
Oxford University Press.

316



References

Sfard, A. (1998) 'On two metaphors for learning and the dangers of choosing just
one ', Educational Researcher, 27(4), pp. 4-13.

Shavelson, R.J. and Stern, P. (1981) 'Research on teachers’ pedagogical thoughts,
judgments, decisions, and behavior', Review of Educational Research, 51(4),
pp. 455-498.

Shenton, A.K. (2004) 'Strategies for ensuring trustworthiness in qualitative research
projects’, Education for Information, 22, pp. 63-75.

Shihiba, S.E.S. (2011) An Investigation of Libyan EFL Teachers Conceptions of the
Communicative Learner-Centred Approach in Relation to their
Implementation of an English Language Curriculum Innovation in Secondary
Schools. PhD thesis. Durham University [Online]. Available at: http://etheses.
dur.ac.uk/878/ (Accessed: 21 June 2012).

Shulman, L.S. (1986a) 'Paradigms and research programs in the study of teaching: A
contemporary perspective’, in Wittrock, M. (ed.) Handbook of Research on
Teaching. 3 rd edn. New York: Macmillan, pp. 3-36.

Shulman, L.S. (1986b) 'Those who understand: Knowledge growth in teaching’,
Educational Researcher, 15(2), pp. 4-14.

Shulman, L.S. (1987) 'Knowledge and teaching: Foundation of the new reform.,
Harvard Educational Review, 57(1), pp. 1-22.

Silverman, D. (2005) Doing Qualitative Research: A Practical Handbook. 2nd edn.
London: Sage.

Silverman, D. (2006) Interpreting Qualitative Data. 3nd edn. London: Sage.

Sinclair, J. and Coulthard, M. (1975) Towards an Analysis of Discourse. Oxford:
Oxford University Press.

Sinprajakpol, S. (2004) Teachers' Beliefs about Language Learning and Teaching:
The Relationship between Beliefs and Practices. PhD thesis. The State
University of New York at Buffalo.

Smith, D.B. (1996) 'Teacher decision making in the adult ESL classroom’, in Freeman,

317



References

D. and Richards, J.C. (eds.) Teacher Learning in Language Teaching. New
York: Cambridge University, pp. 197-216.

Smith, M. and Siegel, H. (2004) 'Knowing, believing, and understanding: What goals
for science education?', Science & Education, 13(6), pp. 553-582.

Southerland, S.A., Sinatra, G.M. and Matthew, M.R. (2001) 'Belief, knowledge, and
science education’, Educational Psychology Review, 13(4), pp. 325-351.

Spada, N. and Frohlich, M. (1995) COLT : Communicative Orientation of Language
Teaching Observation Scheme: Coding Conventions and Applications.
Sydney: NCELTR Macquarie University.

Speer, N.M. (2005) 'Issues of methods and theory in the study of mathematics
teachers’ professed and attributed beliefs', Educational Studies in
Mathematics, 58(3), pp. 361-391.

Stake, R.E. (1994) 'Case Studies', in Denzin, N.K. and Lincoln, Y.S. (eds.) Handbook
of Qualitative Research. Thousand Oaks, California: Sage, pp. 236-247.

Stake, R.E. (1995) The Art of Case Study Research. Thousand Oaks, California: Sage.

Sutherland, P. (1992) Cognitive Development Today: Piaget and his Critics. London:
Paul Chapman Publishing.

Tabulawa, R. (1998) Teachers' perspectives on classroom practice in Botswana:
Implications for pedagogical change’, International Journal of Qualitative
Studies in Education, 11(2), pp. 249-268.

Tabulawa, R. (2003) 'International aid agencies, learner-centred pedagogy and
political democratisation: A critique', Comparative Education, 39(1), pp. 7-26.

Tashakkori, A. and Teddlie, C. (2003) Handbook of Mixed Methods in Social and
Behavioral Research. Thousand Oaks, California: Sage.

Tatto, M. (1998) 'The influence of teacher education on teachers' beliefs about
purposes of education, roles, and practices', Journal of Teacher Education,
49(1), pp. 66-77.

Teddlie, C. and Yu, F. (2007) 'Mixed methods sampling', Journal of Mixed Methods

318



References

Research, 1(1), pp. 77-100.

‘Thai language’ (2013) Wikipedia. Available at: http://en.wikipedia.org/wiki/
Thai_language (Accessed: 21 June 2010).

Thamraksa, C. (2011) 'Student-centred learning: Demystifying the myth’, Student-
Centred Learning Thailand, (July) [Online]. Available at: http://sclthailand.
0rg/2011/08/student-centered-learning-demystifying-the-myth/ (Accessed:
8 March 2012).

Thompson, G. (1996) 'Some misconceptions about communicative language
teaching’, ELT Journal, 50(1), pp. 9-15.

Tudor, 1. (1993) "Teacher roles in the learner-centred classroom’, ELT Journal, 47(1),
pp. 22-31.

Tudor, I. (1996) Learner-Centredness as Language Education. Cambridge:
Cambridge University Press.

Ullmann, R. and Geva, E. (1984) 'Approaches to observation in second language
classes', in Allen, P. and Swain, M. (eds.) Language Issues and Education
Policies: ELT Documents. Oxford: Pergamon Press and the British Council,
pp. 113-128.

Underhill, A. (1989) 'Process in humanistic education’, ELT Journal, 43(4), pp. 250-
260.

UNESCO. (2010) World Data on Education. Bangkok: International Bureau of
Education. [Online]. Available at: http://www.ibe.unesco.org/fileadmin/
user_upload/Publications/WDE/2010/pdf-versions/Thailand.pdf (Accessed:
23 April 2011).

van Lier, L. (1988) The Classroom and the Language Learner: Ethnography and
Second Language Classroom Research. New York: Longman.

van Lier, L. (1996) Interaction in the Language Curriculum: Awareness, Autonomy
and Authenticity. New York: Longman.

van Lier, L. (2005) 'Case study', in Hinkel, E. (ed.) Handbook of Research in Second

319


http://sclthailand/
http://www.ibe.unesco.org/fileadmin/

References

Language Teaching and Learning. Mahwah, New Jersey: Lawrence Erlbaum
Associates, pp. 195-208.

Verloop, N., Van Driel, J. and Meijer, P. (2001) 'Teacher knowledge and the
knowledge base of teaching', International Journal of Educational Research,
35(5), pp. 441-461.

Vibulphol, J. (2004) Beliefs about Lanaguage Learning and Teaching Approaches of
Pre-Service Teachers in Thailand. PhD thesis. Oklahoma State University
[Online]. Available at: http://digital.library.okstate.edu/etd/umi-okstate-
1041.pdf (Accessed: 5 December 2012).

Vogler, K.E. (2006) 'Impact of high school graduation examination on Tennessee
science teachers’ instructional practices’, American Secondary Education,
35(1), pp. 33-57.

Vygotsky, L.S. (1962) Thought and Language. Massachusetts: Massachusetts
Institute of Technology Press.

Wallace, M.J. (1991) Training Foreign Language Teachers: A Reflective Approach.
Cambridge: Cambridge University Press.

Walsh, S. (2006) Investigating Classroom Discourse. London: Routledge.

Walsh, S. (2011) Exploring Classroom Discourse: Language in Action. London:
Routledge.

Wang, Q. (2007) Primary EFL in China:Teachers' Perceptions and Practices with
Regard to Learner-Centredness. PhD thesis. University of Warwick.

Wang, Q. and Ma, X. (2009) 'Educating for learner-centredness in Chinese pre-
service teacher education’, Innovation in Language Learning and Teaching,
3(3), pp. 239-253.

Weber, R.P. (1990) Basic Content Analysis. 2nd edn. Newbury Park, California: Sage.

Wedell, M. (2009) Planning Educational Change: Putting People and Their Contexts
First. London: Continuum.

Weimer, M.G. (2002) Learner-Centred Teaching: Five Key Changes to Practice. San

320


http://digital.library.okstate.edu/etd/umi-okstate-1041.pdf
http://digital.library.okstate.edu/etd/umi-okstate-1041.pdf

References

Francisco: Jossey-Bass.

Weitzman, E.A. (2000) 'Software and qualitative research’, in Lincoln, Y.S. and
Denzin, N.K. (eds.) Handbook of Qualitative Research. 2nd edn. London:
Sage, pp. 803-820.

Wellington, J. (2000) Educational Research: Contemporary Issues and Practical
Approaches. London: Continuum.

Wiersma, W. (2000) Research Methods in Education: An Introduction. 7th edn.
Boston: Allyn and Bacon.

Williams, M. and Burden, R.L. (1997) Psychology for Language Teachers: A Social
Constructivist Approach. Cambridge: Cambridge University Press.

Wilson, S.M. (1990) 'The secret garden of teacher education’, Phi Delta Kappan, (72),
pp. 204-209.

Winter, G. (2000) 'A comparative discussion of the notion of 'validity' in qualitative
and quantitative research ', The Qualitative Report, 4(3 & 4) [Online].
Available at: http://www.nova.edu/ssss/QR/QR4-3/winter.html (Accessed: 16
May 2012).

Wiriyachitra, A. (2002) 'English language teaching and learning in Thailand in this
decade', Thai TESOL Focus, 15(1), pp. 4-9 [Online]. Available at: http://www.
apecknowledgebank.org/resources/downloads/english%20language%?20
teaching%20and%20learning%20in%20thailand.pdf (Accessed: 10 June
2012).

Wongsothorn, A., Hiranburana, K. and Chinnawongs, S. (2002) 'English language
teaching in Thailand today', Asia Pacific Journal of Education, 22(2), pp. 107-
116.

Wood, D.J. (1998) How Children Think and Learn. 2nd edn. Oxford: Blackwell.

Woods, D. (1996) Teacher Cognition in Language Teaching. Cambridge: Cambridge
University Press.

Wragg, E.C. (1999) An Introduction to Classroom Observation. 2nd edn. London:
Routledge.

321


http://www/

References

Wright, T. (1987) Roles of Teachers & Learners. Oxford: Oxford University Press.

Yang, N. (1998) 'Exploring a new role for teachers: Promoting learner autonomy’,
System, 26(1), pp. 127-135.

Yilmaz, K. (2007) 'Learner-centred instruction as a means to realise democratic
education: The problems and constraints confronting learner-centred
instruction in Turkey', Studies in Learning, Evaluation Innovation and
Development, 4(3), pp. 15-28 [Online]. Available at: http://sleid.cqu.edu.au/
include/getdoc.php?id=594...pdf (Accessed: 25 May 2011).

Yilmaz, K. (2009) 'Democracy through learner-centred education: A Turkish
perspective’, International Review of Education, 55(1), pp. 21-37.

Yin, R.K. (1989) Case Study Research: Design and Methods. Newbury Park,
California: Sage.

Yin, R.K. (2003) Applications of Case Study Research. 2nd edn. Thousand Oaks,
California: Sage.

Yin, R.K. (2009) Case Study Research: Design and Methods. 4th edn. Los Angeles,
California: Sage.

Zainal, Z. (2007) 'Case study as a research method', Jurnal Kemanusiaan, 9 [Online].
Available at: http://eprints.utm.my/8221/1/ZZainal2007-Case_study as_a_
Research.pdf (Accessed: 20 July 2010).

Zeng, Z. (2012) 'Convergence or divergence? Chinese novice EFL teachers' beliefs
about postmethod and teaching practices’, English Language Teaching, 5(10),
pp. 64-71.

322


http://sleid.cqu.edu.au/
http://eprints.utm.my/8221/1/ZZainal2007-Case_study_as_a_

Appendixes Appendix A

Appendix A: Consent Form for Participation in Research

| agree to participate in a research project conducted by Darett Naruemon (PhD
candidate at Newcastle University, School of Education, Communication, and

Language Sciences in the UK).

1. I confirm that | have been informed by the researcher about the purposes and
aims of the study.

2. | confirm that I have read and understand the explanation provided to me. |
have had all my questions answered to my satisfaction.

3. I voluntarily agree to participate in this study. | can withdraw and discontinue
participation at any time, without affecting my grades.

4. Participation involves being interviewed by the researcher three times and
three consecutive lessons of mine will be observed. Each interview will last
approximately 40-60 minutes. | agree that my interviews and lessons can be
audio- and video-recorded.

5. 1 give my consent to the researcher to use portions of interviews and episodes
of classroom observations for academic and research purposes only. |
understand that my views will remain confidential from my university
supervisor and the cooperating teacher.

6. | understand that the information gained in this study may be published in any
final research reports and/or in academic journals as explained. At all times

my identity will remain anonymous.
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7. 1 have been given a copy of this consent form.

Participant’s signature Date

I certify that | have explained the study to the participant and consider that she/he
understands what is involved and freely consents to participation.

Researcher’s name

Researcher’s signature Date

For further information, please contact:

Darett Naruemon

PhD Candidate in Educational and Applied Linguistics
School of Education, Communication, and Language Sciences
Newcastle University, UK

E-mail: darett.naruemon@ncl.ac.uk
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Appendix B: Course Descriptions

Instances of compulsory courses in the Bachelor of Education Programme in

English which focus on learner-centredness

Principles of learning management (Course number: 1122303)

Study and discuss the meaning and importance of learning management, types and
models of learning process, learning management skills, methods and planning, and
the arrangement of activities to promote learning focusing on learner-centredness and
the classroom environment and atmosphere. Practise learning management skills, and
write learning management plans. Experiment with learning management in a real

situation.

English language learning based on learner (Course number: 1124616)
Study the principles of learner-centeredness in English language learning, teaching

and learning activities, instructional materials, and assessment.

325



Appendixes Appendix C

Appendix C: Learner-centred Psychological Principles

Cognitive and metacognitive factors

1. Nature of the learning process.

The learning of complex subject matter is most effective when it is an intentional
process of constructing meaning from information and experience.

2. Goals of the learning process.

The successful learner, over time and with support and instructional guidance, can
create meaningful, coherent representations of knowledge.

3. Construction of knowledge.

The successful learner can link new information with existing knowledge in
meaningful ways.

4. Strategic thinking.

The successful learner can create and use a repertoire of thinking and reasoning
strategies to achieve complex learning goals.

5. Thinking about thinking.

Higher order strategies for selecting and monitoring mental operations facilitate
creative and critical thinking.

6. Context of learning.

Learning is influenced by environmental factors, including culture, technology, and
instructional practices.

Motivational and affective factors

7. Motivational and emotional influences on learning.

What and how much is learned is influenced by motivation. Motivation to learn, in
turn, is influenced by the individual's emotional states, beliefs, interests and goals,
and habits of thinking.

8. Intrinsic motivation to learn.

The learner's creativity, higher order thinking, and natural curiosity, all contribute to
motivation to learn. Intrinsic motivation is stimulated by tasks of optimal novelty and
difficulty which are relevant to personal interests, and provide opportunities for
personal choice and control.

9. Effects of motivation on effort.

The acquisition of complex knowledge and skills requires extended learner effort and
guided practice. Without the motivation to learn, the willingness to exert this effort is
unlikely without coercion.
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Developmental and social factors

10. Developmental influences on learning.

As individuals develop, there are different opportunities for and constraints on
learning. Learning is most effective when differential development within and across
the physical, intellectual, emotional, and social domains is taken into account.

11. Social influences on learning.

Learning is influenced by social interactions, interpersonal relations, and
communication with others.

Individual differences factors

12. Individual differences in learning.

Learners have different strategies and capabilities for and approaches to learning that
are a function of prior experience and heredity.

13. Learning and diversity.

Learning is most effective when differences in linguistic, cultural, and social
background are taken into account.

14. Standards and assessment.

Setting appropriately high and challenging standards and assessing the learner as well
as the progress of learning — including diagnostic, process, and outcome assessment —
are integral parts of the learning process.

Source: Task Force on Psychology in Education (APA Work Group of the Board of
Educational Affairs, 1997, pp. 2-7)
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Appendix D: Bachelor of Education Programme in English B.E. 2549 (2006)

Philosophy

The Bachelor of Education degree curriculum aims to provide learning under
educational implementation and suitable educational arrangements for the
development of people, work and working systems, according to the principles of
equality, and justice. It aims to produce teachers with professional knowledge,
capability, quality, morals and ethics, according to the National Education Act of
2542 B.E. and its Amendments (Second National Education Act B.E 2545 (2002)),
together with the criterion and conditions set down by the Teaching Profession

Council.

Objectives

The general objective of the Bachelor of Education degree curriculum of the Faculty
of Education is to produce graduates who have the following qualifications:
1. Love, faith, pride and a professional code of conduct in the teaching
profession
2. Morals, ethics, kindness, and clemency for learners
3. Consciousness of both social and self-development, a democratic mindset,
and the ability to work with others effectively
4. A personality and behavioural conduct, appropriate for the teaching

profession as is required of a good role model
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5. The knowledge and capabilities, which are integral parts of the teaching

profession, according to the professional standards, and the ability to

analyse and resolve teaching-related problems effectively

6. Eagerness to actively want to learn, continual pursuit of knowledge to

enhance self-development, and the ability to apply the knowledge gained to

ease learner receptiveness and production in the classroom

7. Ability in using Thai and the foreign language communicatively, as well as

the ability in using modern technological media

8. Ability in producing educational tools and media in order to promote and

accelerate learning

9. Knowledge, ability and skills in the graduates’ chosen majors

Structure of the Curriculum

1. General education
1.1 Language and communication
1.2 Humanities
1.3 Social sciences

1.4 Science and mathematics
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2. Professional teacher training 125  credits
2.1 Teaching profession 37 credits
2.1.1 Compulsory 30 credits
2.1.2 Electives 7 credits
2.2 Teaching specializations 74 credits
2.2.1 Compulsory 56 credits
2.2.2 Electives 18 credits
2.3 Practical teaching experience 14 credits
3. Electives 6 credits
Total 162 credits
Teaching Profession 37 credits
1. Compulsory 30 credits
Course number Course title Credits
1002701 Computing for teachers 3(2-2-5)
1004701 Administration in school 3(2-2-5)
1111106 Education and self actualization for Thai 3(3-0-6)
teachers
1122201 School curriculum development 3(2-2-5)
1122303 Principles of learning management 3(2-2-5)
1132101 Innovation and information technology in 3(2-2-5)
education
1142105 Principles of educational measurement and 3(2-2-5)
evaluation
1143411 Educational research for learning development 3 (2-2-5)
1151106 Psychology for teachers 3 (3-0-6)
2312707 English for teachers 3 (3-0-6)
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2. Electives 7 credits
Course number Course title Credits
1002405 Thai education laws 2(2-0-4)
1004702 Activities for learner development 2(1-2-3)
1111201 Educational sociology 2(2-0-4)
1112101 Education for minority groups in Thailand 2(2-0-4)
1112102 Leisure time activity in education 2(2-0-4)
1112201 Education and community development 2(2-0-4)
1113102 Educational policy 2(2-0-4)
1113201 Community school management 2(2-0-4)
1113202 Comparative education 2(2-0-4)
1113204 Educational activities for local 2(2-0-4)
1113205 Educational economics 2(2-0-4)
1113206 Politics and education 2(2-0-4)
1113207 Education and the environment 2(2-0-4)
1113208 Education and cultural adaptation 2(2-0-4)
1113504 Alternative education 2(2-0-4)
1114901 Independent study in education 2(2-0-4)
1114902 Seminars in educational problems 3(2-2-5)
1121206 Curriculum and texts for basic 2(2-0-4)
education
1122302 Remedial teaching 2(2-0-4)
1122501 Classroom management techniques 2(2-0-4)
1123201 Co-curriculum activity 2(2-0-4)
1123209 Media and text construction 2(2-0-4)
1123210 Local curriculum development 2(1-2-3)
1123301 Teaching skills and techniques of teaching 2(2-0-4)
1123302 Instructional supervision 2(1-2-3)
1123303 Instructional models 2(2-0-4)
1123304 Media and activities for learning the Thai 2(2-0-4)
language
1123305 Media and activities for learning the English 2(2-0-4)
language
1123306 Media and activities for learning science 2(2-0-4)
1123307 Media and activities for learning 2(2-0-4)
mathematics
1123308 Media and activities for learning computing 2(2-0-4)
1123309 Media and activities for learning social studies 2(2-0-4)
1123310 Media and activities for training 2(2-0-4)
1123601 Skills for science teachers 3(2-2-5)
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Course number Course title Credits
1123603 Innovation in the classroom 3(2-2-5)
1131204 Utilisation of mass media in education 2(2-0-4)
1132502 Media construction 2(1-2-3)
1133102 Educational innovation 3(2-2-5)
1134101 Telecommunications and distance learning 2(2-0-4)
1142201 Test construction 2(1-2-3)
1143102 Education evaluation 2(1-2-3)
1143107 Performance evaluation 2(1-2-3)
1143110 Ethics measurement methodology 2(1-2-3)
1143409 Statistics and research for teachers 2(1-2-3)
1144201 Aptitude test construction 3(2-2-5)
1151101 General psychology 2(2-0-4)
1151102 Personality development in early childhood 2(2-0-4)
1151103 Child psychology 2(2-0-4)
1151105 Developmental psychology 2(2-0-4)
1151203 Applied psychology for learning 2(1-2-3)
1151301 Theory and group dynamics practice 2(1-2-3)
1151501 Methods of effective study 2(1-2-3)
1151701 Psychological and school guidance services 2(1-2-3)
1151702 Psychological and school guidance 2(1-2-3)
information services
1152101 Psychology of motivation 2(2-0-4)
1152102 Psychology of personality and adjustment 2(2-0-4)
1152201 Child psychology and services 2(2-0-4)
1152301 Human relations for teachers 2(2-0-4)
1152503 Mental health in school 2(2-0-4)
1152602 Intelligence assessment in school guidance 2(1-2-3)
services
1152701 Life and career planning 2(1-2-3)
1152702 School guidance and student affairs 2(2-0-4)
management
1153302 Theories and practices in social psychology 2(2-0-4)
1153304 Human relations in teacher education 2(2-0-4)
1153401 Behaviour modification in school 2(1-2-3)
1153402 Special child psychology 2(2-0-4)
1153501 Adolescence guidance psychology 2(2-0-4)
1153502 Guidance psychology 2(2-0-4)
1153506 Creative thinking process 2(1-2-3)
1153508 Group counselling for Adolescents 2(1-2-3)
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Course number Course title Credits
1153509 Elementary school child psychology and 2(2-0-4)
guidance
1153601 Personality assessment in school guidance 2(2-0-4)
services
1153602 Child’s behaviour observation 2(2-0-4)
1153613 Group work in school 2(2-0-4)
1153702 Guidance activities for life development 2(2-0-4)
1154101 Parent education 2(1-2-3)
1161101 Principles of educational administration 3(3-0-6)
1161103 Behaviour for educational leaders 2(2-0-4)
1162501 Institutions and development of the teaching 2(2-0-4)
profession
1163101 Education business 2(2-0-4)
1163104 Vocational education 2(2-0-4)
1163303 Personnel administration 2(2-0-4)
1164301 Executive fiscal and commodity 2(2-0-4)
administration
1171102 Child care and child development 3(3-0-6)
1173203 Early childhood curriculum 3(3-0-6)
1173501 Education for parents of pre-school children 2(2-0-4)
1183601 Inclusive education 3(3-0-6)
1092701 Physical education and recreation for teachers 2(1-2-3)
4234202 Botanical garden in school 1 3(2-2-5)
4234203 Botanical garden in school 2 3(2-2-5)
Teaching Specializations 74 credits
1. Compulsory 56 credits
Course number Course title Credits
1124601 Methods of teaching the English language 1 3(2-2-5)
1124602 Methods of teaching the English language 2 3(2-2-5)
1124616 English language learning based on learner 3(2-2-5)
1124903 Seminar in teaching English 3(2-2-5)
2303107 Phonetics and phonology 1 3(3-0-6)
2311101 Introduction to grammar 1 3(3-0-6)
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Course number Course title Credits
2311104 Introduction to grammar 2 3(3-0-6)
2311211 Oral communication 1 3(3-0-6)
2311212 Oral communication 2 3(3-0-6)
2311231 Guided writing 3(3-0-6)
2312104 Paragraph reading strategies 3(3-0-6)
2312109 Morphology and syntax 1 3(3-0-6)
2312213 Oral communication 3 3(3-0-6)
2312222 Reading for interpretation 3(3-0-6)
2312304 Introduction to literature 3(3-0-6)
2313105 Paragraph writing 3(2-3-4)
2313201 Translation 1 3(2-2-5)
2313509 Culture in the English speaking world 3(3-0-6)
2313715 Construction and development of language 3(3-0-6)

tests and tools

2. Electives 18 credits
Course number Course title Credits
1123701 Instruction in English with computers 3(2-2-5)
1123708 Developing of learning units for English 3(2-2-5)
lessons
1124919 Independent studies in the process of 3(2-2-5)
learning English
2301103 Introduction to linguistics 2(2-0-4)
2303312 Semantics 3(2-2-5)
2312107 Academic writing 3(2-3-4)
2312110 Morphology and syntax 2 3(3-0-6)
2312403 Prose 3(3-0-6)
2313108 Introduction to psycholinguistics 3(3-0-6)
2313109 Introduction to sociolinguistics 3(3-0-6)
2313112 Introduction to pragmatics 3(3-0-6)
2313214 Oral presentation 1 3(3-0-6)
2313218 Translation 2 3(2-2-5)
2313223 Critical reading 3(3-0-6)
2313233 Essay writing 3(3-0-6)
2313404 Poetry 3(3-0-6)
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Course number Course title Credits
2313405 Short stories 3(3-0-6)
2313407 Contemporary literary works 3(3-0-6)
2313410 Asian literature 3(3-0-6)
2313502 Classroom management for the language 3(3-0-6)

teacher

2313510 Thai studies 3(3-0-6)
2313708 Discussion and debate 2(1-3-2)
2313904 Skills development through English camp 2(90)
2314111 Applied linguistics 3(3-0-6)
2314112 Introduction to discourse analysis 3(3-0-6)
2314309 Children’s literature 3(3-0-6)
2314406 Mythology and folklore 3(3-0-6)
2314408 Modern novels 3(3-0-6)
2314409 Novels and society 3(3-0-6)
2314411 Feminism and feminist literature 3(3-0-6)
2314412 Language learning through drama 3(2-2-5)
2314413 Modern drama 3(3-0-6)
2314414 Drama before the 20th century 3(3-0-6)

Practical Teaching Experience 14 credits

Course number Course title Credits
1003803 Practicum 1 2(1-2-3)
1004801 Practicum 2 1(0-2-1)
1004802 Practicum 3 1(0-2-1)
1005801 Internship 1 5(450)
1005802 Internship 2 5(450)
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Appendix E: Sample Questions from Introductory Interviews

Your own language learning experience

1. Could you please tell me your own language learning experience at school?
How were you normally taught?

2. Did you like the way that you were taught?

3. Do you think the way you teach has been influenced by your own learning

experience?

Your teacher training

1. What do you think about how you were taught at the university?
2. In your opinion, have you been prepared to adopt a learner-centred approach?
If the answer is yes, how? If the answer is no, what are the teaching

methodologies that you have been trained in?

Your internship

[

. Could you please tell me about your teaching here? What subject do you teach?

N

. Which grade do you teach?

w

. How many periods do you teach?
4. Do you use a textbook? What is it?
5. What are your responsibilities, apart from teaching?

6. How many periods do you use to teach one unit from a textbook?
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Your supervision

1. How often have you been observed by your cooperating teacher since you have
practised teaching here?

2. Do you think you have received any help or guidance from your cooperating
teacher to help you adopt a learner-centred approach?

3. Do you think your cooperating teacher has a policy on the adoption of the learner-
centred approach? What about the policy of the school?

4. How often have you been observed by your university supervisor since you have
practised teaching here?

5. Do you think you have received any help or guidance from your university
supervisor to help you adopt a learner-centred approach?

6. Do you think that the adoption of the learner-centred approach is required by your

university supervisor?
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Appendix F: Sample Introductory Interview Transcripts

Introductory interview with ST6
School: 4
Date: 20 September 2010

Original transcript (Thai)

Translated version
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R: Could you please tell me your own
language learning experience at school?
ST6: My learning experience at school, at
primary or secondary level? They were
actually very similar. My teachers of
English mainly taught English using Thai
and they focused on teaching grammar,
such as tenses. They explained the structure
in Thai. | was a student who only sat and
listened to their explanations. When they
taught reading, they translated English into
Thai. My opportunities to speak English in
class were very rare.

R: Did you like the way that you were
taught?
STé6:
taught. When | merely sat and listened to

I did not like the way that | was

the teacher, | felt sleepy and stressful. I
could not remember what the teacher told
me. | was a child, so sometimes | would
like to have fun and have a chance to do
something in each period. | also felt that |
spent many years studying English, but I
still could not communicate in English.

R: Do you think the way you teach has

been influenced by your own learning
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Original transcript (Thai)

Translated version
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experience?

ST6: Yes, | think occasionally my teaching
has been influenced by my own learning
experience at school.

R: What do you think about how you
were taught at the university?

ST6:

university taught me was by lecturing.

The way that lecturers at the

Sometimes it was boring because each
lesson was about three periods (150
minutes). It was quite long when | only sat
and listened. There were some courses

where lecturers assigned us to do

something, or asked us to perform
activities. | liked it when | was taught in
this manner, as | didn’t feel sleepy and I
had to think whilst doing.

R: In your opinion, have you been
prepared to adopt the learner-centred
approach?

ST6: Yes, | have been prepared.

R: How have you been prepared?

STé6:

one course

I only vaguely remember. There was
in which | learnt about
cooperative learning. In this course, | learnt
various kinds of teaching techniques. | had
to teach my classmates using the teaching
technique assigned to me. My classmates
were my students. | did peer teaching.

R: Was there only one subject?

ST6: There was one more subject. In this

subject, we learnt how to write a lesson

plan, and plan a lesson in English. We had
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Original transcript (Thai)

Translated version
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to think about which activity should be
used in order to teach that lesson. This
course was similar to the one that I just
mentioned, but we had to use English all
the time. | taught my classmates. The focus
of the lesson was on providing our students
with opportunities to do activities and work
cooperatively. 1 learnt about classroom
management and how to select activities for
students. It seemed to focus on the learner-
centred approach.

R: Did a lecturer at university model

how to put this approach into practice?

ST6: According to my understanding, there
were some, but only a few. | certainly
remember that there were at least two
lecturers who | told you about. Some
lecturers gave me a topic and we had to
search for information, do a report and
present it in class. Sometimes | worked in
groups.

R: Do you think this way of teaching is
learner-centred?

ST6: | think it is.
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Appendix G: Sample Questions from First Post-Lesson Interviews

1. According to your understanding, what does the learner-centred approach
mean to you?

(Probe: How would you define learner-centred instruction? What do you know
about it?)

2. What are the characteristics of learner-centred teaching practice?

3. What are the things that a teacher needs to do in order to be learner-centred?

4. Do you think the learner-centred approach is important? Why?

5. Do you think you have incorporated the learner-centred approach into your
teaching during your internship?

(Probe: If the answer is yes, could you please give some examples of how you
incorporated these ideas into your teaching? If the answer is no, why?)

6. According to your understanding, what does the word *activities’ mean to you?
(Probe: Can you give me some examples? Do you always use activities in your
lessons? What activities do you always use? Do you think an activity is
important? Why?)

7. What do you think about pair work or group work?

(Probe: Which type of classroom organisation do you most frequently use?
Why do you use it? Have you ever used pair work or group work? What are
your reasons for using (or not using) pair work or group work?)

8. What exactly do you understand by the term ‘learner involvement’?

(Probe: Can you tell me more about that?)
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9. Do you think you should collect and analyse information about students’
interests and needs in order to plan your lesson?
(Probe: Is it possible? How do you plan your lesson?)

10. Do your students have a chance to participate in planning a lesson?
(Probe: If the answer is yes, how? If the answer is no, why?)

11. Have you ever trained students to be responsible for their own learning during
your internship?
(Probe: If the answer is yes, how? If the answer is no, why?)

12. What is your role as a teacher in the classroom?
(Probe: Why do you play these roles? When you play these roles, do you think
you are teacher-centred or learner-centred?)

13. What kinds of roles do you think your students usually play?
(Probe: Who is dominant in your class? When your students play these roles,

do you think you are teacher-centred or learner-centred?)
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In the final part of the interview, I am going to show you some episodes from

your teaching.

1.

In this episode, please describe your own teaching. Is it more teacher-centred
or more learner-centred?

Can you give me more details concerning in what ways you think your lesson
is learner-centred or not learner-centred?

Can you explain to me why you chose to use that/those particular method(s)/
activity (activities)?

In this episode, do you think you used any activities?

(Probe: If the answer is yes, what are they? Why did you use these activities?
Do you always use these activities? If the answer is no, why? )
What are the roles that you are playing in this episode?

(Probe: What are your reasons for adopting this/these role(s)? Do you always
play this/these role(s)? When you play this/these role(s), do you think you are
teacher-centred or learner-centred?)

What are the roles that your students are playing in this episode?

(Probe: What are your reasons for allowing them to play this/these role(s)? Do
they always play this/these role(s)? When they play this/these role(s), do you
think your teaching is teacher-centred or learner-centred?)

Do you think you had any difficulties in adopting the learner-centred approach
in this lesson?

(Probe: What were they? Do you always have these difficulties?)

Thank you very much for your time. I have no further questions. Is there

anything else you would like to add, or ask about, before we finish the interview?
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Appendix H: Sample First Post-Lesson Interview Transcripts

First post-lesson interview with ST6
School: 4
Date: 1 October 2010

Original transcript (Thai)

Translated version
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R: According to your understanding,
what does the learner-centred approach
mean to you?

ST6: I’'m not quite sure what it really
means. | think LCA means that students
cooperate with the teacher. They participate
in the process of learning. They have to do
something. They don’t just sit and listen to
the teacher. They may work in groups or in
pairs to share their ideas with their friends.
They might be able to choose topics that
they want to study by themselves. They
have the right to choose. They should also
have the right to express their opinions.
Sometimes in the class, they either learn by
themselves or they study on their own
instead of listening to the teacher all the
time.

R: When you said, ‘student involvement’,
what do you mean by this?

ST6: |

opportunities to do something, such as play

mean students should have
games, answer questions, practise asking
and answering questions, or do activities
which | assign to them. They shouldn’t only

sit and listen to me.
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Original transcript (Thai)

Translated version
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R: Why do students have to work in
groups or pairs?

ST6: When students work in pairs or
groups, they have opportunities to work
together and work cooperatively. They
brainstorm ideas, learn by doing, and share
ideas. They brainstorm their ideas and
present them in front of the class.

R: Any other reasons?

ST6: No.

R: Which type of classroom organisation
do you most frequently use?

ST6: | always give lectures to a whole
class, but sometimes | assign students to
work in groups or in pairs.

R: Why do you always use whole-class
teaching?

ST6: | can cover all the topics that |
planned to teach in each period and the
students are not chaotic. The class is not
noisy.

R: Why do you rarely use pair work or
group work?

ST6: If I allow students to work in  groups,
they would prefer to work with a group of
their friends who are less competent. This
means that the group cannot complete a
task on time, or they cannot perform a task.
Stronger students would like to work
together, while the weaker ones also would
like to be in the same group. If | put

stronger and weaker students together, they

are not happy. When they work in groups,
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Original transcript (Thai)

Translated version
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they make a lot of noise and are chaotic.

R: Are these the reasons for not using
group work?

ST6: Yes.

R: Do these reasons make you give up on
using group work?

ST6: 1 do not give up, but I use it less.

R: Why don’t you stop using group
work?

ST6: In fact, working in pairs and groups is
beneficial because  students  have
opportunities to learn and help each other
and practise speaking English. This allows
me to know how much they understand.

R: What are the characteristics of
learner-centred teaching practice?

ST6: Students have opportunities to work
together. They may work in pairs or in
groups. We need to have activities because

students will learn by doing.

R: Is it necessary to use activities in
learner-centred teaching?

ST6: It is necessary because when | use
activities, the student will have fun.
Activities can stimulate their interest and
attract their attention. They feel more
relaxed. Students’ learning is enhanced
when the teacher incorporates  activities
into  his/her lesson. The important thing is
that students have opportunities to practise
using English in the classroom.

R: Any other characteristics?

ST6: Learner-centred teaching is concerned
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with involving students in learning how to
think and doing thing by themselves. It
does not mean that the teacher only gives a
lecture in front of the class and students
merely listen to the teacher. I think the
teacher should be the one who motivates
students and give them help when they have
problems. The teacher can be a person who
gives them an answer when they do not
understand, or the teacher is a consultant.

R: According to your understanding,
what does the word ‘activities’ mean to
you?

ST6: Activities include games, such as
bingo, singing, or practising a given a
dialogue in pairs.

R: Are there other activities?

ST6: No.

R: Do you know Jigsaw reading or
information gap activities?

ST6: Are they activities that allow students
to do a survey?

R: Do you think the learner-centred
approach is important? Why?

ST6: Yes. | think it is important because it
helps students learn more. In addition,
students have opportunities to learn by
doing. They do not just learn from the
teacher teaching.

R: Do you think you have incorporated
the learner-centred approach into your

teaching during your internship?
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ST6: | think 50% of my teaching is learner-
centred. Sometimes it is quite difficult, as
students will not cooperate with me. When
I ask them to do something, they lack
confidence and feel shy. Other causes are
mostly due to their lack of cooperation and
low English proficiency. In one class, smart
students represent less than half of the
whole class.

R: You said 50% of your teaching is
learner-centred, can you explain to me

what your teaching is like?

ST6: Instead of sitting idly and listening to
the teacher, students work in groups or in
pairs, or they do activities that | already
mentioned. Sometimes they do worksheets.
R: What is the other 50% of your
teaching like?

ST6: | give explanations. | explain and ask
some questions to find out whether the
students understand. | give them worksheets
and they do worksheets. If it is an easy
topic, | explain. | use some teaching
materials, for instance pictures, word cards,
and realia. Some examples of realia include
things in the class (desks, and school
supplies). They can look at teaching
materials, pictures and worksheets.

R: What exactly do you understand by
the term ‘learner involvement’?

ST6: According to my understanding,

learner involvement means that students
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have a chance to participate in the teaching

and learning process by answering
questions, speaking to their classmates in
pairs or in groups, or practising speaking
in front of the class, or doing activities and
worksheets.

R: What is your role as a teacher in the
classroom?

ST6: Mostly, | am a person who provides
knowledge for students or the one who
teaches and guides students. | mainly teach.
Occasionally, | assign them to study on
their own and | help them. | give them
some help when they ask for it or do not
understand

R: When you play these roles, do you
think you are teacher-centred or learner-
centred?

ST6: If I am a knowledge provider, | think
I am teacher-centred. But if | am a guide
or a helper, | think I am a learner-centred
teacher

R: In a learner-centred classroom, what
are the roles of the teacher besides
being a guide and a helper?

ST6: The teacher is a consultant, a learning
advisor and a motivator.

R: What kinds of roles do you think your
students usually play?

ST6: They are listeners. They do the work
and activities that | assign to them. They

make comments. Sometimes they make
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decisions about what they would like to
study or do. They answer my questions.

R: When your students play these roles,
do you think you are a teacher-centred
or learner-centred teacher?

ST6:

learner-centred teacher. When my students

| am both a teacher-centred and a

are doers and listeners, | am a teacher-
centred teacher.

R: Who is dominant in your class?

ST6: Mostly, the teacher is dominant
because the teacher has to plan a lesson and
teach.  Students’

choose what to

opportunities to choose what they would

like to study are very rare.
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Appendix I: Samples Questions from Second Post-Lesson Interviews

1. Can you describe in more detail in what way you think your teaching in this
episode is learner-centred or not learner-centred? Can you reflect on what you
perceive to be learner-centred in your teaching?

2. I noticed you did this/ that ..., what were your reasons for doing this/that?

3. Do you think you used any activities in this lesson? What are your reasons for
using or not using activities?

4. Do you know any communicative activities? What are they? Do you think you
used them in this lesson? Why?

5. What is/are your role(s) in this lesson? Why have you taken up this/these
role(s) in teaching?

6. What are the roles played by students in this lesson? Do they always play
this/these role(s) in your lessons? Why?

7. ls it easy or difficult to be learner-centred during your internship? Why?

8. Did you experience any difficulties when you adopted the learner-centred
approach?

(Probe: If the answer is yes, what are they?)

9. Are you satisfied with your teaching today? If you had taught this lesson

again, would you have taught it differently?

10. Do you have anything else to add?
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Appendix J: Screenshot Sample of NVivo Analysis
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This analysis was created in the year B.E. 2555 (2012).
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Appendix K: Detailed Analysis of Mode of Classroom Organisation

ST3: Lesson 2
Topic: Daily life (What time do you get up?)
Level: Grade 8

Lesson duration: 51'15"*

. . . Individual
Activity Sta}rtlng Whole Pair work Group Individual work (Vz Total
time class work work 3
or N°)
Greeting and asking the students about 0.00 126"
the notice on the WB
1. Vocabulary revision: The teacher 1.26 v 2'34"

shows word cards, and students repeat

the words after the teacher.

2. The teacher teaches ‘What time do 4.00 4 2'42"
you get up?’. The teacher calls two

students (one boy and one girl) to be a

model in front of the class. One student

asks and the other one answers.

! The prime symbol (') and the double symbol (") are used to represent minutes and seconds.
2 Volunteered
¥ Nominated
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Individual
work (Vor Total
N)

Starting Whole Pair work Group Individual

Activit )
y time class work work

3. The teacher gives worksheets to the 6.42 v 2'40"
students. The teacher explains how to

do the task, and divides the class into

two groups.

4. The students do the task by 9.22 v 5'36"
interviewing five classmates,

‘What time do you get up?’ and writing

down answers on the worksheet given.

5. The teacher explains how to write the ~ 14.58 v 2'34"
answer on the worksheet.

She/He getsupat . Do not forget

to add ‘s’ after the verb because the

subject is the third person singular.

6. The teacher gives the students two 17.32 v 1'30”
minutes to finish writing sentences on

the worksheet.

7. The teacher randomly selects one 19.02 v 134"
student to come to the front of the class,

and this student calls three classmates,

whom he interviewed, to the front.

8. The boy asks each classmate, ‘What 20.36 v 50"
time do you get up?’ and he/ she

answers, ‘I get up at ’
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Starting

Activity time

Whole
class

Pair work

Group
work

Individual
work (Vor Total
N)

Individual
work

9. The teacher randomly selects one 21.26
student to come to the front of the class,

and this student calls three classmates,

whom he interviewed, to the front.

10. The boy asks each classmate, ‘What ~ 23.42
time do you get up?’ and he/ she

answers, ‘I get up at ’

11. The teacher randomly selects one 24.38
student to come to the front of the class,

and this student calls three classmates,

whom she interviewed, to the front.

12. The girl asks each classmate, ‘What 25.58
time do you get up?’ and he/ she

answers, ‘I get up at ’

13. The teacher randomly selects one 27.00
student to come to the front of the class,

and this student calls three classmates,

whom he interviewed, to the front.

14. The boy asks each classmate, ‘What ~ 28.16
time do you get up?’ and he/ she

answers, ‘I get up at ’

15. The teacher asks students to recap 29.10
how to ask and answer the question.

Students reply in unison.

v

2'16"

56"

120"

1'02"

116"

54"

31"
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Starting

Activity time

Whole

Pair work
class

Group
work

Individual
work (Vor Total
N)

Individual
work

16. The teacher gives the second 29.41
worksheet, and explains how to do this
worksheet.

17. Students do the task individually 33.23
(Look at the picture, and fill in the

blank.)

18. The teacher tells students to swap 46.02
their worksheets, and writes the

answers on the WB. Each student

checks whether his/her friend’s answers

are right or wrong. Some students ask

the teacher whether his/her answer is

right when the answer is different from

the answer that the teacher wrote on the

board.

v

342"

v 12'39"

513"

Total 51'15”

31'34" -

536"

12'39" - 51'15”

Note: The total length of this lesson was 51 minutes and 15 seconds, but in the analysis, the greetings from students at the beginning of
the lesson, which lasted 126", were excluded. This means that the total length of this lesson was 49 minutes and 49 seconds.
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Appendix L: Narrative Descriptions

ST1: Lesson 2 Topic: Did you have a good time?
Level: Grade 9 Lesson duration: 42'26”
1'47" ST1 gave worksheets to the students (Ss) and she told the Ss T-C

to try to read the dialogue by themselves first, and then, she
asked whether the Ss understood the dialogue. Then, she
summarised the meaning of the dialogue in Thai.

4'08"” ST1 read the dialogue and the Ss listened. After reading, she T-C
asked what the dialogue was about. Two Ss voluntarily T-S
described the meaning of the dialogue.

4'52" ST1 read the dialogue line by line, and the Ss repeated after her. T-C
Whilst the Ss were repeating after her, she corrected the Ss’
pronunciation when they mispronounced.

7'07" ST1 explained the meaning of this dialogue. She sometimes T-C
translated the dialogue into Thai, or asked the Ss some T-S
questions. Some of the Ss volunteered to give answers. She
also told them when they could not answer.

8'55" ST1 read the dialogue line by line, and the Ss repeated after her.  T-C

11'40” ST1 divided the Ss into two groups (A and B) and practised Ss-Ss
reading the dialogue out loud. When the Ss mispronounced, she T-Ss
corrected their mispronunciation. T-C

13'53" They swapped over (A to B and B to A). When the Ss Ss-Ss
mispronounced, the class helped correct their friends’ S-Ss
mispronunciation. T-C

15'49” ST1 randomly selected one pair of Ss (one was a girl and the S-S
other was a boy) to practise the dialogue in front of the class. T-S
She allowed a student to choose to be A or B. She called another ~ T-Ss
boy to help the boy when he could not speak the dialogue Ss-S
correctly. When the Ss, in the front of the class, did not know T-C

how to pronounce a word or a sentence, she asked the class to
help them, or she provided them with some help. After that, this
pair selected the next pair to go to the front of the class.
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21'07" The second pair (one girl and one boy) went to the front S-S
of the class to practise the dialogue. ST1 allowed them
to choose to be A or B. They said the dialogue by
themselves. One more pair was selected by the second pair.

23'04" The third pair (one girl and one boy) went to the front S-S
of the class to practise the dialogue. The boy was B and the
girl was A.

25'10" ST1 explained how to complete the dialogue on the worksheet T-S
given. The Ss individually completed the dialogue S-S
on the worksheets, using their own words (Gap-filling). T-Ss
She moved around and offered individual assistance to the S-Ss
Ss. Some Ss asked questions. Some Ss helped each other.

33'13" ST1 randomly selected one boy and that boy selected his S-S
own partner to present the dialogue that they had completed
in front of the class.

37'50" ST1 asked a girl to volunteer to present the dialogue in S-S
front of the class. The class and the teacher helped the pair, T-S
when they could not pronounce a word. S-Ss

38'39" ST1 recapped the lesson. T-C

40'35” ST1 told the Ss what they needed to prepare for the next T-C
lesson, whilst collecting the worksheets.

4226" The lesson ended.

T- teacher; C-whole class; S-student; Ss-students

The prime symbol (") and the double symbol (") are used to represent minutes and

seconds. The last two activities were excluded from the analysis.
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Appendix M: Classroom Layout

All eighteen lessons were conducted in three different types of classrooms. Fifteen
lessons were conducted in ordinary classrooms, two lessons were conducted in a
language laboratory with booth seating, and one lesson was conducted in an audio
visual room. Class settings include the class sizes, classroom types, seating

arrangements, and resources available.

Ordinary Classroom

Most of the lessons were conducted in this type of classroom where there were two
exhibition boards, a blackboard and/or a whiteboard in front of the class. On the wall
above the blackboard, sometimes there were pictures of the King, the Thai flag, and
the image of Buddha, and there was a clock under these pictures. The teacher’s desk
was mostly in the front left-hand corner. In the back right-hand corner of the
classroom, there was cleaning equipment, such as brooms, a dust pan, a mop, and a
dustbin. All students had their own desks. They were made of wood and were
movable but rather heavy. Students sat in rows and columns with two to five students
sitting next to each other as illustrated in Figure 1. The most common seating

arrangement was in lines and rows.

There were no multimedia facilities, such as tape recorders, video players, CD

players, projectors, or visualisers in this type of classroom.
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5 = teacher’s desk
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1 = blackboard 6 = clock

2 = whiteboard 7 = students’ desks and chairs
3 = exhibition boards 8 = windows

4 = teacher’s desk 9 = doors

5 = computer

Figure 1 Ordinary classrooms

Laboratory

The room consisted of a long blackboard in the middle at the front of the classroom
with two exhibition boards at each end. Above the blackboard were three pictures; an
image of Buddha and pictures of the King and the Queen. In both the left and right
corners, there were televisions near the ceiling. In front of the blackboard, there was a
master console (the teacher’s position) with one computer. The 40 booths were in 5
rows and two columns. Each row comprised of 4 adjacent booths. As the laboratory
was adapted from an ordinary classroom, this room was rather plain. It was notable
that the room was affected by noise as a result of chair movement in class. Windows

were on both sides of the classroom.
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i T
e hi====
7 LT T 1T 1 [T T 1T 1 7
[T T T 1 [T [ T 1
[T T 1T 1 [T T T 1
1 = blackboard 7 = windows
2 = exhibition boards 8 = doors
3 = computer 9 = amplifiers
4 = counter 10 = students’ booths

5 = pictures of the King and Queen

6 = image of Buddha

Figure 2 Laboratory with booth seating

Audio-Visual Room

This room was the best equipped, as there was a TV, an amplifier, a microphone,
curtains, a computer, a projector, and a big screen which could be raised and lowered
manually in front of the room. All seats were arranged in a U-shape with an open area
in the middle. All tables were similar to those in the teachers’ offices. Chairs in this
room were made of plastic and metal, so they were very noisy when moved. This

room is used for staff meetings, faculty activities and the viewing of videos, DVDs,
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and CDs. Normally, it was not used as a classroom. It was also more spacious than

ordinary classrooms.

-
: =
Il 0
_ i i
il i
6 i i
L] ] I]
0 0
I I
M i I
I I
6 i 0
i == ==17/

1 =screen 5 = tables and chairs

2 = set of altar tables 6 = windows with curtains
3 = table with amplifier 7 = doors

4 = table with laptop 8 = air-conditioner

Figure 3 Audio-visual room
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Appendix N: Transcription Conventions

Ss
S

S1

[]

(0.4/4.0)

()

(XXXX)

Tl

T-E-M-P-L-E
()
%

$$

DAY

teacher

several students at once or the whole class

student (not identified)

identified student

overlapping utterances — ( beginning [ ) and (ending ] )
turn latching: one turn follows another without any pause
silence; length given in microseconds or seconds

a micro-pause (1 tenth of a second or less)

sound extension of a word (more colons demonstrate longer
stretches)

an abrupt stop in articulation

unintelligible utterances

underlined letters or words indicate emphasis

rising or falling intonation

surrounds talk that is quieter

spelling

analyst’s notes

illustrates the point made

surrounds a ‘smiling’ voice

capitals indicate increased volume

Modified from Atkinson and Heritage (1984)
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Thai transcription

pha:sa: International Phonetic Alphabet (IPA) with Phonemic tones

(Naksakul, 2002)

(Thai) English translation
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Appendix O: The International Phonetic Alphabet (Revised 2005)

THE INTERNATIONAL PHONETIC ALPHABET (revised to 2005)

CONSONANTS (PULMONIC) © 2005 IPA
Bilabial | Labindental| Dental |AJVL'nJar |Pneita|v|:nla1r Retroflex | Palatal Velar Uvular | Pharyngeal [ Glottal

Plosive pb t d {t dic 3|k g|q G 7

Nasal m m n n| n n| N

Trill B T R

Tap or Flap \'a r r

meae | B[ F v|B O][sz|[ 3]s z[¢ j|x Y[y | h T[h A

St i K

Approximant v 3 i ] u

gt l L] A] ¢

Where symbols appear in pairs, the one to the right represents a voiced consonant. Shaded arcas denote articulations judged impossible.

CONSONANTS (NON-PULMONIC)

Clicks Woiced implosives Ejectives
2
O Eialabaal 6 Billabial Examples:
2
I Deenstal C[ Dentsliabveolar p Bilahial
, k]
U (Postialvestar Palatal t Dentalfalvenlar
2
# Palatoalveslar g Velar k Velar
g .7
" Alveolar tsteral | (5 Uvular S Alveolar fricative

OTHER SYMBOLS

M

W Voiced labislvelar approximast

q
H

¢
?

Voscebess labial-velar fricative

Voiced labial-palats] spproximant fj
Voiceless epiglottal fricatve
Viiced epiglottal fracative

Epiglottal plosive

C Z alveolopatas fcatives
| e flap
Sienulianeous I ad X

Adfricates and double articulations
can be represented by two symbols
joined by a tie bar if necessary.

VOWELS

Close-mid

Open-mid

Open

kp ts

e

o
DIACRITICS  Diacritics may be placed above a symbol with a descender, e.g. I]

Front

Close i. y

Voiceless n d Brestbyvoiced 1) & Dental t d
o 6 o .  w £ ™
Voiced St Creskyvoiced D) & Apical t d
v ¢ L < u
h h gh
Aspiratid t" d . Liogukbial [ C'l L, Lamiml E (;Ii
w W w - =
, Mo rounded ) Labialized ™ d Nasalized c
n n
. Less rounded ? Palatalized t d Nasal release d
/ I I
, Advanced u Velarized ty dv Lateral nelease d
i T A o
_ Retracted c Pharyngeatized L d Noaudible relase ()
Centralized € = Welarired or pharyngealized '1'
o x
Midwcentralized © . Raised ¢ (o = voiced alveotar ricative)
| Syllabic n . Lowerad [~ [E = vaiced bilabial approximant)
Nomesyllabic  © Advanced Tongue Root =
~ = £l
Rhoticity A | | Rewacted Tongue Root =

Central Back
et Waeu
IY 3]
Cep—— 920—— Y40
2
Ee(E—3¢G—A4D
2 v

de(E——(Ae+D

Where symbaols appear in pairs, the one
to the right represents a rounded vowel.

SUPRASEGMENTALS

Primary stress
Secondary stress
founa'tifan
[+H
Halflong €7

wt
Extrashont €

+ Long

| Minor (foot) group
" Major {(mtonation) group
. Syllable break  Ji.22KT

Linking (absence of a break)

TONES AND WORD ACCENTS

LEVEL CONTOUR
' Extra . 4
Co | hgh  Cor A Roing
- A
e ] High e N Falling
— = High
€ dm € 1 ..
Y pul

L

€ o w € A e
- Extra 2 Hising=
€ Jw € 7 i
o nstep A CGilobal rise
2y Upstep My Global fall

Source:

http://www.langsci.ucl.ac.uk/ipa/IPA_chart_%28C%292005.pdf
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Appendix P: The International Phonetic Alphabet (Thai)

1. Thai Consonants

1.1 Initials

In each cell below, the first line indicates the International Phonetic Alphabet (IPA),

and the second indicates Thai alphabets in the initial position (several letters

appearing in the same box have identical pronunciation).

Table 1 Thai consonants (initials)

Bilabial | 52219 |  Aweolar | P%U |palatal| velar |G
dental alveolar tal
[th/ Kb/
Ay AR I/ oo
Plosive 5 M| . i Y
u 29 a, |29 nolaa, *
NN o
2,1M,9 a
In/
Nasal Im/ /n/
y U q
Is/
- mo| e ,h/
Fricative o oF, 9,
' n,8
Y,
[teh/
Affricate Itel | Ite
D] %Y, A
Trill Il
9
Approxi- Iw/ lil
mant 2 v
N/
Lateral
a,w
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“At the end of a syllable v /b/ and a /d/are devoiced, becoming pronounced as /p/ and

It/ respectively.

“a /k" and a /k"/ are no longer used. Thus, modern Thai is said to have 42 consonants.

" Initial o is silent and is therefore considered as glottal plosive.

1.2 Finals

Table 2 Thai consonants (finals)

Bilabial Alveolar Palatal Velar Glottal
It/
Ip/ k!
2,%,%,0,9,9 .3, -
Plosive vl w, ., 12/
n,a,9,0,0,9,5,
‘1/\],51 A,
Y, a
n/
Im/ n/
Nasal 9,1, g
y J
3,0,
. Iw/ ljl
Approximant . i

" The glottal plosive appears at the end when no final consonant follows a short

vowel.

2. Thai Vowels

2.1 Monophthongs
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Table 3 Thai monophthongs
Front Back
unrounded unrounded rounded
short | long | short | long | short | long
Cl fif fi:/ fw/ fur:/ fu/ fu:/
0s€ @ 2 2 2 q )
cl i lel le:/ s/ ls:/ o/ lo:/
ose-mi 10y 19 108y 198 [GF 1a
. [el le:/ Il 2/
Open-mid | .. I 1y 28
lal la:/
Open 2y, 21
Source: http://en.wikipedia.org/wiki/Thai_language
Table 4 Long-short pairs with instances
Long Short
Th.a' IPA Thai Meaning Th.a' IPA Thai Meaning
script word script word
o1 | fa | [fal i lid oz | fa/ | /fan/ du | todream
G liz/ /ti:/ @ to hit 8 lil ftit/ An to stick
9 | /u/ | /du/ 9 to look 9 ul /du/ ) fierce
o | fe | Ithe:/ M topour | twy | /el | /khem/ | 1w salty
we | lex/ | Ite/ el but woz | /el kel g sheep
80 [fw/| /mw/ | fle | hand 5 | /Wl jdwn/ | A | topull
wo | /il | Itehy:n/ | vy | toinvite | wez | /x/ | /gwn/ QU money
one kind
To | /o:/ | /kbom/ | Tww | of Thai | Tez | /o/ | /kbon/ | au to stir
drama
o0 | [o:/ | /kho/ Ao neck w1 | [of 1ks/ Ine island
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2.2 Diphthongs
Table 5 Thai diphthongs
Long Short
Thai| 1PA | TN | 1pa | Meaning | Thai | 1PA | "M@ | 1pA | Meaning
word word
0o | fura/ | de | [sunal tiger oz | fwal fwa/

d . j . _ . .. | The sound
. Y, o o h
oy | /i:a/ 1y [si:a/ rotten wer | fia/ ez | /phia/ of beating

83 | /wa/ | aad | [Klua/ fear 91 | fua/ | #e  |/phua/ The SOl'Jnd
of beating

2.3 Triphthongs

Table 6 Thai triphthongs

Thai | IPA | Thaiword IPA Meaning
087 | /iaw/ Ole! [kbiaw/ green
220 | Juaj/ B8 Itehtiaj/ help
0oy | /waj/ Aot /tiaj/ saw
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2.4 Extra Vowels

Table 7 Thai extra vowels

Thai IPA | Thaiword IPA Meaning
81 fam/ G /kham/ word
9 frw/
oy Jrw:/ Rl frwsi:/ | hermit (n)
9 MTw/

N [T/

3. Tones

Table 8 Thai tones

Thai

Tone word IPA Meaning in English
mid vh /fa:/ |the fourth note in a musical scale
low fh [fa:/ |violate, break

falling th /fa:/ |blemish, ceiling

high h Ifa:l |sky

rising #h /fa:l |wall, lid
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Appendix Q: Lesson Descriptions

All 18 lessons observed covered different topics, such as the weather, the seasons and

daily routines. The focus of the lessons was on vocabulary, grammar and specific

language functions. All six STs taught an English course, which was compulsory for

all secondary students. Under the supervision of professional qualified cooperating

teachers, the STs were responsible for the whole course in terms of planning, teaching

and assessment.

Lists of topics, pedagogical goals, and the length and contents of

each lesson are presented in the following table. The data were drawn from both the

STs’ lesson plans and the classroom observation notes.

Table 1 Lesson descriptions

Length
of the .
Student Pedagogical . Contents of the
School Lesson  lesson Topics
teacher (in goals lesson
minutes)

1 ST1 1 41 -Explain the Did you -Vocabulary
meaning of have a -What can you
the words good time? see in this
-Pronounce picture?
the words that -1 can see....
are used to -Where did you
describe the go?
weather and -lwentto ....
tourist -What was the
attractions weather like?
correctly -1t was.....

2 42 -Talk about Did you -How was your
travel and have a trip in [sic].....?
trips in the good time? -How long did
past you stay there?
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Table 1 (continued)

Length
of the .
Student Pedagogical . Contents of the
School Lesson  lesson Topics
teacher (in goals lesson
minutes)
-Talk about -What was the
the weather weather like?
and
interesting
places
3 42 -Explainthe  Did you -Past Simple
sentence have a tense
structure of good time? -Verbs (Past
the past tense form):
simple tense Regular and
-Use past irregular verbs
simple tense
correctly
-Write the
sentence
using the
correct
form (past
tense) of the
verbs
1 ST2 1 33 -Explainthe ~ What is -Vocabulary
meaning of there for (food for
the words lunch? breakfast, lunch
related to as well as
meals and dinner, desserts
food and drinks)
-Pronounce -What do you
words usually eat for
correctly breakfast/lunch/
-Talk about dinner?
their favourite -What is your
food favourite food?
2 48 -Pronounce What is Dialogue from
the dialogue  there for the textbook (p.
correctly lunch? 34)
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Table 1 (continued)

Length
of the
lesson
(in
minutes)

school Student

Lesson
teacher

Pedagogical

goals Topics

Contents of the
lesson

2 ST3 1 45

-Answer
questions
about the
dialogue
-Understand
the words
about food in
the dialogue

What is
there for
lunch?

-Use ‘some’
and ‘any’
correctly

- Use ‘There
is’ and ‘There
are’ correctly.
-Differentiate
between
countable and
uncountable
nouns

-Pronounce
words,
explain their
meaning and
spell the
wordsthat are
used to
describe their
daily life

Daily life

-Pronounce
the words,
explain their
meaning and
spell the
words that are
used to

Daily life

-Some/ any
-Countable and
uncountable
nouns

-There is/ There
are

-Vocabulary:
get up, get
dressed

-Vocabulary
-What time do
you get up?

375



Appendixes Appendix Q
Table 1 (continued)
Length
Student of the Pedagogical . Contents of the
School Lesson  lesson Topics
teacher (in goals lesson
minutes)
describe their
daily life
-Talk about
their daily life
3 48 -Talk about Daily life  Vocabulary
their daily life -What time do
you ?

3 ST4 1 50 -Talk about Daily -Vocabulary:
everyday routines wake up, take a
activities by shower, drink
using present coffee
simple tense -Present simple
-Add ‘s’ or tense
‘es’ to verb -How to add ‘s’
forms or ‘es’ to verb
correctly forms
-Use a -What do you
correct word usually do at
to describe _?
daily routines -lusually

2 42 Ask and Daily -What time
answer routines do/does
questions you/she/he
about daily usually __ ?
routines -1/She/He

usually _  at
What do/does
you/she/he
usually do at
home?
I/He/She
usually :

3 55 Add ‘s’ or Daily -How to add ‘s’
‘es’ to routines or ‘es’ to verb
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Table 1 (continued)
Length
Student of the Pedagogical . Contents of the
Lesson  lesson Topics
teacher (in goals lesson
minutes)
verb forms forms
correctly
4 ST5 55 -Pronounce Verbs -Vocabulary:
verbs, and verbs
explain their - -ing form of
meaning verbs
-Ask and -Present
answer by continuous
using ‘What -What are you
are you doing?
doing?’ -lam __ Ving __.
-Use the
present
continuous
correctly
45 -Pronounce My house  -Vocabulary:
and bedroom,
understand basement
the meaning -What is this
of words room?
-Ask and -ltisa___.
answer about -Where is the
a house 7
-Itis in the
50 -Pronounce, = Weather -Vocabulary:
tell the rainy, sunny,
meaning of windy, cloudy,
and spell the foggy
words which -What is the
are used to weather like?
describe the -It’s :
weather
-Use a correct
word to
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Table 1 (continued)
Length
Student of the Pedagogical . Contents of the
Lesson  lesson Topics
teacher (in goals lesson
minutes)
describe the
weather
-Ask and
answer about
the weather
4 ST6 1 49 -ldentify a Part of Noun, verb,
part of speech  speech pronoun,
of given adjective,
words adverb,
-Write preposition,
sentences conjunction,
correctly by interjection
using given
words
2 43 -Translate a Seasons -Vocabulary:
short passage winter, spring,
into Thai summer,
-Explain the autumn
differences -Four short
between the passages about
four seasons the four seasons
-Present and
summarise
what they
read in front
of the class
3 45 -Use Preposition Prepositions: in,
preposition on, under,
correctly beside, between
-Talk about
where things
are by using
the right
preposition
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The length of the lessons in Schools 1 and 2 was 50 minutes, whereas in Schools 3
and 4, the lessons lasted for 1 hour. The lessons observed were shorter in School 1
and 2, as students had to travel from building to building and from class to class after
each period due to the insufficient number of classrooms. As can be seen from this

table, ST5’s and ST6’s lessons lacked continuity.
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