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Abstract

Autonomy is widely acknowledged as a necessary capability of the language learner and a
prominent goal for successful language teaching (Benson, 2011; Holec, 1981; Lee, 1998; Little,
1999; Smith, 2008). Little (1995) claims explicitly that learner autonomy depends on teacher
autonomy. Benson and Huang (2008) also observe that research on autonomy is in a transition
from a focus on foreign language learning to foreign language teaching. However, most
previous studies on teacher autonomy were from a theoretical perspective, so they lacked
empirical evidence from practice in language classrooms. In China, College English is a
compulsory course in most of the public universities, and its teaching is under strict control of
accountability and national policy. This context provides an excellent lens to observe how
teacher autonomy functions in such classrooms. Therefore, this study took a Chinese public
university as a case to investigate teacher autonomy in College English classrooms. The case
study focused on the following four research questions:

1) What are Chinese College English teachers’ attitudes toward learner and teacher
autonomy in their work?

2) What are CE teachers’ practices in their classrooms?

3) Do their teaching practices align with their attitudes toward autonomy?

4) What does teacher autonomy mean in the context of CE teaching in China?

To address these research questions, semi-structured interviews were utilised to understand
teachers’ attitudes toward autonomy. In addition, classroom observation was conducted to
investigate participants’ teaching practices, and stimulated recall protocols were adopted to
interpret teachers’ understanding of their practice. Fourteen College English teachers in the
case university participated in this two-month study. Interviews, selected video clips of
classroom observations and stimulated recall interviews were transcribed and analysed
qualitatively. As a result, three themes emerged: context of teaching, teachers”’ attitudes toward

autonomy, and their classroom practices.

Three main findings were as follows. Firstly, the fourteen participants could be categorized
into three groups based on their varied attitudes toward teacher and learner autonomy in their
work. They were the less autonomous group, moderately autonomous group, and more
autonomous group. Second, the comparisons of classroom observation and semi-structured

interviews revealed that participants’ teaching practices were consistent with their attitudes



toward autonomy. Thirdly, a learner-centred pedagogy with improvisational teaching practices
and rich learner-supportive interactions was the main demonstration of teacher autonomy in
language classrooms in which the institutional, instructional, and physical contexts were not so

autonomy-friendly.

In conclusion, the findings contribute empirical evidence to supporting the theory of teacher
autonomy. In addition, the findings also suggest that the more autonomous teachers should be
role models for other teachers to pursue a more flexible and positive attitude toward autonomy,
a more improvisational teaching method for learner-supportive purposes, and a more learner-
centred pedagogy in EFL education even under contextual constraints. Finally, the study calls
for more systematic and individualized professional education or development programs for

EFL teachers in China to promote their autonomy.

(Words 475)
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Chapter 1

Introduction

China is home to the largest number of English language learners in the world, yet the way
China currently undertakes English teaching is long and widely regarded in a negative way
both by people in China and abroad (Hu, 2008; Rao, 2013). With the development of higher
education in China, College English (CE) is a compulsory course for almost all non-English
university students (Du, 2012). In recent years, CE teaching has changed significantly and is
achieving progress. However, despite significant reforms, English as a Foreign Language (EFL)
teaching outcomes have not progressed satisfactorily, even though teachers work hard to meet
all School requirements. It seems that a major problem is poor quality CE teachers (Du, 2012).
Little (1995) argues that “genuinely successful teachers have always been autonomous in the
sense of responsibility, reflection and control of teaching process, and exploiting the freedom

for their teaching” (p. 179).

The description of “genuinely successful teachers” is an idealistic one. The fact remains that
today’s Chinese CE classroom teachers are far from ideal. In consideration of insufficient
teacher training resources, limited investment and attention to teacher development courses,
unsystematic school-based teacher education programs, and a significant number of CE
teachers (Wang & Wang, 2011), teacher autonomy emerges an ideal goal and concept to
improve the quality of Chinese CE teachers. Facing internal and external motivating factors,
the concept of teacher autonomy is embraced and heatedly discussed by teachers and

researchers as a panacea to the problem.



1.1 Motivations

There are two main motivations for me to conduct this study. One is personal, the other is
external. Firstly, my motivation for this research comes partly from my personal experience.
From my middle-school years up until now, English has been with me as an inseparable part
of my life education because it was a critical part in all the entrance exams | sat as a student. |
was not a talented and motivated English learner, but | fortunately had several nice and
inspiring English teachers. Whenever | reflect upon my English learning experience (from a
reactive English learner to a proactive one), my teachers’ words, acts, encouragements,
tolerance and responsible attitude, etc., come to mind. These teachers not only taught me ABC
and linguistic knowledge, they also instilled in me a positive attitude towards independent and
life-long learning. Little (1991) notes that autonomy is “likely to be hard-won and its
permanence cannot be guaranteed” (p. 4). Regarding this observation, I am a successful
‘product’ of learner autonomy development as evidenced in my decision to pursue further study
through my PhD research. Therefore, | think it is my responsibility to go on to learn the English

language, culture in English speaking countries, and English language teaching methods.

My story as an English learner is not a happy one. | started EFL learning during middle school
and suffered a lot with the subject. Reading (loudly and repeatedly) and recitation were the
main themes in our English class at that time. Twenty-six alphabetical symbols, 48 phonetic
symbols, grammar and greetings were learnt by rote, and listening to English recordings was
rare. At that time, | did not understand the reason for learning English except for examination

purposes, so with such internal resistance | was a bad English language learner beginner.

When | came to understand the significance of the subject for exams and for my own future, |
was forced to spend a lot of time remembering new words and doing extra English exercises.

Three years later, | became a top student in English (judged from exam marks) and after another



three years, | passed the national Entrance Examination to Higher Education (EEHE) smoothly

in 1999. This was a high-stakes standardised and destination-decisive test in my life.

Though it was not my first choice to be an English major student, I studied hard to get good
results in my exams. Unfortunately, those four years of English language learning as a scientific
English major student did not guarantee me excellent communicative competence. It perhaps
is not a big problem when there is no need to use English daily or the possibility to use it in the

future.

English is also a tool to support my life, and a label for me in society, because I use it in daily
work as a CE teacher. In later life, through 10 years of work experience as a CE teacher, my
curiosity about autonomy has intensified. | would like my students to be successful English
learners and | would also like myself to be a successful English teacher. |1 want to develop my
job into a career, transforming myself from an enthusiastic teacher into a reflective and
professional one. Because | know learner autonomy helps students to be successful learners, |
assume teacher autonomy helps teachers—such as myself—to be successful teachers. | began
to research teacher autonomy, and to explore its dimensions and constraints to liberate greater

potential for its development in my teaching practices.

After graduating with honours, | stayed at the university to teach non-English major students.
Many things contributed to the next ten years or so of personal experience working as a CE
teacher, during which time I completed a Master’s degree in Foreign Linguistics and Applied
Linguistics. However, to be an EFL teacher is quite different from being an EFL learner.
Though | had a passion to be a teacher, | still self-reproached for my non-proficient oral
expression and lack of methods to motivate my students learning English. | felt deficient in my

teaching methods, but nevertheless, | remained positive and still felt lucky for two reasons.



Firstly, 1 found it was advantageous to be a female teacher. My communication skills with
students and colleagues, and my friendly attitude toward students, won me respect among
students. I always encouraged students by drawing on my own English learning experience and
this enabled us to develop a close teacher-student relationship. What is more, one student once
told me that they loved my class because | was the only teacher who smiled at them. Secondly,
I should give thanks for the many modern technologies which have changed the way learning
English is undertaken in modern societies in general and the English classroom more
specifically. Audio, visual, internet resources, and PowerPoint presentations are now
frequently used in and outside of English classrooms in great amount, saving a great deal of
class time that was once spent on writing every word on the blackboard. Such technologies
have also made English classes some of the most interesting and colourful lessons to attend. In
recent years, a self-access learning centre has been built in our School, though it is not
completely self-access or as free as one might wish, and not yet developed enough in terms of
management and connection with classroom activities. There are suddenly so many new things
and technologies that we should learn to use as CE teachers to keep up with the times. At the
right time, learner autonomy and teacher autonomy entered our research, career and way of
living. All these intrinsic and extrinsic influences motivated me to research learner autonomy

and teacher autonomy.

The new understanding of EFL teaching in China in recent years is the other motivation for me
to conduct a study of learner autonomy and teacher autonomy in this field. In the summer of
July 2014, a set of EEHE policy changes were released. These policy changes stated that from
2015, English would account for a lower percentage of the overall exam score, whereas the
weighting and marks on Chinese would increase. The frequency of the English test would also
increase to twice a year. These policy changes led to many fundamental changes in the context

of EFL teaching. A sense of crisis came over CE teachers, and most were encouraged to



develop and promote their professional qualification. To answer the call, | made it my goal to

conduct a PhD project on teacher autonomy.

Before | took the first step on my journey to pursue my PhD education in Australia, a small

scenario impressed me deeply. It was a dialogue between two of my colleagues:

Teacher A: | heard that our School will conduct another round of College English
reform. Do you know anything about it?

Teacher B: Who cares, they reform their system, and | teach my classes in my way.
Anyway, they have never counted me in or reformed my way of teaching
in the former reforms.

The teachers’ dialogue aroused my curiosity. I could not help thinking about why my
colleagues’ attitudes toward CE reform differed from each other, why so many top-down
reforms could not translate into reforms in CE classrooms, and whether it was reasonable
to expect course teachers to be successful reform agents just by declaring the superior’s
reform decisions at a staff meeting through an official file. With all these questions, |

started my PhD journey.

1.2 Background

In China, CE is a compulsory course for almost all first- and second-year college students who
are non-English majors. Since China opened its doors to the world in 1978, English has become
a must for all college students for political and economic reasons, and CE Test Band 4 and 6
(CET4&6) became the nation-wide standard test (Sun & Henrichsen, 2011). Since the
implementation of China’s reform policies in 1978, both political and practical factors have
boosted CE education in China. As Adamson (2004) observes, “English is desirable because it

is the language of trade partners, investors, advisers, tourists and technical experts, and these



economic imperatives have been enhanced by China’s enter into the World Trade Organization
and the awarding of the Olympic Games to Beijing in 2008 (Adamson, 2004, p. 3). In other
words, the country needed English—as an international language—to communicate with the
world, so every student was required to learn it to meet the course requirements, regardless of
individual preferences. Since that time, passing the exam has become a necessity in order to
get an undergraduate degree at most universities. This course and its tests are so influential that

its every aspect is the subject of heated discussion.

CE is so important to China that the China Ministry of Education (CMoE) directly and
frequently issues guidelines on how to implement the course, College English Curriculum
Requirements (CECR). In this guideline document, a systematic and detailed structure for an
official way to teach the course is scaffolded. As part of the nation’s political and economic
agendas described above, the CMoE issued the CE Syllabus for arts and science college
students, respectively in 1985, and soon after that (around 1987), the national CET4&6 became

a reality for all non-English major college students (Chen & Zhang, 1998; Liao, 1996).

According to the latest version of this guideline document, CECR (2007):

The objective of College English is to develop students’ ability to use English in a
well-rounded way, especially in listening and speaking, so that in their future studies
and careers as well as social interactions they will be able to communicate effectively,
and at the same time enhance their ability to study independently and improve their
general cultural awareness so as to meet the needs of China’s social development and

international exchanges. (CMoE, 2007, p. 1)

This means CE is different from other English courses in its objectives, knowledge base,
teaching contents, and test requirements. The knowledge in CE is for basic and social use in an

all-round way, not for specific purposes. This objective decides that a CE teacher has to teach



and improve students’ ability in five aspects: listening, speaking, reading, writing and
translation. In this regard, it seems that CE for non-English majors has a lower profile than

English for English major students.

However, CE has a higher profile, regarding its huge number of learners and the profound
impact of its test results on the students’ first degree, future education and employment
opportunities. Generally, the test for CE allows all non-English-major university students to
attend, twice every year (Zheng & Cheng, 2008). CET4 requires test-takers to master a
vocabulary of about 4500 words, while CET6 requires 6500 words and comparatively higher
proficiency in all relevant skills. Sun and Henrichsen (2011) describe the high intake of
CET4&6 examinations in school completion certificate and report an increasing number of test

participants in the 15 years since 1987.

Throughout the last three decades, CE teaching outcomes have made rapid progress. However,
there are still huge challenges and new demands for English language education in China (Du,
2012). As a consequence, Wang (2007) asserted that EFL education in China has entered into
an Innovation Phase (2000-today) after the Restoration, the Rapid Development and the

Reform phases.

The innovation phase beginning from 2000 is characterized by a firm and urgent call
from the government for a quality-oriented education. It was generally felt by the
government, the national educational authorities, as well as teachers and parents that
there was something wrong with the current educational practices. (Wang, 2007, p.

94)

Regarding innovation in CE teaching, the above assertion by Wang (2007) reveals two critical
pieces of information: there is “a firm and urgent call” for an official standard of CE education

quality, and there was “something wrong with the current educational practices”.



Notwithstanding the seventeen years of innovations in course teaching since the turn of the
new millennium, there is still a long way to go regarding the problems and tensions between

CECR’s goal and CE teaching realities.

The problematic and negative aspects of CE teaching have long been mentioned by researchers
in China and abroad. Because of sociocultural and political-economic factors, and the history
and traditions of teaching pedagogy in China, EFL teaching—especially at the tertiary level—
has long been confronted with many challenges. For example, at the early stages of CE teaching,
Chinese universities were widely regarded as poor in every aspect of the program
implementation. As early as 1979, American experts Cowan, Light, Mathews, and Tucker
(1979) wrote a detailed report on all levels of EFL teaching conditions in China. As regards
CE, the authors portrayed a picture that included: no standard English curriculum, insufficient
study hours, limited EFL materials, lack of adequate hardware of audio visual aids, unnatural
and artificial passage contents, lack of meaningful communication activities in textbook design,
and immense need for pre-service and in-service training (Cowan, Light, Mathews, & Tucker,

1979).

Progress in the field has been achieved in alignment with China’s economic growth. However,
new problems and demands continue to emerge over time. With the enrichment of EFL
teaching materials and resources, and increasing government investment in time, capital and
teaching talents, the language competence of middle-school students has greatly improved. Yet,
students’ CE learning needs are diverse and may not align with the nation’s needs. Additionally,
traditional CE teaching as a teacher-centred convey of knowledge often fails to motivate
students in the learning environment (Wang & Wang, 2011). Communicative competence to
properly engage in future business exchanges, joint venture careers, study abroad, or scientific
research have become the goals of modern college students in China, and current CE teaching

practices often fail to respond to these needs. For example, research undertaken at Portsmouth
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concluded that “students are generally ill-prepared linguistically for study in the UK higher

education system by their experience of language learning in China” (Rastall, 2006, p. 3).

Furthermore, Jin and Jin (2008) report four factors impeding the development of China’s CE
teaching program: 1) an imperfect education management system, 2) unscientific systems of
assessment of students’ English outcomes resulting in “deaf and dumb English”, 3) unscientific
teaching objectives, and 4) insufficient attention and input to English teaching, which is
embodied in inadequate language laboratories and multimedia classrooms for students as well
as a severe shortage of quality teaching faculties. Furthermore, Liu (2013) identifies three
problems in EFL teaching: a large number of students and the unbalanced education level,
extra-large English classes with inadequately qualified English teachers, and outdated language

teacher development programs that favour exam-oriented teaching.

Therefore, CE reform has become an emergent theme in the field. According to Jin (2011),
there have been four main waves of teaching reform in China from 1980 to 2007, guided by
four versions of the CECR. The first CECR wave of reform emerged during the 1970s and
1980s, and emphasised students’ reading ability only; the second wave occurred during the
1980s to 1990s whereby teachers began to pay attention to developing students’ language
knowledge and skills simultaneously. The third wave of reform represented a fast-developing
phase in the CECR history during the late 1990s which placed emphasis on students’
application capabilities. From the turn of the century to present day, the fourth CECR wave of
reform has sought to address a new challenge, namely how best to support learner autonomy.
These reforms have all been led by the CMoE and thus reflect a top-down reform process. Of
course, the top-level reform designs have met many challenges and problems with adaption at
the classroom level. As a result, localised or institutionalised innovation and reform practices

reflect various styles, results and problems.



Problems experienced by CE teachers appear to be some of the sharpest among many obvious
problems to emerge in the reform process, but there is no third-party assessment of the effects
of the reforms on the teachers involved. Following interviews with language faculty deans at
three national universities to evaluate the implementation and effectiveness of CE course
reforms, Du (2012) describes four problem areas related to CE teachers at these universities:
young and inexperienced teachers, lower-level academic qualifications, low academic ranks,
and heavy work load. Evidence showing unqualified CE teachers in universities as a problem
is also provided by Li, Liu, and Zhang (2007) in their survey of 1200 CE teachers across 100
Chinese universities. A KASIB model (knowledge, abilities, skills, intervening variables and
behaviours) and statistically significant differences were found in the five variables listed
above among CE teachers at top universities and at common universities (Li et al., 2007). They
found that the values of CE teachers’ knowledge, abilities and skills at common universities
were evidently lower than those of teachers in top universities. They also found that many CE

teachers were under great pressure because of weak research ability.

It is evident from the above problems and reforms observed that the quality of CE teachers and
their teaching practices are an important focal point in Chinese CE development, though not to
the exclusion of other problems. This implies that teacher qualification has been problematized,
and teacher training on CE course implementation, whether it is in relation to goals, models or

processes, needs to be promoted.

Set against this background and context, the concept of ‘autonomy’ emerged as a potential
solution to the problems experienced by CE teachers and policy-makers who have been under
great pressure to deliver high-quality EFL programs in tertiary institutions. At the Chinese
policy-maker level, CECR (2007) proposed a new teaching model to develop learner autonomy.
This new teaching mode was included in one of the two appendixes of CECR (2007): computer

and classroom-based CE teaching models, and a self-assessment/peer assessment form for
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students’ English competence instructions. This CE teaching model shows that reforming the
course into a computer-assisted and modernised mode, and developing pedagogy that supports
learner autonomy are at the core of the requirements. According to CECR (2007) this goal is

realised through two methods, technology and teacher autonomy. On the technological side:

the new (teaching) model should be built on modern information technology,
particularly network technology, so that English language teaching and learning will
be, to a certain extent, free from the constraints of time or place and geared towards

students’ individualized and autonomous learning. (CMoE, 2007, p. 7)

On the teacher autonomy side, CECR (2007) called for “changes in teaching philosophy and
practice.. ., to a student-centred pattern” (CMoE, 2007, p. 7). This call implies that CECR (2007)
promotes teacher autonomy because the development of learner autonomy depends largely on
teacher autonomy (Little, 1995). Policy-makers seem to take it for granted that course teachers
can automatically adapt to the top-level designed teaching model. However, such ‘changes’ are
not automatic in CE teachers. They are learned, trained, and accepted by teachers
autonomously, but no relevant teacher education or professional development programs are

mentioned in the structure.

Therefore, in the new context of CE teaching, both learner and CMoE require CE teachers to
be more autonomous in their capacity to create new knowledge and utilise technology, thus
enabling high quality teaching services to be kept up to date. However, it is problematic to take
teacher professional development for granted because a teacher’s main job is teaching and
teacher professional development is not compulsory. Something should be done in this regard
and teacher autonomy seems to be a solution to the problem because autonomous teachers are

always believed to be independent and reflective (Little, 1995). That is to say, CE teachers are
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expected to grow effectively and quickly in their profession through the development of their

autonomy.

In relation to the administration of CE teachers, the CECR (CMoE, 2007, p. 9) also notes that
“the quality of teachers is the key to the improvement of the teaching quality, and to the
development of the CE program” and requires explicitly “a system of faculty development
should be established” (p. 9). However, how and to what degree the ‘system’ is established will
vary, implying that an autonomy-supportive environment should be created from a teaching

administration perspective at the institutional level.

Secondly, facilitating learning autonomy is also one of the most effective ways to support
teachers in teacher education programs, as well as to improve and develop their professional
preparation and practices (Smith & Erdogan, 2008). That is, teacher autonomy is a process of
continuous learning (Freeman & Cornwell, 1993; Smith, 2000). If teachers want to improve
their teaching practices and to achieve at a higher level, they need to have more autonomy to
enrich and empower themselves. In the short term, teacher education programs can resolve
some of the technical problems experienced by teachers and are a necessity; in the long term,
teachers who develop teacher autonomy can teach in a reflective way and continuously develop

their learner-centred teaching practices.

In sum, when considering the problems discussed above, and the issues associated with CECR
goals and teacher professional development, teacher autonomy should be set and promoted as

an ideal goal in the field of CE teaching.
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1.3 Significance

The significance of the present research lies in four aspects: the topic, the methodology, the
conceptual exploration, and the potential implications of the findings for CE teachers and
administrators in China. First and foremost, autonomy is never free from context and
constraints (Benson, 2010, 2013; Lamb & Simpson, 2003; Wu, 2004). Indeed, context is an
important and unavoidable part in autonomy research. Moreover, research into the contexts of
teacher autonomy can help us to better develop teacher autonomy in their pedagogical practices.
In detail, if certain contexts are necessary to develop teacher autonomy, research investigations
of contextual issues can better legitimise their existence and, where they exert negative effects
on teacher autonomy, hint at reasonable solutions. In other words, fostering teacher autonomy
cannot be discussed without investigating its contexts. Teachers will also have the opportunity
to better understand the legitimation of certain contexts for autonomous practices and what
negative contextual factors to avoid. Teacher autonomy in the CE context is experienced and
discussed by Chinese CE teachers and researchers, but is rarely systematically researched. The
empirical evidence to be gained from this study embodies the novelty of research in what

teacher autonomy means in the Chinese CE context.

Secondly, there is an acute need for the type of relevant support data that will be collected in
this study because most of the discussion on this topic focusses on theoretical analyses or the
empirical experience level. This case study researched fourteen CE teachers to pin down their
teaching contexts and their attitudes toward autonomy as teachers in the case university, and
went on to pinpoint their autonomous teaching practices. From another perspective, it is the
insiders’ voice that should be listened to, recorded and given weight when seeking resolutions

to the current problems (Ostovar-Namaghi, 2012).
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Next, a better understanding of teacher autonomy in the case context can facilitate a broader
and more in-depth exploration of the concept of teacher autonomy. With its unique
sociocultural, national, and institutional EFL education background, research into the contexts
and attitudes of CE teacher can help uncover the multidimensional attributes of teacher
autonomy. Moreover, since it is a top-down education system in China, interviews that aim to
probe teacher administrators’ understanding of teacher autonomy will shed light on CE teacher
autonomy in institutional settings and the mechanisms that work to support autonomous

teaching practices.

Lastly, the potential implications of the findings from this research will make a difference for
CE teachers and administrators in the Chinese context. Particularly, CE teachers and
institutional administrators will be informed by this research. China is developing at a rapid
pace as is the Chinese higher education sector. The number of college teachers amounted to
more than one million in 2006, and 64.3% of them were below the age of 40 (Pan & Luo, 2007).
A similar demographic profile is apparent among the population of CE teachers in Mainland
China, specifically. The more attention is paid to the teaching contexts and the attitudes of CE
teachers, the more corresponding strategies and solutions will be put forward. As a result, more
autonomous teachers can serve as role models for other teachers to manage autonomy
constraints and to create more opportunities for autonomous teaching practices. In addition, it
is also critical to keep teacher administrators aware of the important role of teacher autonomy
development playing in improving CE teaching and learning outcomes so that they may reflect

on their teacher management styles and strategies.

In short, the findings in this study may contribute to our understanding of the dynamic essence
of, and potential challenges surrounding, teacher autonomy. Furthermore, this study may also
shed light on the systematic reform of Chinese CE teaching in school-based supervision and

teacher assessment systems from multi-dimensional perspectives.
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1.4 Thesis outline

This thesis comprises 10 chapters. Chapter 1 has introduced the general motivations of this
researcher for conducting a study of teacher autonomy. A narration of my personal motivation
from my middle-school years to the present was provided. Key details pertaining to the need
to address institutional requirements for higher level CE professionals were also identified as
a secondary motivation. The background of CE teaching in China and the significance of this

study were then discussed.

In Chapter 2, the theoretical framework is reviewed and scaffolded. Firstly, a critical review
and synthesis of the literature on three dimensions of teacher autonomy sketches the
researcher’s understanding of the development of teacher autonomy. Then the relationship
between teacher autonomy and learner autonomy is revisited. Next, literature on CE teaching
and teacher autonomy is reviewed, and subsequently narrowed down to research on CE teacher
autonomy in China. Based on the literature review, the research questions underpinning the

present study are proposed.

Chapter 3 firstly justifies the application of case study methodology in this research. This is
followed by a detailed description of the specific case context and the researcher’s position in
it. Details of the participant recruitment, data collection, and data analysis processes are
provided, and the validity and reliability issues, and ethical considerations relevant to the study

are explored.

Chapters 4 to 8 report findings from the data provided by fourteen participants in the specific
case institutional context. Chapter 4 examines the CE teaching context including systematic
elements, national and professional expectations, and the physical factors of influence. Chapter
5 documents participants’ attitudes toward their professional identity, learner autonomy, their

professional development, and teacher autonomy. Then, according to their varied attitudes,
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participants are categorised into three groups: less autonomous, moderately autonomous, and
more autonomous. The characteristics and classroom practices of teachers in each group are

depicted in Chapter 6 to 8.

Chapter 9 explicitly addresses the research questions. Moreover, a comparative analysis is

conducted across groups. The major findings are then discussed in relation to the literature.

Chapter 10 concludes this thesis by drawing on the main findings and discussions in the
previous chapters to explore the implications for practice and to make recommendations for

further research. The limitations of the study are also briefly outlined in the chapter.
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Chapter 2

Literature review and research questions

This chapter defines the key concept in the study, namely teacher autonomy (2.1). Because
learner autonomy appears in the research literature earlier than teacher autonomy, and they are
closely related to each other, their relation is revisited in the second section (2.2). This is
followed by a review of the key works of language classroom research regarded as a crucial
context that manifests teacher autonomy (2.3). Then, in Section 2.4, | will narrow down the
scope of the review to the context of CE teacher autonomy in China, which is characterised by
its unique sociocultural context. Finally, based on the review of the literature, I will propose

my research questions (2.5).

2.1 Defining teacher autonomy

Teacher autonomy is a key construct in this study. By reviewing literature, | note its complexity
and multi-dimensional characteristics. | review the literature on teacher autonomy The
following section and attempts to pinpoint some of the key dimensions that are typically

included in definitions of teacher autonomy.

As a starting point, three dimensions are elicited from Smith’s (2003) framework of teacher
autonomy: capability (2.3.1), professional development (2.3.2), and freedom (2.3.3). In these
three dimensions, capability represents the internal elements of teacher autonomy, and
professional development and freedom represent the external elements. Though the internal
and external elements overlap to a certain degree, a review of these three dimensions provides

a balanced view when defining teacher autonomy.
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2.1.1 Capability dimension

In line with McGrath (2000), Smith (2003) observed three dimensions of teacher autonomy:

(1) (Capacity for) self-directed professional action.

(2) (Capacity for) self-directed professional development.

(3) Freedom from control by others over professional action or development.
(Smith, 2003, p. 3, emphasis original)

According to Smith’s (2003) framework, teacher autonomy is primarily a capacity or capability
which occupies the first two dimensions. Many other researchers also tend to define teacher
autonomy as a capability (Little, 1995; Thavenius, 1999; Tort-Moloney, 1997). For example,

Little (1995) noted:

Genuinely successful teachers have always been autonomous in the sense of having

a strong sense of personal responsibility for their teaching, exercising via continuous
reflection and analysis the highest possible degree of affective and cognitive control

of teaching process, and exploiting the freedom that this confers. (Little, 1995, p.

179)

Little (1995) described what successful teachers do and according to his description, autonomy
is presumed as an attribute of genuinely successful teachers. “A strong sense of responsibility”,
“reflection” and ‘“‘cognitive control of teaching”, etc. are involved as key factors in this
conceptualisation of autonomy. It depicts the ideal of the successful teacher and equates these
teachers to the notion of autonomous practice in some aspects. To be specific, the above
description of autonomy in “genuinely successful teachers” is explicitly demonstrated via the
“teaching process”. However, this description does not define cognitive control over the
teaching process in an explicit way. It also gives no consideration to ordinary teachers who are

not so successful, but have the potential to be. I think the presumption and value of discussing

18



teacher autonomy in this study is that every ordinary teacher has his or her own degree of

autonomy, and this degree can be improved via certain processes or training programs.

In another example, Tort-Moloney (1997) stated what the autonomous teachers do as well as

what they are:

... the autonomous teacher is one who is aware of why, when, where and how
pedagogical skills can be acquired and used in the self-conscious awareness of

teaching practice itself. (Tort-Moloney, 1997, p. 51)

Unlike Little’s (1995) description of successful teachers, Tort-Moloney (1997) reveals “why,
when, where and how” autonomous teachers acquire and use pedagogical skills consciously.
Teachers’ awareness of learning and using pedagogical skills is stressed in this definition;
however, the feasibility of this conscious behaviour is ignored. What autonomous teachers are
aware or not aware of and what they do or do not do, may represent an idealistic view of these

teachers’ acts, but may not necessarily reflect teacher autonomy.

Similarly, Thavenius (1999) defined teacher autonomy explicitly as “the teacher’s ability and
willingness to help learners take responsibility for their own learning” (p.160). Evidently, this
definition is a reference to learner autonomy. In other words, the definition can be understood
to suggest: if learner autonomy is the learner’s ability to take responsibility for their his or her
learning (Holec, 1981), then teacher autonomy is the teacher’s ability to help learners to
develop their autonomy. This definition confines teacher autonomy to the notions of ‘ability’
and ‘willingness’, while the aim of the ‘ability’ and ‘willingness’ is to help learners to be
autonomous. Hence, teacher autonomy is embedded in pedagogy that supports learner
autonomy and as such this definition ignores teachers’ own professional learning and
development and their interactions with other key agents like colleagues and school

administrators in their specific educational context.

19



Researchers have also broadened their views of the relationship between teachers’ sense of
autonomy and their ‘work environment” when defining teacher autonomy. For instance,
Benson (2010) stated that “teacher autonomy can be understood both as a working condition
that allows room for teachers’ professional discretion and as the teacher’s capacity to create
this working condition within prevailing constraints” (p. 263). In this definition, the “working
condition” is a major factor. It is also clear that there is an interrelationship between the
teacher’s capability and his or her working conditions. In other words, whether the external
working conditions constrain or facilitate teaching depends on the teacher’s capability. If the
teacher is autonomous or competent, s’/he may be strong enough to resist ‘constraints’ and
create space of manoeuvre. Alternatively, it may be difficult for the teacher to create beneficial
working conditions within the constraints. In sum, the capability dimension in teacher

autonomy implies an interplay between teachers’ capabilities and their working conditions.

Teacher autonomy is often characterised as interchangeable with teacher agency because both
concepts reflect the teacher’s professional acts. However, teacher agency “is something that
people do”, but teacher autonomy is a capability that “people can have” (Biesta, Priestley, &
Robinson, 2015, p. 626) (emphasis in original). Therefore, teacher agency is usually discussed
as a response to some external change such as a change in educational policy, a curriculum
innovation, or the context of educational reform (Bridwell-Mitchell, 2015; Coffman, 2015;
Hamid & Nguyen, 2016; Molina, 2017; Nguyen & Bui, 2016; Ollerhead, 2010; Priestley,
Edwards, Priestley, & Miller, 2015; Vé&&antanen, 2015). | adopt the word ‘autonomy’ rather
than ‘agency’ as the key construct for investigation in this thesis, because teacher autonomy is
a personal attribute that can be applied, developed or fostered in professional trajectory,
whereas teacher agency is “significantly constructed in the middle of professional pedagogical

activities” (Toom, Pyhtd) & Rust, 2015, p. 616).
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2.1.2 Professional development dimension

Huang and Benson (2013) highlighted the point that “identity formation provides a direction
for the development of autonomy” (p. 21). In other words, the motivation of a teacher in
language teaching to be an autonomous teacher may be rooted in how the teacher identifies the
profession. This means that teacher (professional) identity plays an essential role in the teachers’

attitudes toward their professional development.

Teacher (professional) identity has been widely discussed in recent decades in research on
education, (Beijaard, Meijer, & Verloop, 2004; Beijaard, Verloop, & Vermunt, 2000; Day,
2012; Day & Kington, 2008; D. Hall & McGinity, 2015). It is generally accepted that teacher
identity is a situated and multidimensional concept, involving negotiation between the
individual and sociocultural contexts (Beijaard et al., 2004). This concept is also believed to be
important to our understanding of what it means to be a teacher in changing contexts (Day,
2012). In addition, the critical role of the emotion dimension in teacher identity is examined in

the works of Day and Kington (2008), and Zembylas (2005, 2010).

Teachers’ attitudes toward their social label are usually taken as a starting point in teacher
identity research. Because “identity is not something one has, but something that develops
during one’s whole life” (Beijaard et al., 2004, p. 108), it has not always been regarded as stable
or positive (Day, 2012). Teachers’ identification with their subjects (e.g., identifying
themselves as ‘CE teachers’) may be one indication of a positive teacher identity, though Day
and Kington (2008) warned against mixing professional identity with professional role.
Beijaard et al. (2004) also found that in some studies, professional identity was related to

teachers’ concepts or images of self.

Research in teacher identity has been followed by global interest in language teacher identity

in applied linguistics (Block, 2015; Hao, 2011; Pennington & Richards, 2016; Song, 2016;
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Tsui, 2007; Varghese, Morgan, Johnston, & Johnson, 2005; Werbinska, 2015). The literature
review shows that there are two main perspectives in discussions of language teacher identity.
Firstly, research from the perspective of non-native-speaker (NNS) language teacher identity
occupies a unique portion (Park, 2012; Zacharias, 2010). It seems that no other identity research
pays more attention to the ownership of working language than NNS language teacher identity.
These studies usually stress the feelings of inferiority and frustration NNS teachers suffer, the
legitimate status of their professionalism, and the necessity of language enhancement programs

because of the dichotomy between native-speakers (NS) and NNS language teachers.

Secondly, there is research from a sociocultural context perspective; educational policy
changes in particular (Song, 2016; Tsui, 2007; Varghese et al., 2005). These studies emphasise
how negotiations between individual teachers and sociocultural contexts situate and mediate
language teacher identities in the formation or construction process. This perspective represents
a holistic, macro, and dynamic view on language teacher identity. Narrative inquiry is often
found in this line of research (Liu & Xu, 2011, 2013; Tsui, 2007). For example, Xu (2014)
narrated four university EFL teachers’ research practices and their identity construction as

researchers in China.

Apart from the two perspectives reviewed above, there are two relevant issues that remain
unresolved. On the one hand, the interrelationship among the multi-dimensions of language
teacher identity as an umbrella term remains unclear. The major concern is how the ‘sub-
identities’ (Mishler, 1999) interact, compete, or balance each other. Current studies of the
theoretical frameworks of ‘sub-identities’ in language teaching are far from coherent (Day &
Kington, 2008). This perspective represents an analysis of language teacher identity at a
fragmented (Day & Kington, 2008) and micro level. For example, Song (2016) examined how
language teachers’ experiences of emotional vulnerability affected the construction of their
identity.
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On the other hand, the relationship between language teacher autonomy and identity is waiting
to be examined. Although there is comparatively richer research on learner autonomy and
learner identity (e.g., Chik (2007), works focusing especially on the relationship between
teacher autonomy and teacher identity are scarce. In language education, Huang (2010)
examined the complex relationships among teacher autonomy, teacher identity, and teacher
agency from insights into his own 20 years’ experience of EFL teaching and professional
development. Huang and Benson (2013) further explained the interrelationship as: “while the
development of teacher autonomy relies on teacher identity construction and the exercise of
teacher agency, the development of teacher autonomy can in turn enhance teacher identity and
teacher agency” (p. 21). This interrelationship between teacher identity and the development
of teacher autonomy suggests that an investigation of teachers’ attitudes toward their identity
helps to understand teacher autonomy. Long’s (2014) thesis examined the development of
teacher autonomy through the process of teacher identity formation across time. Based on the
stories of four English major teachers, Long (2014) also argued for a broad view on teacher
autonomy other than mere language teaching and learning to teach. Evidently, the theoretical
assumptions on teacher autonomy still need supporting evidence from further empirical
research. Therefore, this gap leads to the investigation of this study the on the link between CE

teachers’ attitudes and their autonomous practice in classroom.

Based on a proper attitude toward professional identity, the professional development
dimension in teacher autonomy is crucial for language teachers (Benson & Huang, 2008;
McGrath, 2000; Smith, 2003). Smith (2000) proposed that teachers should start with ourselves
to learn about autonomy and to be autonomous learner ourselves first, if they want to develop
autonomy in their students. From this observation, he proposed the concept of ‘teacher-learner
autonomy’ when considering that teacher’s autonomous professional development is also a

lifelong learning process (Smith, 2000). Accordingly, Smith (2003) defined teacher autonomy
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as “the ability to develop appropriate skills, knowledge and attitudes for oneself as a teacher,
in co-operation with others” (p. 1). In other words, Smith (2003) stressed that a teacher is also
a learner, which is particularly true for non-English speakers as teachers of English in a non-

English speaking country.

The professional development dimension is also emphasised in McGrath’s (2000) definition of

teacher autonomy:

One way of defining autonomy is in terms of control over one’s own life; in relation
to teachers this might be glossed as ‘control over one’s own professional
development’. ... A second and equally common sense of autonomy is ‘freedom from

control by others’ (McGrath, 2000, pp.100-101).

In this definition, ‘control’ is the operative word and a clear distinction is made between self-
control and other forms of control in autonomy. However, it may be problematic to generalise
teachers’ control in their personal life to “professional development” outcomes. This implies
that preservice teachers without professional development experience do not have the potential
for autonomy. Unlike McGrath (2000), Smith (2003) proposed to separate language teacher
professional acts from their professional development and stressed the importance of teacher

education for language teacher autonomy as a learner.

To a certain degree, teacher professional development can be equated to a continuous
contribution to the dimension of teacher autonomy from a teacher professional trajectory.
Accordingly, Ratnam (2007) defined teacher autonomy as “the development of teachers’
agentive power to move in trajectories that would stretch their potentialities for change” (p. 1).
Similarly, Ding (2009) referred teacher autonomy specifically to “the professional
development of teachers in formal educational contexts” (p. 66). These two definitions have

one common point; they both emphasise teacher professional development in their definition
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of teacher autonomy. They differ however in that Ratnam (2007) refers to the content of
teachers’ professional development, whereas Ding (2009) explains the contexts of their
development. Ding’s (2009) definition is preferred for two reasons. On the one hand, “teachers’
agentive power” is crucial in their professional development given there are so many changes
and reforms both in classroom teaching and institution. Teachers need such agentive power,
and professional training and development to foster this power. On the other hand, teacher
autonomy is not necessarily happening “in formal education contexts”. In any context, teachers’

self-directed or self-regulated professional development should be accepted and encouraged.

Moreover, suitable approaches to professional development have also been discussed in
relation to the development of teacher autonomy. Bentham, Sinnes, and Gjotterud (2015) found
that “a Continuing Professional Development support sub-system would help to build
autonomy and agency as teacher educators of various degrees of experience pool their
resources in order to improve teaching and learning” (p. 174). Ushioda, Smith, Mann, and
Brown (2011) conducted research into pre-experience Master of Arts (MA) students in
ELT/TESOL programs and found that “an online community can help support their
AUTONOMY as learners of teaching through and beyond their MA studies” (p. 121, upper
case in original). More recently and specifically, Dikilitas and Griffiths (2017) proposed
developing teacher autonomy through action research, which has long been considered as a
critical approach for language teacher professional development (Banegas, Pavese, Vel&quez,
& Véez, 2013; Burns, 1999, 2010; Bustingorry, 2008; Castro Garcé& & Martmez Granada,
2016). In other words, continuing teacher professional development, especially via approaches
such as action research or participation in online communities, may help to build teacher
autonomy. That is, formal teacher professional programs together with other modern technique

are crucial in fostering different levels of teacher autonomy.
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However, teachers’ professional development or education for teacher autonomy is a
dimension that has not received deserving emphasis (Smith, 2003). From this perspective,
professional development entails the possibility to strengthen teacher autonomy. Vice versa,
autonomy for teacher professional development can be crucial and decisive. To a certain degree,
teachers with a stronger sense of autonomy are assumed to have greater potential to be
successful and to ensure quality teaching. Without well-developed professional teachers, it is

hard to obtain good teaching results or to improve student achievement.

Research also shows that professional development helps the autonomy of both beginning and
in-service teachers (Castro Garcé& & Mart mez Granada, 2016; Dymoke & Harrison, 2006). For
beginning teachers, Dymoke and Harrison (2006) highlighted the crucial connection between
teacher autonomy and the field of professional development. However, they found the space is
limited. For beginning teachers, many have practical problems to deal with in their first year
like classroom management practices (Wright, 2012), methods of knowing students’ needs,
curriculum design, time control, effective corrective feedback (Ellis, 2009; Klimova, 2015;
Lightbown & Spada, 1990; Rassaei, 2015; Rezaei, Mozaffari, & Hatef, 2011), mother tongue
use in class (Corcoll Lépez & Gonzdez-Davies, 2016; Forman, 2016; Ghorbani, 2012; Paker
& Karaagag, 2015), homework assignments (Emami, Sharif, & Jafarigohar, 2014; Rosario et
al., 2015; Takahashi, 2011), etc. At this critical time, experience and professional development
programs help because the beginning teacher cannot be expected to learn how to accomplish

all these practices during preservice training.

For in-service teachers, they need a higher level of autonomy as required by their role. For
example, Castro Garcé& and Mart mez Granada (2016) included in their conceptualisation of
autonomy the need to know participants’ professional development. However, their teacher

trainer participants stated that they themselves had no clear idea on how to increase their
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trainees’ level of autonomy. Therefore, Castro Garcé and Mart mez Granada (2016) suggested

that professional development was an ongoing task and also a part of practicing autonomy.

2.1.3 Freedom dimension

In defining teacher autonomy, researchers have long emphasised the freedom dimension (Aoki,
2002; Benson, 2000, 2007, 2010, 2013; Evans & Fischer, 1992; Hoyle & John, 1995; McGrath,
2000; Myers, 2007). This dimension is “by no means new” as observed by Smith (2003, p. 3).
For instance, when McGrath (2000), Smith (2003), Huang (2005) and so on defined teacher
autonomy, they all mentioned ‘freedom from control by others’ as a key dimension among
other one or two dimensions. From a sociological perspective, the freedom of teacher autonomy
is an institutional attribute built on “an ‘active-inert’ continuum to indicate the extent to which
a teacher desires, or an administrator is willing to grant” (Edgar & Warren, 1969, p. 390). There
are two levels of meanings that may be inferred. On the one hand, there is variation in teachers’
desires for freedom. Active teachers participate in various aspects of their work, as opposed to
inert teachers’ passive acceptance of decisions made by others. On the other hand, freedom
depends on the decisions made by administrators in the institution. Democratic administrators
may allow more space for teachers’ free practice, whereas a hegemonic institutional culture

may attach more emphasis to accountability for teaching practices.

A certain degree of institutional freedom is critical and desirable in language teachers’ work.
Though this freedom is not absolute—given the very nature of language teaching—Ilanguage
teachers make many pedagogical discretions in uncertain situations and within such decision-
making processes, specific contexts must be accounted for (Hoyle & Wallace, 2009). Hoyle
and John (1995) explained the range of this freedom; “a positive form of autonomy represents
a teacher’s freedom to construct a personal pedagogy which entails a balance between
personality, training, experience and the requirements of the specific educational context” (p.

92). Therefore, the range of freedom is in “pedagogy”, and this pedagogy comprises a balance
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of four factors, namely “personality”, “training”, “experience”, and “the requirements of the
specific educational context”. However, no previous studies depict CE teachers with this kind
of freedom to construct pedagogy within the requirements of a specific educational context. It
is worth noting that this study probes into CE teachers’ pedagogy and the document that set
out the requirements of the specific institutional context to gain a better understanding of

teacher autonomy.

At times, teacher autonomy as freedom to decide pedagogical practices is claimed strongly as
a right. Myers (2007) maintained that “teachers were demanding autonomy: the right of all
professionals to govern their own affairs” (p. 239). To a certain degree, it is reasonable to claim
teacher autonomy as this type of freedom is a teacher’s right. However, regarding teachers’
“own affairs”, the answer may vary due to specific institutional contexts and the teachers’

personal experiences.

2.1.4 A summary of key dimensions in teacher autonomy

Based on Smith (2003), three dimensions of teacher autonomy were reviewed in an attempt to
define teacher autonomy. Firstly, it was established that teacher autonomy primarily tends to
be defined as a capability in the teacher, which is frequently analogous to learner autonomy
both explicitly or implicitly (Little, 1995; Thavenius, 1999; Tort-Moloney, 1997). However,
the nature of this capability varies in different definitions. The capability is supposed to be
developed through self-directed or other-directed training processes. Secondly, professional
development and teacher education were identified as helping to promote teacher autonomy,
which is applicable to both pre-service and in-service teachers (Castro Garcé& & Mart nez
Granada, 2016; Dymoke & Harrison, 2006). However, of the three dimensions, teacher
professional development or teacher education for teacher autonomy has not received the
emphasis it deserves (Smith, 2003). Thirdly, the extent to which teacher autonomy as a freedom

or a right for freedom has long been supported by many researchers was also discussed (Aoki,
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2002; Benson, 2000, 2007, 2010, 2013; McGrath, 2000). A certain degree of freedom is
desirable in teachers’ practical work and is confined to pedagogy or scholarly discretions.
When reviewing the three dimensions, it emerged that the context element was sometimes
involved suggesting an interplay between teachers’ capabilities and institutional context.
Indeed, professional development programs are usually organised in an institutional context
and autonomy as teacher’s freedom can also be granted or controlled by a specific institution.
This phenomenon suggests more attention should be paid to teachers” working conditions or to

the institutional context when defining teacher autonomy.

In sum, following Little (1995), Thavenius (1997), and Tort- Moloney (1999), | argue that
teacher autonomy is in essence a capability. Developing this capability can help CE teachers
to teach independently, to reflect consciously, to develop the profession purposefully, to adapt
to the institutional contexts flexibly and creatively, and to open more space for the learners and
himself/herself in CE classrooms. The freedom dimension in teacher autonomy is weakened in
modern university contexts, but professional development can help CE teachers opening the
space for autonomy. Moreover, CE teacher professionalism should also be developed with the
help of the school and institution. Institutional contexts can be a constraint or a stage, because
it depends on a CE teacher’s attitude. In the eyes of an autonomous CE teacher, environmental
conditions and students can also be good resources for teaching. This view can also help

autonomous teachers to enjoy more freedom.

To pinpoint the three dimensions in a real educational context, different approaches can be
employed. Evidence of a teacher’s capability can be gained by observing his/her teaching
practices: what s/he does, how s/he does it, etc. To test teacher professional development, a
teacher’s attitude toward professional identity and any plan for developing the profession are

believed to be good evidence. Finally, the freedom dimension of teacher autonomy is usually
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documented in institutional regulations, policies, and administrators’ attitudes. In sum, the

three dimensions of autonomy framed the methodology of this study.

2.2 Teacher autonomy and learner autonomy

Because learner autonomy appears ahead of teacher autonomy in research literature, and
because the two concepts are closely related, their relation is revisited in this section. Firstly,
the general trend from learner autonomy to teacher autonomy is tracked (2.2.1). To foster
learner autonomy, language teachers are highlighted as crucial agents. It then becomes natural

to argue for autonomy-supportive teaching as a manifestation of teacher autonomy (2.2.2).

2.2.1 From learner autonomy to teacher autonomy

With a long history of field research since the 1970s (Benson, 2011), studies on learner
autonomy are more mature than those of teacher autonomy. Learner autonomy has largely been
defined as ‘an ability/capability’. Since Holec (1981) began to use ‘learner autonomy’ as a term
in EFL research, the concept has launched a revolution first in the Great Britain and European

countries, and then across the globe. Learner autonomy is widely and frequently defined as:

e “the ability to take charge of one’s own learning” (Holec, 1981, p. 3).
e “a capacity---for detachment, critical reflection, decision-making, and
independent action” (Little, 1991, p. 4)

e ‘“the capacity to take control of one’s own learning” (Benson, 2011, p. 58).

It is evident that the key words in the above three definitions are ‘ability’ and ‘capacity’,
implying that the mainstream view in learner autonomy research is that learner autonomy is
one or both of these things. However, the nature of the ‘ability’ or ‘capacity’ can vary greatly.

For Holec (1981) and Benson (2011), learner autonomy is an issue of ‘one’s own learning’.
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Defining the term like this obscures the distinction between language learning and the learning
which takes place in other subjects. In other words, their definition of learner autonomy is also
applicable in other subjects. But for Little (1991), the nature of learner autonomy is multi-
dimensional, involving every process in learning from awareness to action. llles (2012)
redefined the term more explicitly in relation to language learning as “the capacity to become
competent speakers of the target language who are able to exploit the linguistic and other
resources at their disposal effectively and creatively” (p. 509). The core of learner autonomy
in this definition remains unchanged, namely ‘a capacity’, but the content is confined more
specifically in language competency and linguistic resources, as well as the learner’s approach

to language learning.

In the early stages of teacher autonomy research, some simple analogies were made between
teacher autonomy and learner autonomy because of their close connection. For instance, Aoki
(2002) tried to define teacher autonomy using an analogy with learner autonomy. She supposed
that “if learner autonomy is the capacity, freedom, and/or responsibility to make choices
concerning one’s own learning, teacher autonomy, by analogy, can be defined as the capacity,
freedom, and/or responsibility to make choices concerning one’s own teaching” (Aoki, 2002,
p. 111). She also found the definition to be problematic “in the light of the practice of learner
autonomy” (ibid), because this type of teaching may not support the development of learner
autonomy at all. In other words, Aoki (2002) makes one point clear: we should pursue a type
of teacher autonomy that supports students’ autonomous learning, not merely for the freedom
of the teacher. In line with this way of thinking, | argue in this study that teacher autonomy
should serve the development of learner autonomy because as Little (1995) has made explicit,
learner autonomy depends on teacher autonomy. Otherwise it is meaningless to develop teacher

autonomy all by itself.
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Over the last two decades, the research attention has increasingly transferred from learner
autonomy to teacher autonomy as the latter has become a regular theme in language learning
and teaching (Benson, 2000; Benson & Huang, 2008; Little, 1995; McGrath, 2000; Smith,
2000). More and more key words, characteristics and suggested behaviours are included in the
concept of teacher autonomy. As suggested by Ramos (2006), the concept includes such things
as negotiation skills, capacity for reflection, lifelong learning, action research institutional

knowledge, a willingness to confront institutional barriers, observation, etc.

There are some hints about the relationship between teacher autonomy and learner autonomy
embedded in the two explanations below. Thavenius (1999) defined teacher autonomy as “the
teacher’s ability and willingness to help learners take responsibility for their own learning” (p.
160). Furthermore, Little (2000) argued that “it is unreasonable to expect teachers to foster the
growth of autonomy in their learners if they themselves do not know what it is to be an
autonomous learner” (p. 45). When combining the two perspectives, two assumptions can be
inferred. First, if the teacher is an autonomous teacher, but the learners “do not know what it is
to be an autonomous learner”, the teacher’s capacity and willingness to help the learners will
be impacted. Second, if the teacher is not autonomous in ability or willingness to foster learner
autonomy, s’he will likely experience issues when dealing with learners who ‘do not know
what it is to be an autonomous learner’. Simply speaking, with learners having no idea about
autonomy as a precondition, how will an autonomous teacher’s practices differ to the practices

of the teacher who lacks ability and willingness to help developing learner autonomy?

Lamb (2008) has suggested that “any relationship between teacher and learner autonomy is
essentially political, since it entails both a (re-)claiming of and a shift in power” (p. 279).
Furthermore, three key components required in any teacher autonomy and learner autonomy

relationship are argued as follows:
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e The teacher learns how to (and has, or claims, the freedom to) develop autonomously
as a professional, through critical reflection.
e The teacher has a commitment to empowering his/her learners by creating appropriate
learning spaces and developing their capacity for autonomy.
e The teacher introduces interventions which support the principles and values which
underpin their own and their learners’ autonomy. (Lamb, 2008, p. 279)
Power distance (Hofstede,1997) is believed to have a strong influence on practice of autonomy
(Matusitz & Musambira, 2012). In societies with a low power distance, individuals are not so
pressured to follow societal norms, and are more likely to act according to their own will or to
challenge authority. In societies with high power distance, individuals tend to be more
conformed and dependent, and thus would be less likely to engage in behaviour that is not
socially acceptable. China is believed to be a high power distance society (Shi & Wang, 2011).
Human beings are the main focus for supervisors in a high power distance environment, but
tasks are usually paid more attention in a low power distance environment (Bochner & Hesketh,
1994). Task orientation emphasizes heavily on daily work completion and performance
efficiency, which in turn reduces subordinates' willingness of seeking help from supervisors

(Madlock, 2012).

In line with Lamb (2008), in a high power distance classroom, as in a CE classroom, a teacher’s
attitude and autonomy tends to be critical in the relation of teacher and learner autonomy. If
the teacher gets used to students’ obedience and task orientation, it is less likely that s/he
empowers space for learner autonomy. On the opposite, if the teacher treats students as equal
individuals to himself/herself, it is more likely that s/he empowers space for learner autonomy.
Similarly, in an institution/professional community, the order of interaction and practice
between colleagues can also be determined by the political geography/ a power structure

(Hargreaves, 2001). In a high power distance school, administrators may also be more task-
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oriented and stress more on teacher conducting their teaching in an accountable manner, while
they pay less attention to teachers’ autonomy and professional development. In a low power
distance school, front-line teachers may have more say in their own classroom teaching and

enjoy more autonomy.

However, the relationship between teacher and learner autonomy is complex in Eastern
countries. Researchers found that Eastern students usually considered their teacher to be an
authority figure in the classroom, but they did not think that knowledge should be transmitted
by the teacher rather it should be discovered by the students themselves (Aliponga, Johnston,
Koshiyama, Ries, & Rush, 2013). Moreover, Eastern students also tend to regard the teacher
as the holder of authority and knowledge and responsible for the assessment of learning (ibid).
These findings show there are slight differences in the understanding of autonomy in a different
cultural contexts, comparing to its original definition. Littlewood (1999) also supports to
redefine and develop learner autonomy in East Asian contexts. This means cultural context is
an influential factor in the relationship of teacher and learner autonomy. That is to say, if learner
autonomy depends on teacher autonomy (Little, 1995) in Western contexts, learner autonomy
depends heavily on teacher autonomy in Eastern contexts. To be specific, if a teacher also take
him/herself as an authority, s/he may be less likely to empower students to enjoy a bigger space
to develop learner autonomy. In contrast, if a teacher is autonomous enough, in Lamb’s (2008)
words, to know how to develop his/her profession through critical reflection, to commit to
develop independent learners, and to introduce interventions to underpin their own and their

learners’ autonomy, learner autonomy can also gain space to be developed in Eastern contexts.

This point is further supported by Zhang (2014). Zhang (2014) conducted a research by
questionnaire and interview in three Chinese universities, and found that the teacher’s
capability to organise classroom activities and to interact with students had the greatest

influence on learner autonomy. An empirical investigation by Yazici (2016) also found that

34



expressions of teacher autonomy in communications with students and in teaching processes
are important predictors behaviours supportive of learner autonomy. However, there is a need
for in-depth research to show how learner autonomy and teacher autonomy are related to each
other. In other words, more tests or stories are necessary to explain how teacher autonomy in
organising classroom activities and interacting with students’ constructs a positive correlation

with learner autonomy.

2.2.2 Autonomy-supportive teaching as a manifestation of teacher autonomy

Teaching in a learner autonomy supportive way has long been addressed in the literature (Lee,
1998; Mariani, 1997). Lee (1998) found several practical areas that teachers need to address in
implementing self-directed learning such as learner training, teacher counselling, choice
offering, etc. Mariani (1997) found other challenges that teachers faced when attempting to
support learner autonomy such as developing a ‘teaching style’ framework, facilitating a
developmental perspective, and using ‘scaffolding’ strategies. Stefanou, Perencevich, DiCintio,
and Turner (2004) even made the distinction between teachers’ personal and instructional
support in three ways: organisational autonomy support, procedural autonomy support, and
cognitive autonomy support. Irie and Stewart (2012) have also provided clear and insightful
descriptions of, and critical reflection on, innovative practices involving curriculum and
syllabus, strategies and scaffolding, collaborative learning, and overcoming obstacles to
autonomy in a range of educational contexts in Japan. More recently, learner autonomy

supportive teaching has been linked to teacher autonomy.

Unlike the definition of learner autonomy in which the learner is the chief agent of their
learning, teacher autonomy is a complex concept due to the teacher’s role in language teaching
and the development of learner autonomy. Language teachers together with their autonomy
have a crucial role in developing learner autonomy. NUfez, Fern&dez, Le&, and Grijalvo
(2014) even regarded teacher support as a predictor of learner autonomy. Similarly, Jang,
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Reeve, and Deci (2010) found autonomy support as a unique predictor of students’ self-
reported engagement. Therefore, it is evident to assume that the more connotations there are in

learner autonomy, the more roles there are for teachers to foster this autonomy.

Researchers have increasingly found that teachers make a difference in fostering learner
autonomy, particularly in setting expectations, conversation explanations, and when setting the
parameters of the curriculum (Crabbe, 1993; Feryok, 2013; Vieira, 1999). More explicitly,
Feryok (2013) found that teachers are more designers and organisers in the classroom than they
are controllers when developing learner autonomy. Xu (2015) found that teachers play a major
role in teaching students’ English learning strategies, monitoring and evaluating students’
various English learning processes, developing students’ positive attitudes and overcoming

students’ negative attitudes, and creating the appropriate English learning environment.

Moreover, teacher autonomy is usually manifested through an observable performance of how
teachers can promote autonomy in learners. For instance, Yan (2010) pointed out that “teachers
and learners are working on and with each other in the process of learning autonomy” (p. 68),
revealing an interactive relationship within learner and teacher autonomy in a language
classroom context. Thus, autonomy-supportive teaching is pinpointed as an observable

application of teacher autonomy.

However, not every teacher is ready for autonomy-supportive pedagogy. Reeve, Jang, Carrell,
Jeon, and Barch (2004) found there were differences between trained and non-trained teachers
in relation to autonomy-supportive behaviours. To be specific, they found that trained teachers
exhibited significantly more autonomy-supportive behaviours than those of non-trained teacher.
For another example, in Asian countries where teachers traditionally see themselves as the

authority in the classroom, teacher readiness for learner autonomy is believed to be constrained
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(Liang, 2009). In other words, teachers may not be ready, not be willing, or not be able to play

their role in developing learner autonomy.

Moreover, some teachers may not be conscious of their role in developing learner autonomy.
This consciousness is most frequently developed from teacher autonomy. Feryok (2013)
implied that teacher autonomy is the foundation on which teacher cognitions and practices are
built to develop learner autonomy. The author further suggested that more studies are needed
to investigate four kinds of teachers: 1) teachers who have less autonomy, 2) teachers who do
not know or share learner language and culture, 3) teachers who are non-native speakers of the
target language, and 4) teachers who have heterogeneous classes. Suggestions made by Feryok
(2013) are echoed in this study because CE teachers in China reflect three of the teacher types

(1, 3 and 4) in the above list.

Research has also found that in the Chinese context, the extent to which learner autonomy is
dependent on the teacher may vary across age groups (Guo & Dai, 2011) or school backgrounds.
Moreover, divergences in teachers’ capabilities also account for the various roles a teacher can
play in developing learner autonomy. In other words, teachers in top Chinese universities may
be more autonomy-supportive because they are more capable, whereas in common universities,
teachers may not adopt learner autonomy supportive pedagogy because they are less competent

than the teachers in top universities (Li, Liu, & Zhang, 2007).

2.3 ESL/EFL classroom research and autonomy

The uniqueness of ESL/EFL classroom research lies in the explicit focus on the site of research.
In the words of van Lier (1989); “The classroom is thus the only setting, within the field, which
is singled out for scientific scrutiny” (p. 174). There are many common features in EFL and

ESL classrooms, and Section 2.3 reviews the literatures on both classroom types.
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The importance and value of language classroom research is self-evident. For students,
classroom-based approaches are critical to foster learner autonomy (2.4.1). These approaches
mainly refer to learner-control over planning classroom learning and learner self-assessment
(Benson, 2011). For teachers, classroom research is essentially a great opportunity for
professional development (2.4.2). What is more, the classroom is a prominent stage for
teachers to demonstrate autonomy and flexibility (2.4.3). That is, teachers’ levels of autonomy

can be differentiated by their classroom practices.

2.3.1 Classroom-based approaches for fostering learner autonomy

The concept of classroom research is multifaceted in nature. Firstly, van Lier (1989) pointed
out its educational and linguistic orientations. Therefore, language classroom research can help
to facilitate lasting improvement in language education. Secondly, the author has pointed to
the empirical nature of such research, both “as a place to get data, and as a place to apply
findings” (van Lier, 1989, p.174). Similarly, Duff and Early (1996) stated that language
classrooms remain an essential site for the examination and testing of research, theory, and
practice in Applied Linguistics. Thirdly, the complexity of language teaching is an essential
factor. Tudor (2001, 2003) argued that language teaching is far more complex than automobile
production for instance because no one can take it for granted that there is the technology in

language teaching to produce a neat and deterministic product to a predictable set of outcomes.

Allwright and Bailey (1991) maintained that classroom research is an umbrella term for “a
whole range of research studies on classroom language learning and teaching” and that there
1s a common emphasis in these studies on “trying to understand what goes on in the classroom
setting” (p. 2). In this narration, three key factors in language classroom research can be
identified: “learning”, “teaching”, and “what goes on”. In other words, from a perspective of
the agent, the three factors in classroom research are realised by learner, teacher, and

instructional interaction, respectively.
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The three factors are also in line with Chaudron’s (1988) assertion that the focus of language
classroom research carried out in the 1970s and 1980s tended to be on issues or domains of

inquiry that fall under one of the three general headings listed and illustrated below:

1. Teacher talk: examining the amount and type of teacher talk, questions teachers ask,

speech modifications they make, and feedback they provide to students.

2. Learner behaviours: examining developmental aspects of learners’ language, their
personal learning styles and strategies, and the effect of different topics and task

types on learners’ language.

3. Teacher-student interaction: examining the effect of interactional modifications on

learners’ ability to comprehend and acquire the target language.

These three issues have long been classical themes in language classroom research. Specifically,
Duff and Early (1996) observed that since the 1980s, much second language (L2) classroom
research has examined language use (input, interaction, and output) in particular settings. They
also reaffirmed the value of this research for developing our understanding of L2 development

and classroom discourse.

However, Nunan (1988) proposed the need for greater focus on a learner-centred curriculum
in his criticism that most classroom-based research has focused on aspects of classroom
interaction rather than on program planning and implementation. According to Nunan (1988),
a learner-centred curriculum ““is a collaborative effort between teachers and learners, since
learners are closely involved in the decision-making process regarding the content of the
curriculum and how it is taught” (p. 2). In other words, the following key features are given
emphasis in this curriculum: curriculum planning based on an analysis of student needs,
implementation in a communicative language teaching method, and assessment from both the

teacher’s and learners’ perspectives. In contrast, Nunan (1988) failed to see the implications
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for autonomy-supportive practices in the learner-centred curriculum because of historical

limitation when learner autonomy was only in its beginning stage.

An advantage emerging from a better understanding of learner language use and development
is that it lays a foundation for language teachers to facilitate learner development and to design
a pedagogy for autonomy. For instance, with a better understanding of learners’ first language
(L1) use in an L2 classroom, Rivers (2011) practiced innovatively to work against the English-
only policy in the Japanese ELT context and in response to the need to for the development of
learner autonomy. To foster learner autonomy in language classrooms, Benson (2003)

proposed five broad guidelines for teachers to follow in their classroom teaching practices:

1. Be actively involved in students’ learning,

2. Provide options and resources,

3. Offer choices and decision-making opportunities,

4. Support learners,

5. Encourage reflection. (Cited in Benson, 2012, p. 33)
These very general principles are naturally followed by practical questions. For instance, how
to involve them in student learning, in individual or collective forms? What kinds of options
and resources to provide? How to offer choices and decision-making opportunities? How to
support learners in emotional, technical, or strategic aspects? How to encourage reflection?
These questions are by no means exhaustive, and answers can only be found within classroom
research. This means more empirical studies in language classrooms are needed to test

guidelines and answer to these practical questions.

In addition, student engagement in learning activity selection and decision-making processes
also involves the power dynamic between teacher and learner control in the classroom (Benson,

2011). Benson (2011) noted that it is largely the teachers’ duty to plan learning activities and
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to assess learner performance, although research shows that student control over planning and
evaluation in the classroom has obvious benefits. In other words, Benson (2011) observed that
the effectiveness of classroom-based approaches to autonomy lies in how well a teacher can
embed specific teaching techniques within a more comprehensive pedagogy for autonomy.
However, the teacher’s role in the planning and assessing processes is invariably restricted by
the external institutional context and the curriculum requirements. Consequently, Benson
(2011) called for “critical approaches to language teaching” (p.173) to integrate attempts to

introduce learner control into the classroom.

In recent years, the role of contextual factors in the development of learner autonomy has been
emphasised in the relevant literature. For example, Gao and Benson (2008) discussed the macro
and micro contextual factors in approaches to language learning. Moreover, in Asian contexts,
Barnard and Li (2016) organised researchers from eight Asian countries to investigate teachers’
beliefs and practices on developing learner autonomy. In the same book, Zhang (2016)
concluded from their study of eight countries’ reports that “developing high levels of learner
autonomy is desirable but sometimes unfeasible due to many cultural and contextual
constraints” (p. 157). That is, high levels of learner autonomy are acknowledged by teachers
from Asian countries as a desirable capability, but there are feasibility obstacles to the provision
of this type of autonomy-supportive pedagogy. The hindrances mainly refer to “cultural and
contextual constraints”; to be specific, on classroom teaching. In sum, it remains the EFL

teacher’s responsibility to develop learner autonomy using a classroom-based approach.

Consequently, many scholars propose a pedagogy for learner autonomy or teaching for learner
autonomy (Feryok, 2013; Jiménez Raya, 2009, 2011, 2013; Reinders, 2010; V&quez, 2015;
Vieira, 1999, 2009). Crabbe (1993) claimed explicitly that it is the teacher’s responsibility to
foster learner autonomy from within the classroom, and gives valuable illustrations of
classroom discourses about tasks and their design. As an enthusiastic supporter of pedagogy
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for learner autonomy, Jiméiez Raya (2009) undertook a critical analysis of language education
in Europe and constructed a framework for learner and teacher development. Next, Jiménez
Raya (2011) introduced a teacher development multimedia DVD package to enhance pedagogy
for autonomy using a case-based approach to promote teacher reflection and action. Similarly,
Vaquez (2015) supported further analysis of the implementation of pedagogy for autonomy
in FLT through case studies. Furthermore, Jiménez Raya (2013) proposed nine principles to
apply when exploring pedagogy for autonomy in language education at the university level,

including:

1. encouraging responsibility, choice, and flexible control;

2. providing opportunities to learn and self-regulation;

3. creating opportunities for integration and explicitness;

4. creating opportunities for cognitive autonomy support;

5. developing intrinsic motivation;

6. accepting and providing for learner differentiation;

7. encouraging action-orientedness;

8. fostering conversational interactions; and

9. promoting reflective inquiry. (Jiméez Raya, 2013, pp. 127-133)
The issue of ‘how’ in Benson (2003) follows the nine principles proposed by Jiméez Raya
(2013) in its discussion of five broad guidelines for teaching practices. One of the complexities
of classroom research lies in its variety. Every teacher has his or her own way to “encourage”,
“provide opportunities”, “create”, and “interact” with students according to their individual
backgrounds. Therefore, the answer as to whether the principles or guidelines are useful or

applicable in specific classroom contexts can only be found in the specific classroom, in

individual teachers’ pedagogical practices.
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In asimilar vein, Reinders (2010) proposed a framework of skills that could be used by teachers
as a guide to increasing learner responsibility. The practical skills include: identifying needs,
setting goals, planning learning activities, selecting resources, selecting learning strategies,
practice, monitoring processes, assessment and revision, and underpinning autonomous
learning with reflection and motivation. Vieira (1999, 2009, 2010) proposed that pedagogy for
autonomy could be supported through teacher development and education programs, or via
collaborative learning communities. In well-designed professional development programs,
language teachers have the opportunity to gain the knowledge and skills proposed by Reinders
(2010), or to conduct action research to learn more about and reflect on their own actions in
the classroom. These programs help language teachers to develop their professionalism in a

sustainable manner and to gain effective skills for autonomy-supportive pedagogy.

2.3.2 Classroom research for teacher professional development

Classroom research was originally conducted for teacher professional development, either by
the classroom teacher himself/herself or by a teacher trainer. Conducting classroom research
in a teacher’s own classes and evaluating existing research in the field is a useful pathway for
the teacher to become more effective (McKay, 2006). Going back to the origins of classroom
research in the 1950s, teacher trainers often used observation methods and provision of
feedback to solve the problems they encountered when helping student teachers to develop

their teaching practices (Allwright & Bailey, 1991).

Evidently, the findings in these classroom research studies always provided insightful
implications for teacher training and professional development. The new trends put forward
four challenges for common language teachers as learners to meet the needs of the time. Firstly,
research investigations into micro-level teacher classroom behaviours suggests teachers need
to be reflective practitioners (Farrell, 2013, 2015; Farrell & Ives, 2015). Indeed the use of video
recordings have been identified as a particularly useful strategy (Susoy, 2015).
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Secondly, research into the macro-level sociocultural context of language teaching reminds
teachers to promote their awareness of culture (Palfreyman, 2003) and to consider the
ecological perspective of the language classroom against the backdrop of globalisation (Feng,
2016). Furthermore, the increasing prevalence of information and communication technologies
(ICT) and computer-assisted language learning (CALL) in language classroom requires
teachers to learn and embrace technology in innovative ways to meet the needs of their students
(O'Hara, Pritchard, Huang, & Pella, 2013). Finally, how to make effective interactive decisions
and to manage student contributions in classroom interactions are also critical skills for
language teachers to learn as part of their professional training and development (Fagan, 2013).
Over time, the teacher’s sense of autonomy has been found to play a critical role in the
development of teacher cognition, cultural awareness, technology integration, and interactive
decision making (Hargreaves et al., 2013) . However, empirical evidence form studies on

teacher autonomy and professional practices in language classrooms is difficult to locate.

The procedures for conducting investigations of language classroom practices have been
influenced by many different disciplines including education, sociology, psychology,
linguistics, Applied Linguistics, and so forth (Chaudron, 1988). Chaudron distinguished four
traditions at least: psychometric, interaction analysis, discourse analysis, and ethnographic.
Borrowing Edmondson’s (1989) book review on three classroom-based research studies in
1988, the research methods vary from Chaudron’s (1988) carefully controlled experimentation
to van Lier’s (1988) fight for ethnography, as well as Allwright (1988) attempt to understand
how it has come about by observation. McKay (2006) developed a continuum of classroom
research methods from action research, to survey research, introspective research, and on to
qualitative research with many other subcategories. Among these recommendations, class-
room based action research by language teachers was passionately encouraged by researchers

(Burns, 1999, 2010; McKay, 2006; Nunan, 1989; Petrén & Uzum, 2016).
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In sum, the above review demonstrated how teachers are a major beneficiary of language
classroom research. Chaudron (1988) even broadened the range of benefits and confirmed that
classroom-oriented research can guide the teacher, curriculum developer, researcher, or
administrator toward principles of effective instruction by the noting different effects of
language classroom processes. However, there is also the need for more classroom research
that examines the relationships between the internal and external dimensions of teacher
autonomy; especially teachers’ attitudes and practices in the classroom in specific institutional

contexts.

2.3.3 Teacher autonomy in classroom practices

In recent years, research into teacher behaviour at the micro-level (i.e., in the classroom) has
gain in prominence, with focus on such aspects as teacher cognition (Borg, 2006; Kubanyiova,
2015), teacher beliefs (Dogruer, Menevis, & Eyyam, 2010; Farrell & Ives, 2015; Hos & Kekec,
2014), and improvisation or creativity in language teaching (Berk & Trieber, 2009; Jones &
Richards, 2016; Okten & Griffin, 2016). Research into micro-level aspects such as teacher
cognition and beliefs account for classroom behaviour from a mental and cognitive perspective,

and reveals the ‘why’ under observable classroom teaching phenomenon.

At the same time, macro-level research studies of the sociocultural context of language
teaching have also attracted increased attention. According to Dull and Early (1996), classroom
language forms and functions may need to be examined in terms of broader educational issues
such as assessment, curriculum, multi-culturalism, socioeconomic reproduction, and academic
discourses. It is also increasingly argued that research into language classroom practices should
be context-dependent because a prerequisite for any effective change in language classroom
practices is that the teacher understands the existing classroom context as much as possible
(Nind, Curtin, & Hall, 2016; Wedell & Malderez, 2013). In addition, Kumaravadivelu (2012)
has called for a shift from the teaching of methods and strategies to empowering teachers to
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theorise about teaching practices. As argued by the author, such theorising is achieved through
understanding the needs that continually manifest within their own teaching contexts,
integrating changes to support these needs, analysing their teaching practices and student
learning, and reflecting on the impact of their teaching. Research into the macro-level
sociocultural context of language teaching will facilitate a deeper level of understanding of

how external factors shape or reshape language classroom teaching.

Teacher autonomy is assumed to mediate micro-level teacher classroom behaviours and the
impact of the macro-level sociocultural context. In this situation, teacher autonomy and teacher
agency are interchangeable. Molina (2017) studied teacher agency among Chinese English
language teachers to understand the ways in which they adapted the curriculum to their local
contexts. Feryok (2013) suggested that “teacher autonomy was the foundation on which this
teacher’s cognitions and practices were built” (p. 223). Feryok situated the study within the
framework of sociocultural theory to explain the teacher’s role in developing learner autonomy,
but found that teacher autonomy might be the hiding reason. Indeed, Benson and Huang (2008)
have identified a research transition from foreign language learning to teaching, and
accordingly learner autonomy to teacher autonomy. However, empirical research into teacher

autonomy in classroom practice is rare.

One teacher autonomy practice points to teacher-learner interactions in the classroom.
Research into teacher-learner interactions has a long tradition in the field, particularly since
Bellack, Kliebard, and Hyman (1966) first identified the three-part interactive structure known
as teacher Initiation-Response-Feedback/Evaluation (IRF or IRE). Although the importance
of this typical interactive structure in classroom language learning has been established as early
as Allwright (1984), the difficulty of categorising and analysing irregular patterns of interaction
have long existed (van Lier, 1984). In van Lier’s (1984) words; “When we carve up interaction
in any way, we will always find irregular pieces and leftovers” (p. 165). For example, Boulima
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(1999), and Jenks and Seedhouse (2015) found that the functional structure of a teaching
exchange in language classroom discourse is far more complex than the basic IRF structure
elaborated by Sinclair and Coulthard (1975). The last few decades have witnessed an increasing
interest in teacher-student classroom interactions (Jenks & Seedhouse, 2015). This trend has
subsequently contributed to new findings on the complexity of the interactions and teachers’
interactive decision-making in language classrooms. At the same time, it is evident that the
interaction complexity is beyond the explanation of classical themes in classroom research,
teacher curriculum design, teaching methods, or professional training. This is due in part to the

autonomous discretion demonstrated by teachers in the complex patterns of interaction.

In these complex, dynamic, and fluid interactional processes, language teachers’ decision-
making cannot be considered as a basic skill (Kleven, 1991). For instance, Chiang (2006) found
that the schemata of expert teachers’ interactive decision-making comprised well-developed
knowledge structures and effective classroom strategies, along with on-going monitoring,
assessment and reflection. As a result, making such interactive decisions poses different types

of demands on teachers (Zhu, 2014).

The global trend in education towards technology-based classroom practices also challenges
teacher autonomy. ICT and CALL have emerged as a new focus of classroom research interest.
ICTs have unquestionably changed language classroom practices (Gilakjani, 2014) and
although there are many advantages associated with their successful integration in the
classroom (e.g., Gilakjani, (2014)), many teachers remain reluctant to embrace ICTs
(Papadima-Sophocleous, Giannikas, & Kakoulli-Constantinou, 2014). In addition, a general
lack of CALL preparation in teacher preparation programs was observed (Papadima-
Sophocleous et al., 2014). As a result, researchers call for more formal in-and pre-service
teacher training and rich affordances of ICT knowledge for EFL teachers to facilitate language
teachers’ better utilisation of ICTs in the classroom (Gilakjani, 2014; Papadima-Sophocleous

47



et al., 2014). Particularly, teachers’ attitudes toward ICT in English language classrooms
(Seraji, Ziabari, & Rokni, 2017) and autonomy-supportive teaching in CALL contexts

(Reinders & White, 2016) are emerging as increasingly attractive and promising research fields.

2.4 CE teacher autonomy in China and its constraints

2.4.1 CE teacher autonomy in China
Regarding CE teacher autonomy in China, this review focuses on three issues: 1) the meaning
of the concept of teacher autonomy in the Chinese context, 2) the current situation of Chinese

CE teacher autonomy, and 3) the feasibility of autonomous teaching in China.

Regarding the first issue, there are many different views. For example, Li (2013) defined
teacher autonomy in China as the teacher’s ability to be autonomous in their teaching in relation
to knowledge structures, thinking, and creative ability. In addition, one of the most complex
understandings of teacher autonomy belongs to Gao and Li (2011) in which they propose six

capability levels:

1. The capability to combine pedagogical theories and teaching reality to flexibly
master and internalise the teaching syllabus, as well as design and revise course aims
and plans;

2. The capability to choose and integrate teaching materials and methods, and to
conduct inside and outside of class activities;

3. The capability to train learners to master and utilise learning strategies, and to
encourage learner autonomy in effective pedagogical strategies;

4. Teacher’s self-monitoring and reflecting on teaching processes and behaviours;

5. The capability to handle external constraints; and

6. The capability for autonomy development and life-long learning.

(Gao & Li, 2011, p. 30, translated by the author)
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It is evident that Chinese scholars have attempted to adapt the Western concept of teacher
autonomy to the Chinese context. Firstly, there are many literature reviews on the introduction
of the concept of teacher autonomy into China (Fang, 2013; Jiang & Ma, 2012; Qian, 2005).
Qian (2005) reviewed major works on teacher autonomy in both China and abroad, and
discussed the relationship between teacher autonomy and learner autonomy. Furthermore, the
author suggested several ways to realise autonomy in teacher professional development. Fang
(2013) introduced major works on teacher autonomy in Western countries from a sociocultural

perspective and commented that the Chinese counterparts were young and insufficient.

Chinese scholars also applied their own understanding of teacher autonomy to its definition.
For example, in response to the rapid development of language centres and the internet in China,
Zhang and Song (2014) discussed the concept of teacher autonomy in an information
technology environment and the Chinese EFL context. There are also a small number of
researchers who advocate teacher autonomy as a ‘right’. One such researcher is Wu (2004),
who has argued that symbolic control of curriculum autonomy is the form of communication
by the institution to its teachers. Therefore, teachers should read school texts critically as a way
to achieve self-empowerment through discourse. To sum up, most Chinese researchers view
teacher autonomy as a series of capabilities, while there are also those who have the opinion
that more rights should be given to teachers to act with autonomy in the classroom. Moreover,
time characteristics—Ilike information technology—and Chinese sociocultural factors are

increasingly included in the interpretation of teacher autonomy in China.

The relationship between teacher autonomy and learner autonomy is also subject to the unique
sociocultural context in China. The examination system in China is such a prevalent common
objective that it presents as an obstacle to learner autonomy and teacher autonomy.
Concurrently, the CET4/6 examination unites learner autonomy and teacher autonomy, given

the importance of examination results for both teachers and students in China. To clarify,
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teachers need the examinations to prove the effectiveness of their teaching or to use as learning
support materials to promote student application and students need examinations to pursue
further education, a diploma, or better job opportunities. Autonomously, “the teachers focus on
helping their students prepare for these tests, and the students focus on passing them” (Sun &
Henrichsen, 2011, p. 2). In other words, passing the CET4/6 examination becomes a shared
expectation between CE teachers and their students, which gives both teacher and learner

autonomy a direction.

Furthermore, empirical studies on the relationship between learner autonomy and teacher
autonomy in China align with the claim made by Little (1995) that learner autonomy depends
on teacher autonomy. In the Chinese EFL context, the findings by Chen (2011) support the
view of Little (1995) that teacher autonomy has an overall and positive impact on learner
autonomy. Chen (2011) specified that effective communication between teachers and students
has the greatest effect on learner autonomy. Chen’s study collected empirical data via
questionnaire and in-depth interviews from 207 non-English major students and their English
teachers (6 in total) at a Chinese university. The author measured six learner autonomy
variables and seven teacher autonomy variables. The six learner autonomy variables included:
knowing the teaching aim, planning learning targets, using strategies, monitoring strategy use,
and monitoring the learning process. The seven teacher autonomy variables included:
moderating teaching content, organising classroom teaching activities, motivating student
interest, effective communication, assessing student performance, developing students learning
ability, and creative teaching. Although the study comprised only a small sample (especially
the teacher sample) from a common Chinese tertiary school, it claims to have high internal

consistency.

When comparing Chinese and Western researchers’ views of teacher autonomy, it is apparent

that both parties believe teacher autonomy to be a capability. However, Chinese researchers
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tend to broaden the range of this capability (e.g., Qian (2005)), whereas Western researchers
seldom define teacher autonomy in such a detailed way. In addition, the discussion and
consideration on other dimensions of teacher autonomy given by Chinese scholars are

insufficient.

In terms of the current context of CE teacher autonomy in China, most studies present negative
results. That is, Chinese CE teachers are not autonomous enough in their teaching practices.
Gao and Li (2011) found that CE teacher autonomy is not strong in general. They conducted a
questionnaire survey of 116 CE teachers at five Chinese universities and found that CE teachers
are not autonomous in six key aspects: 1) flexibly mastering and internalising the teaching
syllabus; 2) selecting, developing and utilising textbooks or course-related resources, and in
their willingness to spare time and energy to organise teaching activities out of class; 3) training
students in cognitive and metacognitive strategies, and in knowing students’ strategy utilisation;
4) reflecting on teaching processes and behaviours; 5) handling external constraints; and 6)

writing research papers at a satisfactory level.

Quantitative methods seem to be preferred by Chinese scholars when researching teacher
autonomy in China. For instance, Zhang and Shu’s (2014) questionnaire surveyed 300 CE
teachers at 10 Chinese universities and colleges. Their questionnaire consisted of seven more
complicated and refined aspects: teaching goal and plan, teaching content design and selection,
ability to control the teaching process, assessment and reflection, facilitating learner autonomy,
adapting to the environment, autonomous learning, and professional development. The authors

found only average level ability of CE teachers to act autonomously.

Qualitative methods like interviews are gradually gaining their place in CE teacher autonomy
research. For example, An’s (2011) empirical study included face to face interviews with 30

CE teachers to examine three aspects of autonomy: control of teaching environment, flexibility
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in classroom teaching, and professional development. An (2011) found that teachers’ personal
desire for professional development is not strong enough and that the external autonomy-

supportive environment needs to be improved.

Regarding the feasibility of autonomous teaching in China, there are two considerations from
internal and external perspectives, respectively. From an internal perspective, whether CE
teachers can teach autonomously depends on the capabilities of the CE teachers in China.
However, the survey results presented in previous paragraphs showed that the autonomous
teaching in China is not progressing adequately because CE teacher autonomy is generally not
satisfying. From an external perspective, it depends on whether the CE teachers’ working
conditions allow them to conduct autonomous teaching. In the following paragraphs, 1 will

review studies of the external conditions of CE teachers’ autonomous teaching in China.

Many studies on CE teacher autonomy have noted a certain degree of constraint due to the
nature of the Chinese education system and the educational reforms. For example, scholars
have begun to pay attention to the constraints, influences and countermeasures of CE teacher
autonomy or its development from various perspectives (Chen & Liu, 2012; Shi, 2011; Zhang,
2008). Regarding the unavoidable constraints, CE teachers’ attitudes play a critical role in the
feasibility of autonomous teaching in the Chinese context. However, the above research failed
to demonstrate how these external constraints influence CE teachers’ attitudes toward
autonomous teaching. Therefore, it is worthy of this study to examine CE teachers’ attitudes to

autonomous teaching which is subject to external constraints.

2.4.2 Constraints on teacher autonomy in China
The word ‘constraint’ appears frequently in many studies on teacher autonomy. Many scholars
have mentioned the various factors to constrain teacher autonomy from their specific

perspectives. Trebbi (2008) claimed that teachers are never free from constraints and pointed
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to three main constraints: external, in the form of institutional and curricular constraints;

internal, such as teacher attitudes and beliefs; and supportive, such as those which offer new

experiences and encourage critical reflection on existing representations of teaching and

learning. From a practical perspective, a needs analysis of Chinese teachers of English related

to designing teacher training materials by Sinclair (2009) found several constraints that make

Chinese CE teacher feel frustrated:

Teachers have a relative lack of freedom as professionals, but have a desire to be more
flexible and innovative, and to use more learner-centred methodologies.

A culture of examination-oriented teaching and goal-setting dominates classroom
practices.

Students are not used to taking responsibility for their learning and are mostly
instrumentally motivated by the need to pass examinations.

Classes tend to be rather large (40 to 70 students), so student learning needs go
unrecognised.

Among teachers, there is a relative lack of experience in using new technologies for
learning and teaching, but a desire to do so.

Teachers perceive a need for greater learner autonomy and teacher autonomy.
Teachers are not familiar with ways to promote greater autonomy in their learners.
Teachers feel disempowered to some extent as professionals in their context. They are
generally able to exert control over their teaching only with regard to methodology and,
to some extent, by introducing supplementary materials once the syllabus has been

completed. (Sinclair, 2009, p. 182)

This list of eight constraints on CE teachers in China can be categorised into two parts. The

first four items are rooted in teachers’ working conditions including: institutional

administration, examination-oriented culture of education, student obedience, and large
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language classes. The last four items relate to the CE teachers themselves. They lack experience,
desire for autonomy, lack strategy in promoting learner autonomy, and have a feeling of
disempowered. According to Wilches (2007), the first four items belong to external constraints,

while the latter four are internal constraints.

Benson (2010) was aware of the systemic constraints in Hong Kong secondary public schools,
and stressed “Schemes of Work™ and school-based supervision and surveillance mechanisms
were the root causes of the problem. Benson (2013) then determined there were six layers of
outer constraints on teaching and learning interaction in the classroom (Figure 2.1): classroom
rules and conventions, school rules and conventions, curricular/schemes of work, public
examinations, education policies, and conceptions of language teaching and learning. Benson’s
six-layer explanation of constraints illustrates the situation of CE teaching in China. Schemes
of work and public examinations, particularly are influential factors in Chinese universities.
However, understanding how these constraints influence practical classroom teaching requires

more empirical evidence.

> conceptions of language teaching and learning 2

N education policies 2

N public examinations (72

N curricula / schemes of work 2

N school rules and conventions 2,

< classroom rules and conventions =

teachers
it
students

Figure 2.1Constraints on teacher autonomy (Benson, 2013, p. 9)
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2.5 Research questions (RQ)

The review of the literature above was used as a springboard to gain a better understanding of
teacher autonomy and its relation to learner autonomy. In this process, the theoretical
framework of teacher autonomy in Smith (2003) was taken as a starting point. Some key
dimensions were then pinpointed and revisited, including teacher capability, professional
development, freedom in institutional context, and teachers’ attitudes towards autonomy-
supportive teaching. In addition, autonomy-supportive teaching was argued to be a
manifestation of teacher autonomy. There is clearly the need for language classroom research
to gather further evidence of teacher autonomy because all theoretical constructs of teacher
autonomy are assumed to be realised through pedagogical processes (Benson, 2010; Little,
1995; Tort-Moloney, 1997). Moreover, this review highlighted that CE teacher autonomy has
unique characteristics and constraints in the Chinese sociocultural context because teacher
autonomy is suggested to be better understood as a non-static and relative concept (Helggy &

Homme, 2007) in a specific school institutional context.

From a teacher’s perspective, if autonomy as teacher capability is something that can be
measured psychologically (2.4.1) and fostered educationally (2.1.2), it is natural to see higher
or lower levels of autonomy among different teachers. At the same time, from a sociocultural
perspective, it is the administrators’ responsibility to foster teacher autonomy or to create an
autonomy-supportive environment (Strong & Yoshida, 2014), and the teachers’ responsibility
to reflect on and promote autonomy in themselves (Gao & Li, 2011; Qian, 2005). In other
words, research studies of teacher autonomy should attach greater importance to the role of

contextual factors in the development of teacher autonomy.

Moreover, several empirical studies on CE teacher autonomy in China were reviewed. The
data-based research revealed three characteristics of teacher autonomy in the Chinese context.

Firstly, Chinese researchers tended to define teacher autonomy as a capability (Gao & Li, 2011).
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Accordingly, the dependence of learner autonomy on teacher autonomy also showed
sociocultural characteristics in the Chinese context. Secondly, the research findings on teacher
autonomy in China were not optimistic (Gao & Li, 2011; Zhang & Shu, 2014). In other words,
CE teacher autonomy in China is not satisfactory. Thirdly, internal and external constraints on

CE teacher autonomy were evident (Benson, 2013; Sinclair, 2009).

All literature reviewed guides the research on teacher autonomy towards teachers’ classroom
practices (2.3.3), especially teachers’ attitudes towards the influence of autonomy on their

teaching practices in their specific context. Therefore, the research questions in this study are:

1. What are Chinese CE teachers’ attitudes toward learner autonomy and teacher
autonomy in their work?

2. What are CE teachers’ practices in their classrooms?

3. Do their teaching practices align with their attitudes toward autonomy?

4. What does teacher autonomy mean in the context of CE teaching in China?

56



Chapter 3
Methodology

This study is a single case study to explore teacher autonomy at a Chinese public university. |
will explain in detail the case selection (3.1), participant selection (3.2), data collection (3.3),
and data analysis (3.4) processes. Finally, the validity, reliability and ethics issues (3.5 &3.6)

are also discussed.

3.1 Case definition and selection

A case study is “an empirical inquiry that investigates a contemporary phenomenon within its
real life context, especially when the boundaries between phenomenon and context are not
clearly evident” (Yin, 2014, p. 16). This study adopts a case study approach, which according
to Stake (1995), is not so much the choice of the researcher, but the choice of the research itself.
To clarify, Yin (2014) explicitly lists three decisive criteria related to the choice of research
strategy: (a) the type of research questions posed, (b) the extent of the control the researcher
has over actual situations, and (c) whether the research focuses on contemporary or historical
phenomena. A precondition of choosing a case study design is thus a clear understanding of

the research questions, as well as the type and characteristic of the questions.

Firstly, a case study is suitable for this research because of the type of research questions being
asked. The research questions in this study aim to explore how teacher autonomy functions in
Chinese CE classroom teaching context. They are characterised as descriptive and explanatory.
“A case study research method is appropriate when the researcher wants to answer a descriptive
question or an explanatory question” (Gay, Mills, & Airasian, 2012, p. 445). So, a case study

design can help me to answer the research questions. Another reason for choosing a case study
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design is, “the operational constructs using closed-ended responses developed by researchers
fail to uncover the deep nuances and dynamic interactions between thoughts and actions within
and between individuals” (Woodside, 2010, p. 3). Here, fixed choice questionnaires are typical
closed-ended response structures developed by researchers. Though a questionnaire survey has
many advantages, an in-depth case study is preferred to explore the deep nuances and dynamic
interactions in and between teachers’ thoughts and actions. Since the focus of this study—
teacher autonomy—is considered a complex and dynamic interaction between teachers’
capabilities and the institutional context, it is necessary to describe this interaction in detail.

All in all, a case study approach is appropriate and useful for this study.

Secondly, one case was selected in this study for the possibility of an in-depth investigation
shedding light on a larger class of cases. Stake (1995) distinguishes case studies into three
categories: intrinsic, instrumental, and collective. An intrinsic case study is undertaken out of
the researcher’s intrinsic interest in the specific case. An instrumental case study uses the case
to understand something else, something more general. In other words, one case can be studied
as an instrument to understand more cases. With regard to this study, it is undertaken as a result
of this researcher’s intrinsic interest in the case, furthermore, the case also serves as an
instrument to learn more about a large class of cases as well as to probe the theory of teacher
autonomy. Gerring (2007) understands a case’s instrumental function similarly, stating: “a case
study may be understood as the intensive study of a single case where the purpose of that study
is—at least in part—to shed light on a larger class of cases (a population)” (p. 20). In this study,
my personal experience entails an intrinsic interest to study the case which served as an

instrument for readers to also gain insight into more similar public universities in China.

Finally, this study attempts to investigate teacher autonomy in classroom practice, which is
obviously contemporary rather than historical. The practice of teacher autonomy changes
according to different times and places (Wermke & H&tfEt, 2014). In contemporary China,
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CE is experiencing rapid and profound reform, while the issue in question is changeable and
disparate from university to university. Therefore, this study focuses on only one university in

contemporary China.

3.1.1 Research site

According to Stake (1995), “the case is a specific, a complex, functioning thing”, and “an
integrated system” (p. 2). In this study, a Chinese public university is just such a ‘thing and
system’. However, Chinese public universities generally fall into two categories: key and non-
key universities. Key universities are fewer and enjoy a large amount of financial support and
creative space from the central government, whereas non-key universities are far more common

and receive less financial support and freedom from the local government.

The case university is a non-key public university in central China. As a provincial multi-
discipline university, it has a history of over 50 years, specialising in engineering, with other
undergraduate programs covering majors such as science, management, economics, and the
liberal arts. The university has an enrolment of more than 20,000 full-time undergraduate and
postgraduate students under the supervision of 2300 faculty members. The data used in this
thesis is adopted from the official website of the university which is not noted explicitly for

confidential reasons.

The selected university meets four criteria to be the case in this study. The purpose of the study
is the first criterion. Because the focus of this study is teacher autonomy in EFL classrooms,
CE teachers in a non-key public university are the most represented. Given the unbalanced
development between universities in different areas of China, a non-key public university in
central China avoids going to the extremes, which is the second criterion in this study. In terms
of the third criterion, the scale of the case is a factor that should be considered. A university

which is too large or too small is not suitable for this research. Finally, researcher access is the
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fourth criterion. Since | keep a position at the university, | enjoy full access to the participants

and can obtain rich information in the most effective and the least defensive way.

The School of Foreign Languages is one of 16 schools at the university. It is composed of six
teaching units: two College English Departments, one English Department, one Business
English Department, a Department of Language and Culture Dissemination, and a Postgraduate
English Department. Among the six departments, the College English Departments are
regarded as lower profile than the English Department because teachers in the former teach
non-English majors, whereas teachers in the latter teach English majors. As a result, teachers
teaching English-majored students are expected to have a Doctor’s degree, but not those

teaching non-English majors in the College English Departments.

3.1.2 Staff composition

There are 125 full-time staff in total in the School of Foreign Languages (all data in this part
was calculated in October 2015 during data collection), comprising 107 faculty members and
18 teacher administrators. The faculty members are a rather young group—the average age is
36 years—the majority of whom are women (n = 84). In terms of academic titles, there are
eight professors, 41 associate professors, 53 lecturers, and five associate lecturers. All faculty
members hold a Master’s degree or above, while nine hold a Doctor’s degree. It is an increasing

trend in China’s universities that faculty members have overseas education experience.

3.1.3 College English teachers
Among the 125 faculty members, there are 58 full-time College English teachers at the school.
The teachers do not have their individual office to work in, and are assigned and managed in

two big meeting-room-like offices: College English Teaching and Research Office (1) and (2).

In Office (1) there are 29 faculty members, three males and 26 females. Four members in the

Office were absent for this study: two were visiting another school as a scholar, one is pursuing
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a PhD degree aboard, and one is working abroad. In terms of the academic titles of the faculty
members in this office, one is a professor, 10 are associate professors, 16 are lecturers, and two

are associate lecturers.

In Office (2), there is the same number of faculty members: six males and 23 females. There
were three members absent: one was visiting another school as a scholar, one is pursuing a PhD
degree aboard, and one was on sick leave. Regarding their academic titles, 12 are associate

professors, 15 are lecturers, and two are associate lecturers.

3.2 Participants

Fourteen CE teachers and six administrators were recruited for this case study. This participant
recruitment result reflected to a certain degree the CE teachers’ desire to be given attention and

their enthusiasm to participate in academic research.

3.2.1 Teacher participants

As | introduced in Section 3.1.3, there are 58 full-time CE teachers at the School, with seven
absent for different reasons. There were 51 potential participants in the case. It was impossible
for me to interview and observe all of them within the time and budget limitations. Therefore,

a set of criteria (three criteria) was necessary for the recruitment of teacher participants.

Firstly, a balance between two teaching tasks was a criterion. Because there were two College
English Offices (one who oversaw freshmen CE teaching and one who oversaw sophomore
students), five to 10 CE teachers were recruited from each Office based on the different
teaching tasks. Secondly, years of teaching experience were set as another selection criterion.
I tried to cover all teaching experience groups from novice teacher (less than three years’
teaching experience) to experienced teachers (more than 10 years’ teaching experience).
Finally, professional titles were the third criterion. According to the stratified sampling
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principle (O'Leary, 2014), a similar percentage of teachers was chosen for each academic title,
namely professor, associate professor, lecturer, and associate lecturer. However, the ‘highest
degree’ held by the teacher was not a criterion even though it has been found to influence
teacher autonomy significantly (Zhang & Shu, 2014). Because all CE teachers in the case held
a Master’s degree, which was a must for teachers in the school, no teacher with a higher degree

could be found until the time of data collection.

As for the recruitment procedure, | first posted my project advertisement online on the official
department social media website. | then emailed all 51 teachers to introduce my project and to

ask for volunteers.

Table 3. 1 The demographic information of the teacher participants

No Office Name Sex Age Title Working - Class

years size
1 1 Donna F 41-50 L >16 31
2 | Grace F 31-40 L >16 40
3 1 Lisa F 31-40 L 11-15 24
4 1 Mary F 3140 L 11-15 33
5 1 Sam M 4150 L 1-5 20
6 1 Sarah F 21-30 A 1-5 28
7 1 Ruth F 31-40 L 11-15 22
8 1 Helen F 21-30 A 1-5 25
9 1 Betty F 31-40 AP >16 25
10 2 Linda F 3140 L 11-15 66
11 2 Nancy F 31-40 L 6-10 32
12 2 Susan F 31-40 L 11-15 38
13 2 Mark M 41-50 AP 20 67
14 2 Elisa F 41-50 AP  >16 71

Note: A=Associate Lecturer; L=Lecturer; AP=Associate Professor
Finally, 14 CE teachers were recruited as participants. Their demographic information is
illustrated in Table 3.1. To ensure confidentiality, all participant names have been replaced
with pseudonyms. There are several points in the table that should be noted. Firstly, there were
nine teachers from Office (1) and five teachers from Office (2). This imbalance was due to the

national policy of one-month freshmen military training, a traditional and a compulsory course
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for all freshmen in Chinese tertiary education. In the first month of data collection—September
2015, CE teachers in Office (2) were on leave because their freshman students were
undertaking military training at the beginning of their campus life. As a result, I could only

collect data from teachers in Office (1).

Secondly, most participants were female teachers (n = 12). It is a common phenomenon that
female teachers occupy most teaching positions at the School of Foreign Languages. The
percentage of male teacher participants (14%) in this study aligned approximately with that of
male teachers in all CE teachers (15.5%, calculated from data provided on the School official
webpage). This gender difference observed the stratified sampling principle | adopted during
participant selection. Third, my participants were generally young—most in their thirties—
which also reflected the age of most CE teachers. Fourth, most participants were experienced
teachers with a ‘Lecturer’ title. This outcome similarly reflected the titles generally held by the

CE teachers at the School.

Finally, ‘class size’ in the table referred to the class being observed. Every teacher had to teach
three classes to meet the minimum workload requirement at the school. Because | only
observed one class offered by the participant, it was the observed class marked here. Class size
varied from 20 to more than 70 students. Table 3.1 shows nine teachers in Office (1) worked
had comparatively smaller classes because these classes included sophomore students who had
not passed the national exam (CET4). As such, they had to attend the CE class to prepare for
the exam again. In contrast, the five teachers from Office (2) had large classes because all

freshmen students had to attend this course as a compulsory requirement.

3.2.2 Administrator selection
Erickson (1967) views school administrator as “the formally designated leader” (p. 417),

school principals most frequently. However, in the Chinese college context, a school principal
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is a faraway symbol, while middle or high-level administrators are direct leaders of teachers’
work and evaluation, and the organisers of weekly faculty meetings most frequently. What is
more, the word ‘administrator’ is an umbrella term for many different levels of bureaucratic
officials. At School of Foreign Languages in the case university, the two main administrator
categories are teaching management and administrative management—in charge of academic
and administrative affairs, respectively—and each is comprised of four ranks as shown in Table

3.2:

Table 3. 2 Organisational structure of administrators

Teaching management Administrative management
Highest leader Dean Secretary of the Party
High level Vice Deans Deputy secretary of the Party
Middle level Directors of the Teaching Chief clerk

and Research Offices
Low level Teaching secretaries Clerks/Political instructors

Administrators in this study refer to middle or high-level educational administrators. There are
two reasons for selecting administrators in this range. For one thing, school principals are not
a regular factor in CE teachers’ work routine. For the other reason, middle or high-level
administrators have a direct influence on teacher management and work practices. For example,
one director from each CE Office is in charge of 29 faculty members. S/he arranges the
workload of teachers, organises weekly faculty meetings, conveys important news or decisions
from the School management, evaluates teachers’ performances, etc. They may therefore play

a role in creating or restricting autonomy in the teaching environment.

Finally, the Dean and a Vice Dean of the School of Foreign Languages, two Directors of the
College English Teaching and Research Offices, a Director of Teacher Professional
Development Office of the University, and a teacher supervisor were interviewed. The
demographic information of the administrators is illustrated in Table 3.3. To ensure
confidentiality, all participant names have been replaced with pseudonyms.
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Table 3. 3 The demographic information of the administrator participants

No Name Sex Age Title Working
years
1 Jack M >50 Dean >30
2 Sue F  41-50  Vice Dean >16
3 Yung F  41-50 Director >16
4 Mark M 41-50 Director >16
5 Leon M 31-40 Director >10
6 Rose F >50  Supervisor >30

There are two points worth noting in Table 3.3. Firstly, Mark was interviewed and observed as
a CE teacher as well as an administrator because he worked at the school as a double-tasked
faculty member—a so-called ‘two-shoulder in charge’ in Chinese. The work experience
accumulated from the administrative position can always lay a foundation for a promotion to a

higher-level position.

In addition, Jack and Rose were over 50, the retirement age. They were reemployed after
retirement for their rich experience in academic management and teacher supervision skills,
respectively. Jack has many years of experience at a top university and a private university,
while Rose was the only professor at the College English Department for many years before

her retirement. She was considered as a CE teacher coach and reemployed after retirement.

3.3 Data collection

Data collection in the case university in China lasted eight weeks from September to October
in 2015. According to the three principles outlined by Woodside (2010), data in this study were
collected systematically. First, triangulation methods and multi informants should be a
necessity to confirm and deepen information. Second, as an objective, case study research can
be used to probe theory. Third, multiple cases, or multiple behaviours and events within one
case study, can be examined to deepen understanding of patterns and contingencies related to
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theory. To be specific, in this study, 14 teacher participants (3.2.1) served as the main
informants. Their classroom teaching was observed, and their opinions were obtained via
interview. Hence, their thoughts and actions were triangulated with reference to documented
data such as national policies, school rules, classroom observation field notes, etc. Though this
study investigated only one case, participants’ multiple behaviours and events in the classroom
were examined to deepen our understanding of the concept of teacher autonomy and its

function in classroom practices.

3.3.1 Theory for data collection methods
To answer the research questions, data were collected according to particular purposes and

methods. The relations among the three parts are shown in Table 3.4:

Table 3. 4 The relationship between the research questions and data collection methods

Research guestions Purposes Methods
1 What are Chinese CE teachers’ attitudes Probe into Teacher interviews
toward learner and teacher autonomy in theory
their work?
2 What are CE teachers’ practices in their Comparison  Classroom observations
classrooms? SRI
3 Do their teaching practices align with Comparison  Teacher interviews, SRI
their attitudes toward autonomy? Triangulation  Classroom observations
4 What does teacher autonomy mean in the Probe into Documents
context of College English teaching in theory Administrator interviews
China? Triangulation  Classroom observations

According to Merriam (1998), “the data collection techniques used, as well as the specific
information considered to be ‘data’ in a study, are determined by the researcher’s theoretical
orientation, by the problem and purpose of the study, and by the sample selected” (p. 70).
Using the literature reviewed in Chapter 2 as my theoretical orientation, I considered my data
mainly from three groups of informants: teachers, administrators, and documents. In terms of
data collection techniques, “data collection in case study research usually involves all three

strategies of interviewing, observing and analysing documents” (Merriam, 1998, p. 137).
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Therefore, | adopted three main qualitative data collection techniques in this study: classroom

observation, participant interview, and document analysis.

14 CE teachers (3.2.1) were the primary group of informants and they provided three sources
of data. Firstly, semi-structured teacher interviews were conducted to explore participants’
attitudes towards autonomy. Secondly, teaching practices were observed and recorded via
classroom observation. Thirdly, stimulated recall interviews (SRI) on the teacher’s classroom

teaching video were conducted to probe their thoughts and insights into the teaching process.

This study aimed to understand teacher autonomy in a specific institutional context. Therefore,
rich supporting evidence reflecting the actual context was necessary. The second group of
informants were the six administrators (3.2.2). Their opinions on autonomy and teacher
assessments were collected via semi-structured interviews which included similar questions to
those asked of the teachers. Finally, national/school policies and other documents were a group
of silent informants in this study. The second and third group of informants together provided

substantial data pertaining to the teaching context.

Moreover, two sources of data were used to gain both internal and external perspectives of
teacher autonomy. The internal factors influencing teacher autonomy were derived from the
teachers themselves via semi-structured interviews and a direct record of their practices via
classroom observations. The external factors influencing teacher autonomy were gathered via

the analysis of relevant documents and via administrator interviews.

Furthermore, Woodside (2010) presents a more vivid three-dimensional metaphorical box
illustrating eight kinds of research methods and their triangulation in case(s) study research. In
Woodside’s Box, each method has its high/low degree of general accuracy and coverage/detail,

and multiple methods to complement each other as illustrated in Figure3.1.
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Metaphor of Case and Multiple Case Study Research. Notes: Key to numbers in Woodside’s
box: (1) Anecdote, SPI; (2) Thick description; role playing; FMET; CPI; DSA; (3) Fixed-point
surveys; (4) Fuzzy set social science; historical analysis; simulation models of thinking and
deciding; (5) Multiple anecdotes in different contexts; (6) Multiple case study in same contexts;
(7) Nawe observation; (8) Multiple-case system dynamics modelling; (9) Triangulation;
mixed-methods; decision systems analysis. SPI, subjective personal introspection; CFlI,
confirmed personal introspection; FMET, forced metaphor elicitation technique; DSA,
decision systems analysis.

Figure 3.1 Woodside’s Box metaphor of case and multiple case study research
(Woodside, 2010, p. 23)

Based on Woodside’s Box metaphor for case(s) study research, data were collected from four
sources in this study. Firstly, semi-structured interviews to ascertain CE teachers’
understanding of autonomy related to opinions of teacher professional identity, learner

autonomy, teacher autonomy, and teacher professional development.

Secondly, the administrators’ views were pivotal in this research and worthy of exploration.
Most frequently in a Chinese school context, the administrators function as policy makers,
supervisors, in-service teacher educators, judges of promotion, and representatives of external
and supportive constraints (Trebbi, 2008). Regarding my study on teacher autonomy in CE
classrooms, the teachers’ attitudes or work results had a direct influence on their pedagogy. For

this reason, their opinion were explored via interview.

Thirdly, the teachers’ classroom practices were observed to pinpoint their autonomy-related

practices in question. Until now, the information obtained from steps one and two has been
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reported by the agents themselves. However, O'Leary (2014) points out that “the gulf between
what people say they do and what they actually do can be far and wide” (p. 230). In this regard,
the alignment between what the teachers reported they do in the classroom and what they did
do needed to be verified by classroom observation. The reasons for this are evident: on the one
hand, the teachers are the agents of teacher autonomy and are directly influenced by most
constitutional and curricular policies which can be reported by interview. On the other hand,
the teachers themselves influence their own autonomy according to Trebbi (2008) and Wilches

(2007). This means they may not be fully conscious of their actions in the classroom.

Finally, secondary materials were analysed as crucial supporting documents for insights into
the external contexts of teacher autonomy. These materials included the Teachers Work
Handbook, guidelines, regulations, etc. To be specific, the teachers work manual is a collection
of national policies, laws, and mandatory requirements, as well as school rules, conventions

and regulations. This small handbook can serve as a tool for triangulation.

The methodology in this study includes a ‘data source triangulation’ protocol (Denzin, 1984).
Explained in Woodside’s Box (Figure 3.1), data gathered from three sources: thick descriptions
about the research issue (illustrated by (2)), a study of multiple subcases in the same context
(illustrated by (6)), and multiple anecdotes across different contexts (illustrated by (5)) were
triangulated (illustrated by (9)). Firstly, the documents along with the administrators’
interviews formed thick descriptions about the teacher autonomy context in research, providing
a high level of data accuracy in theory. Next, all 14 participants’ semi-structured interviews
and their classroom practices represented multiple subcases within the same university context.
This allowed for a high coverage on data collection. Teacher SRI responses and classroom
observation notes comprised multiple anecdotes in different contexts, providing highly detailed
accounts of the research issue. Finally, data from these three perspectives were triangulated,
constituting a robust theory system for data collection.
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3.3.2 Classroom observation

Classroom observation is a powerful method in Teaching English to Speakers of Other
Languages (TESOL) research and is defined as “non-judgmental description of classroom
events that can be analysed and given interpretation” (Gebhard & Oprandy, 1999, p. 35). This
definition indicates some critical issues in the research method. Firstly, classroom observation
usually refers to a core approach mostly used by ethnographers when trying to understanding
people’s views and life in their actual living context (Crang & Cook, 2007). In this study,
classroom observation means gaining access to a classroom, attending the class to grasp the

‘classroom events’, and making sense of these events through ‘analysis’ and ‘interpretation’.

There are many advantages to observation as a major method of qualitative research (Silverman,
2011). Observing a person and video recording their actions has the advantage of allowing the
researcher to access data directly rather than having to depend only on self-reported answers.
Another advantage is to allow the researcher to re-examine the actions and to gain insights into

the real situations in classrooms, increasing the reliability of the research.

Observation was a feasible and effective method for me to collect critical data in this study.
There were several advantages derived from conducting such observations. Firstly, as claimed
by McDonough and McDonough (2014), it provided a “built-in advantage” (p. 116) as a
teacher in the school. From one perspective, as | observed my old colleagues | was in one sense
a ‘participant’ or ‘privileged’ observer because I was a member of the faculty in the School.
Secondly, it was the most effective way for me to do so. As a faculty member of the school, it
saved me a significant amount of time to observe the classroom teaching as an invading
outsider. | entered the field easily and naturally, including making contact with participants,
arranging consent, establishing my role, and building relationships, etc. (Richards, 2003, p.
120). Thirdly, I was encouraged and supported to do so. In terms of institutional culture, to
conduct peer observation was widely encouraged at the School. | had already obtained
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permission to conduct the research from the School Vice Dean and the participant recruitment

process was also welcomed by my old colleagues.

However, an ‘intimate insider’ status with old colleagues may also be problematic as Taylor
(2011) reminds. This relationship made me feel confused at times because, as the researcher, |
was “forced to look both outward and inward, to be reflexive and self-conscious in terms of
positioning, to be both self-aware and researcher-self-aware and to acknowledge the
intertextuality that is a part of both the data gathering and writing processes” (Taylor, 2011, p.
5). Therefore, it is necessary for me to develop some external tools to help keeping the

researcher role clear in mind, in case | distract too far away by this old colleagues’ perspective.

It was reasonable for me to observe the teachers’ classroom practices in this study using a semi-
structured checklist (Appendix A). Cohen, Manion, and Morrison (2013) describe a semi-
structured observation as a method with “an agenda of issues in a far less pre-determined or
systematic manner” (p. 305). They also suggest a feature of this observation method in
hypothesis-generating, in contrast to highly structured observation in hypothesis-testing. In this
study, I hold an assumption that teacher autonomy is functional in classroom practices.
However, how it functions is the focus of my research questions and is waiting to be observed.

Therefore, a semi-structured checklist for observation is properly adopted here.

Indeed, | had an agenda of issues to consider during my observations. Though the many famous
coding systems are mentioned in relevant guidebooks discussing observation methodologies
(Cohen et al., 2013; D&nyei, 2007), most experts still encourage researchers to develop their
own coding system scheme or category to suit their particular research purpose (McDonough
& McDonough, 2014). For this reason, a semi-structured classroom observation checklist was
prepared in this study. Merriam (1998) lists seven elements likely to be present in any setting

that is worthy of observation: 1) the physical setting, 2) the participants, 3) activities and
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interactions, 4) conversations, 5) subtle factors, and 6) your own behaviour. Thus, class
information, student number, and teachers’ basic information were set as fixed parts in my
classroom observation checklists. At the same time, my observations were open to critical
incidents in the classroom (activities, interactions and conversations) in teaching procedures.

The checklist also served as a note-taking sheet for classroom observation in this study.

Observation is a great tool for research with the following four preconditions: 1) serves a
formulated research purpose, 2) is planned deliberately, 3) is recorded systematically, and 4)
IS subjected to checks and controls on validity and reliability (Kidder, 1981, p. 264). These four
principles served as a guide to the way | conducted the classroom observations in this study.
The research purpose is clear in this study: how teacher autonomy functions in classroom
practice. Therefore, the CE teachers and their teaching procedures were the focus of my

observation.

It is also highly recommended to integrate classroom observation into other research methods
or techniques (Dd&nyei, 2007; McDonough & McDonough, 2014). Though classroom
observation itself can serve as a primary research method in second language classroom
research, as in Harbon and Shen (2010), there are weaknesses in the methods—as open or
closed observations, field-notes, or video-recorded observation. For instance, open
observations may be challenging and time-consuming for data analysis, whereas closed
observations means some classroom dynamic nuances may be missed. Taking notes only may
lead to validity problem, and video-recording the class can also distort the data or limit the

view provided by the camera lens.

Therefore, in this study, a video recording of classroom teaching practices was employed at the
same time as note-taking. The video served as a stimuli in SRI (3.3.3) as suggested by

McDonough and McDonough (2014). In this way, video recordings facilitate interview
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transcription in the latter analysis procedure. At the same time, field notes taken during the
classroom observation were triangulated with other data collected from interviews and
document materials. In this combination, my observations were recorded systematically using
field notes and video recording clips, and were subjected to checks and controls on validity and

reliability.

| planned the classroom observations carefully. To directly observe the CE teaching I initially
contacted the 14 teachers to obtain their permission to video record their teaching. Generally,
one class is of 45 minutes’ duration. It is also common for teachers to combine two classes for
a 90-minute class. Consequently, each participant volunteered a 90-minute class to be observed
and video recorded by the researcher. In total, 41 hours of classroom observation video were

collected.

In the complementation process, | was also very careful. During the observation, notes were
taken on the semi open checklist and the teaching processes were simultaneously recorded
using a video recorder. Because this study focuses on teacher autonomy in classroom practices,
events like teacher-learner interactions were paid special attention. Guided by studies reviewed
in Section 2.3.3, | identified teacher autonomy in classroom practice by any change that the
observed CE teacher made to adapt the curriculum to their practical contexts (Molina, 2017),
and any autonomy-supportive way of teaching in classroom interactions. After the
class/observations, I collected a copy of the teacher’s lesson plan and lecture PowerPoint as

documents and support materials.

3.3.3 Stimulated recall interview (SRI)
According to Gass and Mackey (2000), stimulated recall is “one subset of a range of
introspective methods that represent a means of eliciting data about thought processes involved

in carrying out a task or activity” (p. 1). In this study, teacher autonomy works consciously or
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unconsciously in the teaching process and may not be observed easily and directly. In this case
study, the SRI method is introduced as another critical method to help uncover the unconscious

cognitive processes which might not be evident through simple observation.

Immediately after the classroom observation | made an appointment with the teacher to
interview him/her as soon as possible. Conducting an interview immediately after observation
in this study was of great necessity because | could not directly observe autonomy in their
capability, mind, or attitude (Merriam, 1998). It was also because teachers’ ideas came up
suddenly in the teaching process and may fade over time. Ideally, this interview is best
conducted immediately after the class. Sometimes the participants’ timetables did not allow

this to happen and in these cases another time was arranged to conduct the interview.

The SRIs in this study usually lasted for about one hour with the classroom observation video
recording as a stimulus for recall further checking the teachers’ feelings, attitudes, and thoughts
behind their classroom practices. The interview was usually conducted in an empty faculty
meeting room. Because neither | nor the teacher in the case had an office, the field just could
not afford such interviews conducted in a private space. Furthermore, the rooms were available
for interviews because teachers rarely stayed in the faculty meeting rooms when they were not
teaching classes. As a negative result, the interview might be disturbed by other teachers
occasionally. Generally, the interviews were conducted smoothly and audio was recorded with

the teacher’s permission.

There were some preparations required to conduct the SRIs. In this interview, video recordings
were prepared as a stimulus to help the interviewee recall the thinking processes underpinning
their classroom practices. The classroom observation videos were connected to a laptop
computer to get ready for broadcasting. The researcher (interviewer) made sure that all

equipment (laptop computer and audio recorder) was ready. According to Gass and Mackey
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(2000), both interviewer and interviewee sit before the computer and the interviewer needs to
inform the interviewee of the basic rules of SRI (Appendix B). For example, it is important that
both parties can stop the video whenever they have anything to say or any question about the

teaching process. If necessary, | show the interviewee how to control the equipment.

When | discussed the video recording with the teacher, the most frequently asked questions
were: “What did you think when you teach this way?” or “What were you thinking when asking
that question?”. Then, | allocated enough time and patience for the interviewee to express
themselves fully and freely. Usually, some critical incidents in the teacher’s classroom teaching
were paid more attention in the SRI, especially when the teacher proposed an open question
for discussion, required students to engage in an activity, made any sudden change in the way
of teaching, or interacted more turns with a certain student than others. Unless otherwise
explained, all interviews (SRIs and semi-structured interviews) in this study were conducted
individually using Mandarin Chinese. Finally, 14 hours of SRI data was collected totally, and

all the data (video and audio) was coded and documented to be analysed later.

3.3.4 Semi-structured interview
As for the aim of this study, it is necessary to schedule and conduct a second round of
interviews to investigate the participants’ attitudes toward autonomy because SRIs focus

mainly on the teaching processes and contents.

The interview method is a crucial tool in case study research with the purpose of allowing the
interviewer to enter the interviewees’ perspective. The semi-structured interview is considered
as an appropriate method to “obtain a sense of how individuals view their situation and what
their experiences have been around the research topic” (Morris, 2015, p. 8). According to
Merriam (1998), interviews can be conducted in a continuum from highly structured

(standardised), semi-structured, to unstructured (informal). In this study, a semi-structured
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interview was prepared which included 18 questions. This meant each participant was asked
the same 18 questions. This allowed for a comparative analysis of the data across all 14
participants. The interview questions were informed by the literature reviewed in Chapter 2.
However, although the questions were used to guide the interview, the semi-structured format
meant it was possible for the questions to stimulate secondary questions and to obtain lengthy
elaborations of some points. This enabled the researcher to probe for more in-depth information

and to clarify certain points during the interview process.

The 18 interview questions covered seven main topics (Appendix C): (1) teacher professional
identity, (2) teacher sense of freedom and constraints in classroom teaching. (3) classroom
regulations, (4) learner autonomy, (5) teacher professional development, (6) school functioning,

and (7) teacher autonomy and self-comment.

The semi-structured interview after the classroom observation and the SRIs allowed this
researcher to probe issues under both types of data, not only in relation to individual teachers
but across the whole sample. As the study progressed, patterns of behaviour and themes
common to all the participants became more evident and they could be further explored in this
group of interviews. Furthermore, this sequence helped to avoid prejudice and purposeful
performances by teachers in the classroom. Because the participants were more cognizant of
the constructs the study was examining, a full interview conducted at the beginning of the study
might have affected the observational data collection. Finally, the interviews aimed to mine for
the implied attitudes towards autonomy. The interviewer sought the participants’ informed
consent prior to commencing the process and the interviews were audio recorded. Each
interview was approximately 50 minutes’ duration, and about 11 hours of data in total was

collected, coded and documented for analysis.
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3.3.5 Administrator interview

Administrators are responsible for teacher development. However, they may have a different
perspective to the teacher on how such development is best achieved. Consequently, it was
necessary to probe the administrators’ opinions through semi-structured interview.
Appointments were made beforehand allowing the informant to allocate time from his/her busy
agenda. Each interview was guided by 12 questions that addressed similar themes included in

the teacher interviews (Appendix D).

In total, six administrators (3.2.2) were interviewed in the present study. Middle- or even high-
level administrators frequently carry some of the teaching workload. However, this did not
form internal conflicts in this study. The administrators provided insightful views on teacher
autonomy in classroom practices from the perspective of both roles. Data collected from the
administrators provided insights into the context of teacher autonomy. Each interview was
approximately one hour duration and was conducted in the administrator’s office. Hence, about

six hours of administrator interview data was collected in total.

3.3.6 Documents

In this study, the term ‘document’ is used as “the umbrella term to refer to a wide range of
written, visual, and physical material relevant to the study at hand” (Merriam, 1998, p. 112).
As such, school policies, rules, conventions, official website contents, the Teacher Work

Handbook, teachers’ lesson plans, classroom pictures, etc. were collected as documents.

A little more explanation of the Teacher Work Handbook is provided in relation to the specific
case in this study. It is a book composed of a wide range of documents from national laws and
policies on teaching as a profession and higher education teachers’ daily routines, evaluations,
and punishments and rewards. To explore teacher autonomy in their classroom practices, some

of these documents reflect the direct external context of teachers’ professional acts and
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development. The handbook is applicable to all faculty members, but there are also several
chapters specifically on CE and how it is to be taught. A detailed description of the handbook

as a critical system context was provided in Section 4.2.

Furthermore, some documents served as background materials, while others were important to
support or triangulate with the observation and interview data. Document sources were also

yielded from this researcher as field notes, diary entries, and field work illustrations.

3.3.7 Piloting

Piloting is a key process in case study research. Yin (2014) points out that for a case study
investigator, the pilot case study helps to refine data collection plans about both the data content
and the collection procedures. In addition, the criteria for selecting pilot cases are generally
convenience, access, and geographic proximity (Yin, 2014). For convenience, this researcher
selected Macquarie University as the site for the pilot study where most primary theoretical

and preparatory work was done by her as a PhD candidate.

All observation and interview methods adopted in the case study were piloted. Taking Gass
and Mackey (2000) recommendation, | carefully piloted all instruments to ensure time
estimates in every procedure. First, classroom observations and teacher interviews were piloted
in a Chinese language class at Macquarie University. However, the teacher had rich CE
teaching experience in China before transferring to Macquarie University. | practiced operating
an audio-recorder, video recorder, and taking observational notes. | also learned to transfer
audio and visual data from the recorders to my laptop, and to run broadcast software. According
to the pilot study results, | improved my semi-structured interview questions in specific

expressions and structure with the help of my bilingual colleagues.

Secondly, my SRI skills were also trialled on a fellow colleague. From the experience, | learned

to sequence my equipment and interview. First, before the interview, | got the audio recorder
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and laptop ready. | then patiently explained the purpose, method, and procedures of the
interview, as well as the laptop operation to pause the classroom teaching video to the
participant. Finally, in the pilot test, the interviewee feedback helped me to ask the right
questions in the right manner, that is, not to influence, push, or mislead the participant. Thus,

pilot testing was a critical component of the data collection procedures.

3.3.8 Summary

This section summarises the theoretical framework for the data collection methods in this study.
Three common methods (observation, interviews, and documents) for case study research were
adopted, representing high coverage, high detail, and high accuracy data collection
methodology (Woodside, 2010). A detailed explanation of the data collection processes for the
two groups of participants: CE teachers and administrators was also provided. A brief outline
of the pilot testing process and outcome was given. All these procedures helped me to construct
a systematic methodology of data collection and to establish the validity and reliability of this

study.

Overall, the data collection processes went smoothly. A summary of all data collected and their

respective categories according to the sources and participants are outlined in Table 3.5:

Table 3. 5 Data summary

14 CE teachers 6 Administrators
Observation 14 classroom observation videos
14 classroom observation notes
Interviews 14 stimulated recall interviews 6 semi-structured interviews
14 semi-structured interviews
Documents 10  teachers’ timetable, text School official  website
PowerPoint and curriculum design  information
Pictures of classroom teaching Documents of school CET 4
Teacher Work Handbook reform policy
faculty demographic information
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In addition to the data listed above, the data collection diary entries composed over the two
months (39 pieces in total) were also documented as supporting evidence to triangulate with

some observation or interview data.

3.4 Data analysis

Data analysis is a crucial and challenging part of this project. As noted by Yin (2014), “the
analysis of case study evidence is one of the least developed aspects of doing case studies” (p.
132). The case study design does not define any spectacular data collection method or data
analysis method accordingly. This means there is not a fixed or golden rule for analysing case
study evidence when faced with various data sets. Yin (2014) recommends four general
strategies: (1) relying on theoretical propositions, (2) grounded theory, (3) developing a case
description, and (4) examining rival explanations. The case in this project is described at the
beginning of the methodology chapter. Based on the data collected, grounded theory has been
selected to underpin the data analysis (3.4.1). Followed a discussion of this theory is a
discussion of the tool used for analysis and analysing procedures (3.4.2). Finally, avoiding
researcher bias in the data analysis process is also a crucial consideration in this methodology
(3.4.3). Though data analysis software was used as a tool in this process, this reflective attitude

increased the reliability of the case study.

3.4.1 Theory for data analysis

The theoretical framework for data analysis in this study was divided into two major parts. One
was for the analysis of the classroom observations data set. The other was for the semi-
structured interviews and SRI data sets. The rationale for the division was mainly to take full

advantage of the core data and to better answer the research questions.
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To analyse the data collected from the classroom observations, two methods were employed.
Firstly, textualizing the critical incidents in the videos. According to Tripp (1993), a critical
incident is “an interpretation of the significance of an event” (p. 8). Classroom teaching events
or activities that are impressive or “vividly remembered” (Brookfield, 1990, p. 84) by both the
researcher and the relevant teacher were extracted as “critical incidents” for further discussion
and research. Farrell (2013) believes that teachers can make better sense of seemingly random
experiences that occur in their teaching by talking about and reflection on these critical
incidents. Similarly, Tripp (1993) also values critical incidents as “an excellent way to develop
an increasing understanding of and control over professional judgement, and thereby over
practice” (p. 24). Therefore, in this study, the critical incidents related to classroom interactions
were transcribed and coded under themes like patterns of interaction, improvisations, flexibility,

etc. Relevant SRI transcriptions were then matched to account for these incidents.

Secondly, to visualise the contrasts in teacher-learner interaction patterns, illustrations of the
seating charts in the two classrooms were created. “Maps” (Chesterfield, 1997, p. 12) or
“seating charts” (Malu, 2015, p. 18) are recommended by experts as useful tools in classroom
observation data collection process and for the data analysis process. The tools have also been
identified as a good way to support teacher professional development (Chesterfield, 1997; Malu,
2015). In the adapted bird’s-eye view maps of the classroom seating arrangements (e.g.,
Figures 8.1 & 8.2), direction arrows were used to indicate and highlight the interactions
between the initiator and the reactor. If well designed, this multimodal data analysis strategy
provides a means to gain a better understanding of the phenomena under investigation

(Wheeldon, 2010).

Grounded theory was adopted to analyse the semi-structured interview and SRI data. Grounded
theory is “a method of qualitative inquiry in which researchers develop inductive theoretical
analyses from their collected data and subsequently gather further data to check these analyses”
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(Charmaz & Bryant, 2011, p. 292). Regarding the research questions in this study, | employed
grounded theory for my interview data analysis because the purpose of grounded theory is
“theory construction, rather than description or application of existing theories” (Charmaz &
Bryant, 2011, p. 292). Its inductiveness and flexibility, which are distinguished from other
qualitative methods, are particularly suitable for dealing with qualitative data collected in this
case study investigation of teacher autonomy. Sociologists Glaser and Strauss’s (1967) book,
The Discovery of Grounded Theory is commonly accepted as the concrete origin of the method
(Charmaz, 2015; Wertz et al., 2011). Glaser and Strauss (1967) introduced it as a “systematic,
inductive, iterative, and comparative” method, and argued that it answered criticisms of
qualitative research because of its rigor, explicit strategies, and generalizability (Wertz et al.,
2011). This is one of the most frequently recommended theories for qualitative analysis by key
authors in the field like Yin (2014), Silverman (2011), O'Leary (2014), and Wertz et al. (2011).
In addition to theory construction, Charmaz (2015) added three other objectives of the method:
explicating and providing systematic strategies for collecting and analysing data, developing a
method for studying processes, and democratising the practice of theorising. In this study, |
used grounded theory primarily as a method to analyse the data and to construct a theory of

teacher autonomy.

This data analysis process followed three core strategies: coding, memo writing, and theoretical
sampling (Charmaz, 2015). That is, the interview transcription content was first systematically
analysed line by line. Then, strings of words, sentences, or even paragraphs that reflected an
integrative meaning were coded at one instance. At the same time, analyst memos were formed.
This coding process proceeded until categories began to form. Coded categories were then
sorted into specific themes. Finally, samples were selected to induce a theoretical construct.

Next, I will introduce and discuss the tools and procedures applied in the data analysis process.
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3.4.2 The tool for analysis and procedures

Audio data in this project was completely transcribed into text files by this researcher. This
process also helped me to become familiar with the data. For data analysis, preparing the data
into a workable and adaptable format is necessary because video and audio data are not
acceptable to use directly in a thesis. The conventions followed in the transcription process
were listed at the beginning of the thesis. The transcribed data included teachers’ SRIs, semi-
structured teacher interviews, and administrator interviews. If the extracted data was to be used
as excerpts in the thesis, the transcription of the interview was translated into English by the

researcher and checked by a bilingual colleague.

Classroom observation recordings were extracted, transcribed, and translated selectively.
Classroom observation recordings were collected in video and graphical form. Video data
mainly served as a stimulus for SRI or as material in support of the teachers’ classroom
practices. Hence, it was transcribed and translated selectively. Documents in text forms and
class photos in graphical form were dealt with comparatively easily. Similarly, documents and
photos were used selectively. If any part of the document was relevant to the research question

it was extracted and translated.

All data were imported into the qualitative data analysis computer software package, NVivo
11, including classroom observation videos, interview transcriptions from the SRIs, semi-
structured interview responses, documentary materials, and pictures. NVivo 11 (QSR
International, 2015) is a software platform developed by QSR International for the analysis of
all forms of qualitative data. With a history of less than two decades, NVivo 11 is the latest
version of the software suitable for data analysis in my study. It has been specifically designed
for qualitative researchers who need an in-depth level of analysis on either small or large
volumes of data. For this reason the software is widely adopted by researchers across social
sciences. It is the researcher, however, and not the software that does the analysis (Bazeley &
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Jackson, 2013). Though it is powerful software, | used it only as a tool to facilitate effective

data coding in particular.

NVivo also accommodates a wide range of research methods, and grounded theory in this study.
Because NVivo is designed to help users organise and analyse non-numerical or unstructured
data, it is powerful in dealing with rich text-based, multimedia information, information from
internet websites, and/or a mixture of them. The main functions in the software are sources,
nodes, classification, queries, and reports, to name just a few. They allow users to store
unlimited amount of data; to classify, sort and arrange information; to examine relationships in
the data; to combine analysis with linking, shaping, searching and modelling; and to visualise
the results of data analysis through diverse forms of maps, charts, diagrams, or sheets in the
report (Bazeley & Jackson, 2013). All these advanced and excellent capabilities made the

software a useful tool in this case study.

The data analysis approach then followed step by step the three major strategies in grounded
theory: coding, memo writing, and theoretical sampling (Charmaz, 2015, p. 405). The coding
process was at first a descriptive process first (Richards, 2005). In the first round of coding, the
imported data were coded line-by-line into nodes, an NVivo expression of the basic codes. This
approach helped me to gain a general view on the issue of teacher autonomy from each
participant. In the second round of coding, an incident-by-incident coding process was adopted.
This approach was of great importance to the process of comparing the teachers’ different
classroom interactions with their students. The NVivo 11 software allows the researcher to
code within the coded data and these coded nodes were subsequently categorised into themes

in accordance with the emergent contents of the data.

Memo writing is defined by Charmaz (2015) as “a way for researchers to take their codes apart

and study what constitutes them” (p. 405). This process functions as a bridge that connects
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coded data with a theoretical analysis draft, which is an intermediate stage of writing. With the
help of NVivo 11, this step was completed quickly and the coded data was categorised under

nodes.

Coding and memo writing were then interwoven with each other (Richards, 2005). This process
involved a certain degree of analysis whereby the data coded under one node were constantly
compared with data coded under other nodes. As a result of the comparing process, certain
items of data coded under one node were sometimes moved to another node. As this process
progressed the nodes, categories and themes were developed into a node tree as shown in Figure

3.2

Figure 3.2 NVivo 11 screenshot: the hierarchy of nodes tree

The final stage of the process involved theoretical sampling, which is defined as “sampling to
develop, refine, or fill out the properties of tentative theoretical categories” (Charmaz, 2015, p.
406). It was quite perceptible that many and various themes had emerged when all 14 teacher

participants’ and six administrator participants’ responses were analysed and that selectivity in
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reporting the results was required. The theoretical sampling process therefore helped to identify
and separate the robust nodes from the weaker ones and to arrive at a ‘theoretical saturation’
whereby the research circle could be finally closed when fresh data or new category properties

no longer appeared (Silverman, 2011).

It used to be difficult to conduct comparisons across groups during theoretical sampling
(Charmaz, 2015). However, with the help of NVivo 11, this process was made easy in this case.
Three main themes surfaced when all topics were carefully compared: teacher autonomy,
teachers’ attitudes toward autonomy, and teacher autonomy in classroom practices. These three

themes and their relationship with each other are reported in Chapters 4 to 8.

3.4.3 The researcher position and bias

Reflecting and writing the researcher self in the report is crucial in a high-quality thesis. As
Ezzy (2002) states, there are several advantages in doing so including to note the aspects of
the research process, to enhance the authenticity of the research, to adopt a disciplined approach
in the analysis process, and to produce ‘better data’. Therefore, the following section discusses
the three reasons why it was important to reflect specifically on the researcher position and bias

in this study.

Firstly, co-construction in interviews is observed by many scholars (Holstein & Gubrium, 1995;
Mann, 2010). It is easy for the researcher to focus on the contents of the statements from their
interviewees. However, Mann (2010) reminds us in his critical review of qualitative interviews
in applied linguistics, the researcher who also plays the role of interviewer in a case study
should be paid greater attention. As explained in Section 3.3.1, classroom observations and
participant interviews were the main sources of information in this study. During the interviews
the researcher engaged in in-depth communication with the participants and had a greater

influence on them than during the observation process. This means that the researcher played
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an active role in data collection procedure, particularly during the interviews. That is, an
interviewer is not simply an ‘interviewer’ and an interviewee is not simply an ‘interviewee’ in
the data formation. Both parties in the interview bring their own language habits, cognition,
purpose, and personality. In this study, | communicated extensively with the participants to set
up the interviews, adopting a co-constructive attitude during the whole data collection process.
Following the data analysis, | emailed the interview transcription, extract and extract
translation to the relevant participant to co-construct my data. To certain degree, this is also a
critical consideration in research ethics in that the interviewees were given the right to access

to the final version of their comments.

Secondly, the multiple roles a researcher can play during data collection and analysis were
considered. One characteristic of all forms of qualitative research observed by Merriam (1998)
is that researchers play multiple roles in the project, with data collector and analysist as the two
primary ones. Stake (1995) also states explicitly that “the case researcher plays different roles
and options as to how they will be played” (p. 91). Although I am currently a full time PhD
student at Macquarie University, | keep my position in the school as a CE teacher. Therefore,

an insider’s view has been adopted in this study.

However, | also played different roles from my previous work as a CE teacher. During the data
collection process, | worked as a visiting scholar. | observed the participants’ classroom
teaching practices and interviewed CE teachers and administrators who were my old colleagues.
This old colleagues relation facilitated me to set up observation and interview, but it may also
lead to an “observer paradox” (Labov, 1972, p. 209) in which the person being observed was

unwittingly influenced by the presence of the researcher.

To reduce the influence of the observer paradox, | provided the explanation in response to the

fact that they could have been distracted by my participation. Before observing each lesson, |
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always briefly explained to the students the aims of my research and the purpose of the
observation. Although they were involved in the observation process, they were not the subjects
to be observed in the study. Moreover, | was playing a different role of pure interviewer with
different interviewees. For instance, when interviewing the administrators including the Dean
or Vice Dean of the school, the teacher supervisor (who is an emeritus professor at the school),
and the office directors, | was a subordinate or a novice researcher. When interviewing the
teachers, however, | was a fellow colleague, or a teacher tutor because I also interviewed some
novice teachers. Nevertheless, | have to admit that my existence still could exert influence on

their personal plan for development.

Lastly, reflecting on the researcher position can enhance the credibility and trustworthiness of
the research investigation. Because a detailed narrative on the researcher’s roles in the data
collection process helps to provide readers with the whole picture of the ‘how’ as well as the
‘what’, this section is a critical part in the thesis. I developed a reflective and sensitive approach
during the interviews. | reflected that | should have paid attention to monitoring and controlling
my self-expression and to giving more talking time to my interviewees. It is also quite
reasonable that | developed new ideas after interviewing several participants and accumulated

more experience in the interviewing process.

In this way, the three advantages of case studies identified by Donmoyer (2000) can be fully
applied. The advantages are accessibility, seeing through the researcher’s eyes, and decreased
defensiveness. As an insider, | had full access to the CE classrooms because of my faculty
member status at the school. Moreover, the training | gained during the doctorate candidature
at Macquarie University allowed me to apply the researcher’s perspective. It was also easy for
me to create a relationship of trust with the teachers and administrators as my participants.
Readers of this thesis can see real Chinese CE classes through my eyes. To achieve lower
defensiveness during the observation process, | contacted the relevant participant first, arrived
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at the venue beforehand, and got his/her permission to video record the teaching process.
Similarly, to avoid disturbing the participant, it was necessary for me, as researcher, to spend
time explaining the purpose of the observation and recording actions to participants and to
obtain informed consent prior to conducting the investigation. | even explained my research
aims and objectives to relevant students in the classes | observed in case they felt nervous. All

these considerations aimed at observing the participants in real life situation.

Mehra (2002) observes that “researcher bias and subjectivity are commonly understood as
inevitable and important by most qualitative researchers” (p. 3). Bias and subjectivity can occur
in many stages of qualitative research such as planning, data collection, and data analysis.
Indeed, subjectivity can be a problem in qualitative case study, although the value of qualitative
research could not be denied simply by subjectivity. Controlling researcher bias is regarded as
a practical way to increase the validity of the research (Norris, 1997). Towards this aim,
Shenton (2004) provides a detailed list of the possible provisions a researcher can make to

demonstrate the rigour and trustworthiness of the qualitative study.

Along with many other important strategies, the following three approaches from Shenton’s
(2004) list were given special attention in this study to avoid researcher bias in data collection
and analysis: (1) use of ‘reflective commentary’; (2) description of background, qualifications
and experience of the researcher; and (3) member checks of the data collected and the
interpretations/theories formed. An attempt was made to utilise all three approaches to ensure

consistency and to avoid researcher bias.

Firstly, a thick description of my background, qualifications, and experience was provided in
the methodological design of my study. In Chapter 1, | introduced my English learning
experience and College English teaching qualification in the case university. In addition, the

researcher position and roles were explained in detail. This thick description was provided to
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enhance researcher credibility and to give admission of this researcher’s beliefs and

assumptions.

Secondly, | kept a diary during the two-month data collection period in which | recorded my
main actions, feelings and evolving understanding of issues under investigation, as well as my
plans, preparations, and further decisions for the next day’s work. This journal served as an
effective ‘reflective commentary’ on my data collection actions. During this period, | also
maintained weekly email contact with my supervisor in which | reported my progress, concerns
and problems. For example, after the first round of interviews with some of the administrators
and novice teachers | considered that a potential problem was my excessive free expression on
certain topics or ideas that interested me. | reflected that | should control my expression to
allow more opportunities for my interviewees to express their thoughts and opinions as

suggested by my supervisor.

Thirdly, I had the data collection instruments and data double checked by other members to
reduce personal bias. I invited native speaking friends and bilingual translators to check the
English versions of the semi-structured interview outlines which were translated by myself. In
addition, I emailed my interview transcription and extract translations to relevant informants

to check their quality. This was also a co-constructive process.

Gass and Mackey (2000) also recommend some useful and often-used procedures to reduce
the subjectivity of qualitative coding from tabulating, counting, quantifying and triangulation
perspectives to draw inferences about relations among different kinds of utterances. | tabulated
many critical data whenever it was possible. In this section, there are Tables provided of the
main CE reform periods in the case, the organisational structure of administrators, participants’

demographic information, and data summary, to list just a few.
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In terms of avoiding prejudice by counting, | depended on computer technology as much as
possible. Using computer software like NVivo 11 to deal with the qualitative data, counting
and quantifying acts can be achieved automatically and precisely. The software helped to
reduce subjectivity by counting or quantifying the analysis process. Therefore, the researcher’s
personal preference was avoided. What is more, in the critical step of theoretical sampling, the
software showed the number of codes and represented their degree of saturation. In other words,
the category with the largest number of codes was the most saturated and tentative category.
These nodes were selected and seriously considered by the researcher. As a result, researcher

bias was further decreased.

3.5 Validity and reliability issues

The quality of academic research including case study should be evaluated by two basic criteria:
validity and reliability (Yin, 2014). Yin (2014) innovatively identifies several tactics for four
commonly used quality-establishing tests when doing case study research, as illustrated in

Table 3.6:

Table 3. 6 Case study tactics for four design tests (Yin, 2014, p. 45)

Tests Case Study Tactic

1  Construct Use multiple sources of evidence
validity Establish chain of evidence
Have key informants review draft of case study report
2 Internal Do pattern matching
validity Do explanation building
Address rival explanations
Use logic models
3  External Use theory in single-case studies
validity Use replication logic in multi-case studies
4  Reliability Use case study protocol
Develop case study database
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The following section explains the quality control procedures of this study following the
sequence in Table 3.6. Construct validity tests whether operational measures for the concepts
being studied are correct or not (Yin, 2014). If the researcher fails to establish an operational
set of measures and ‘subjective’ judgments are used in data collection, the construct validity of
case study is brought into question (Yin, 2014). In this study, according to the Yin (2014)
recommendation in the above table, multiple sources of evidence and chains of evidence (as

detailed in Section 3.3) were designed to ensure the construct validity.

Internal validity identifies the reliability or accuracy of the study results (Pannucci & Wilkins,
2010). Because this is an exploratory case study, internal validity is mainly embodied by its
methodology development including: the description of the researcher’s background,
qualification, and experience; the design of data collection and analysis models; and control of
researcher bias. For example, the same questions were asked to both teacher and administrator
groups to achieve certain pattern matching. Of course, rival explanations will be addressed in

the data analysis and discussion chapters.

External validity defines the domain to which a study’s findings can be generalised (Yin, 2014).
Though case studies are believed to be an unsuitable basis for generalisation, Stake (2000) still
claims “a natural generalization” for case studies (p. 19). Yin (2014) also suggests theory
utilisation to achieve external validity in single-case studies. Therefore, following Yin’s tactics,
the utilisation of a teacher autonomy theoretical framework in this study was intended to add

to the external validity of this study.

The last criteria to be judged is reliability, which demonstrates that the operations of a study
can be repeated with the same results (Yin, 2014). Following Yin (2014), techniques which
may be used to increase reliability were adopted in this study. For instance, | recorded

observations and actions using as concrete language as possible, and a tape recorder or video
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camera was used to record data mechanically. This study was also conducted according to a
semi-structured case study protocol. Furthermore, this study attempted to achieve meaningful

parallelism of the findings across multiple data sources.

Specially, a validity issue emerged during the transcription and translation of the data in this
study. Because all participants were native speakers of Mandarin Chinese and the case study
research was conducted in a Chinese-speaking country where English was a foreign language,
Mandarin Chinese was used in all interviews to support the interviewees to provide more
detailed responses. To assure the quality and validity of this study, transcription and translation
work posed a great challenge for the researcher and the translator. Following Birbili (2000)
techniques for dealing with translation-related problems, all interview questions were reviewed
and discussed with two bilingual colleagues, then piloted. These colleagues helped to improve
the English expressions in the interview questions to ensure they were designed in a more

native and academic way.

Compared with the translation of interview questions, it is more challenging to translate the
audio-recoded data from Chinese to English because of the language and cultural differences.
Many words and expressions are similar in form but different in meaning, thus lexical in-
equivalence. As the data and excerpts are what my project is based on, to achieve the quality
assurance of the English translation of Chinese data, | translated all excerpts and sent my
translation to the relevant participant and a native speaker. Because all the teacher participants
were CE teachers, they were bilingual to certain degree. Thus, they double-checked the Chinese
transcription of their interviews and excerpts in the English version. They generally gave me
approval on the accuracy of the Chinese transcription and meaning of the English translation.
Then the native proof-reader | employed could make sure the English versions of the Chinese

data were expressed in native forms, though he did not understand Chinese. Therefore, the

93



three parties worked together to guarantee the excerpts in this thesis were true to the

participants’ original in meaning and form.

3.6 Ethics

Ethics issues were given serious consideration in this study due to the inclusion of human
participants and to the personal nature of the information they provided. This study was
assessed as low risk in ethics requirements according to the National Statement on Ethical
Conduct in Human Research (2007) issued by the Australia Government. | applied for and was
granted approval by the Faculty of Human Science Research Ethics Sub-Committee on 71 July
2015 with the code number 5201500496 (Appendix E). With this ethical approval, | entered
the case university on September 2015 and started the participant recruitment and data

collection procedures.

Four procedures were utilised to secure the anonymity of the participants and the
confidentiality of their personal information. Firstly, before commencing data collection, an
informed consent form was signed by all participants (Appendix F). The form stated clearly
the research questions and purposes, types of information to be collected, confidentiality terms,
participants’ right to withdraw at any time and to know how their data is being used, and contact
details of the researcher and the authorising institution should they have any queries or
complaints. Therefore, all participants in the case university were aware of my role as a

researcher (or an observer) conducting academic research.

Secondly, during the data collection process pseudonym codes were created to protect the
privacy of the participants. Thirdly, confidentiality was ensured during the observation and
interview processes. Accordingly, the identities of all participants were kept anonymous during

interviews. This was necessary because both teachers and administrators were interviewed and
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for fear that teachers would not express their true feelings and opinions regarding the practices
of administrators. Furthermore, if some participants had extreme ideas about the management
system, they may fear that honest comments may cause trouble. To avoid this situation, I
explained to the participants that all data was to be kept confidential and that only the
researchers involved in this project would have access to the data. No participant could get
information about the contents of the interviews and observations of other participants.
Moreover, the participants were assured that all information collected from them was to be
used for this study only, and not to make any judgment or assessment of their teaching. Hence,
all appropriate steps were taken to protect participants’ confidentiality in order that objective

data were collected during this research investigation.

There are five chapters in total reporting the findings in this study: context of teaching in
Chapter 4, teachers’ attitudes in Chapter 5, and their classroom practices in Chapters 6 through
8. The five chapters present a holistic view of teacher autonomy. The national context as
background provided in the introduction (Chapter 1) and the case or institutional context
provided in the methodology (Chapter 3) have been described separately. However, a refined
report on instructional settings as a finding is still necessary because of its uniqueness as a case.
It is also important because context is a multilevel and complex system. The two main purposes
of Chapter 4 are to illustrate a clear context for teacher autonomy and to lay a foundation for
the following chapters. In Chapter 4, only the contexts that are most relevant to CE teachers’
daily work are reported including: institutional context, system context, expectation context,

and physical context.
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Chapter 4

Context of teaching

This chapter reports the findings of my study. The participants’ teaching context is reported
from four dimensions: institutional context and agenda (4.1), system context (4.2), expectation
context (4.3), and physical context (4.4). The supporting evidence used throughout the
discussion was collected via document analysis and semi-structured interviews with
participants (see Appendix G for all excerpts in original Chinese). The context is closely related
to language teachers’ daily work. The four dimensions play an important role in shaping
language teachers’ teaching plans, decision making, expectations, attitudes, and classroom
behaviours. The detailed examination of the teaching context provides a foundation for us to
better understand the attitudes toward autonomy and behaviour observed in the participants’

classroom practices as discussed in Chapters 6 to 8.

4.1 Institutional context and agenda

To better understand the case university and its relation to this study, a specific chapter for the
context is necessary. Methodologically, any study of teachers and their practice that is isolated
from their context might be partial and problematic. Borg (2015) stresses: “The study of
cognitions and practices in isolation of the contexts in which they occur will inevitably,
therefore, provide partial, if not flowed, characterizations of teachers and teaching” (p. 324).
The background of CE at the national level in China is outlined in Section 1. 2. Section 4. 1
outlines the CE context at an institutional level. There are two institutional agendas most related
to this study: CE teaching reforms and the school policy of promoting CET4 examination

passing rates.
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Since the turn of the century, great attention has been paid to CE teaching reforms with the aim
to improve student pass rates in most Chinese universities—including the case university—in
national examinations such as CET4 and CET6. In my opinion, there are three reasons for this
phenomenon. Firstly, the CMoE has called for universities to improve college students’ English
proficiency. There is also a similar trend in CE teaching in China. As discussed in Section 1.2,

the aims of the CECR (CMOoE, 2007) are stated explicitly as follows:

With a view to keeping up with the new developments of higher education in China,
deepening teaching reform, improving teaching quality, and meeting the needs of
the country and society for qualified personnel in the new era, College English
Curriculum Requirements have been drawn up to provide colleges and universities
with the guidelines for English instruction to non-English major students. (CMoE,

2007, p. 1)

The above CECR reveal four aims, with ‘deepening teaching reform’ ranked first among them.
In addition, it is stated clearly that the four aims are to be considered as official guidelines. It
is therefore not surprising that almost all colleges and universities in China have launched a

new wave of reforms.

The CECR also set down an autonomy-supportive model of teaching as one of the objectives,

which is stated as follows:

One of the objectives of the reform of the teaching model is to promote the
development of individualised study methods and the autonomous learning ability
on the part of students. The new model should enable students to select materials
and methods suited to their individual needs, obtain guidance in learning strategies,

and gradually improve their autonomous learning ability. (CMoE, 2007, p. 30)
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In line with the CMoE guidelines, there were four waves of reform in the case university, each

of which is illustrated in Table 4.1:

Table 4. 1 Main College English reform periods at the case university

Time  Reform contents Results and discussions
2002- Teach students according to their It aroused complaints from students as
2003  language proficiency well as teachers and was suspended
Students select teachers. because of student management
problems.
2009- English self-access learning classes Students lacked motivation except when
now  were added to the traditional classroom monitored by teachers.
lecturing formats. Teachers cannot see the significance of
Teachers work on shifts to answer the consultancy and there is a lack of
questions at the self-access centre. effective organisation, particularly with
the management of the self-access centre.
2013- Condense the teaching time into three Teachers complained about time
now  semesters. pressure.
2014- Divide the course into two sections: No results or explanations currently.
now  (listening and speaking classes &
reading, writing and translating
classes).

From Table 4.1, several reform characteristics at the case university can be summarised as
follows. Firstly, the frequency of reforms is quite high and has become even higher in recent
years. Over approximately 10 years, the school has conducted CE teaching reforms four times,
meaning that there have been four textbook changes and four role changes for teachers during
this period. Consequently, teachers must constantly adapt themselves to the new teaching
systems, which challenges their knowledge (both personal practical knowledge and content

knowledge) as well as their teaching methods and techniques.

Secondly, it is evident that teacher professional development is inadequate and not included in
the policy. This is despite the fact that the reforms are closely related to CE teachers and their
teaching. Thirdly, the reforms seem to be learner-oriented whereby the efficiency of student
progress is pursued. This means the School tries to achieve a balance between education quality
and education costs, which also challenges teachers’ abilities and agency. Fourthly, the effects
seem to be invalid. The many complaints from teachers and students led to the suspension of
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the first reform. Furthermore, policy makers were evidently not satisfied with the result of the
reform and subsequently introduced further reforms. Lastly, there is no third party responsible
for the evaluation of the reforms. However, the interference of a third party is necessary and

useful in assessing the effect of the reform.

A second reason for the CE teaching reform is that the fierce competition in the job market
forces the CE teaching reform to pursue improved CET pass rates. College graduates need CET
certificates to prove their English proficiency. Those who have a CET certificate are more
competitive in the job market than those who do not have one. Therefore, students are highly
motivated to learn English for examination purposes, which calls for a reform of the traditional
CE teaching system. Furthermore, students have rights to assess teachers’ teaching in the
current system. Therefore, some teachers believe that they must adopt an exam-oriented
approach so that they can ensure the CET pass rates as well as receive a good evaluation from
the students. Although this belief may lead to an exam-oriented teaching approach, teachers
would not take the risk of losing their income because it is directly related to students’

assessments of their teaching.

A third reason for the CE teaching reforms comes from the university administration. A new
President took office at the case university in 2011 and has since implemented a series of
reforms in English teaching. The new President has overseas education experience and because
he understands the importance of English he has placed great emphasis on the CE course. He
also understands the importance of CET certificates for graduates. Under his direct requirement,
only graduates who have achieved the CET4 certificates are eligible to be granted the
Bachelor’s degree. In addition, students’ CET4 pass rates were directly related to their teacher’s
income. This policy brought about direct financial benefits and thus great attention was paid to

the results of passing CET4 and CET6. This policy represents authority expectation and is
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closely related to CE teachers’ practical teaching, which will be reported in detail in Section

43.1.

4.2 System context
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Figure 4.1The cover and the catalogue of the Teacher Work Handbook

System context here refers to all national laws, institutional regulations, rules, programs,
measures, and projects, etc. They regulate teachers’ professional behaviours, describe teachers’
tasks in every aspect of their daily work, assess teaching quality, and identify outcomes. In the
case university, the system context is depicted in the Teacher Work Handbook which is a small
handbook compiled by the Academic Affairs Department of the school. Although the handbook
was issued in 2006, it is still used as a basic guideline for the routine teaching practices. At the
same time, it constructs a systematic constraint on teacher autonomy as a freedom (2.1.3). In
addition, every new teacher is required to attend a pre-service training program. One task of
the training program is to learn the Teacher Work Handbook. Every office also keeps a copy
of the handbook for a reference. The handbook is applicable to all faculty members at the

university, particularly CE teachers who teach a public compulsory course. Figure 4.1 shows
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the cover and the catalogue of the Teacher Work Handbook. This two-hundred-page book

includes a wide range of national laws and acts, school policies, regulations for the

management of teachers’ routine work (including work standards and calculation methods of

teaching quality index), which can be seen in the English version catalogue in Table 4.2:

Table 4. 2 Catalogue of the Teacher Work Handbook in English

Chapter  File name Page
1 Higher Education Act of People's Republic of China 1
2 Teacher Law of the People's Republic of China 19
3 Measures for the violation of national education examinations 30
4 Some opinions on further strengthening undergraduate teaching in colleges and universities 44
5 Strengthen Teaching Work, Improve Teaching Quality 51

(Education Minister ZHOU Ji’s speech at the second work conference of national
undergraduate teaching in colleges and universities in China)
6 XXX Basic duties of teachers' positions (for trial implementation) 68
7 XXX Some provisions on teachers with a senior professional title must undertake 73
undergraduate teaching task (for trial implementation)
8 XXX Teachers’ work norms 75
9 XXX Measures for the management of teaching research projects 80
10 Some opinions on strengthening bilingual lecturing (for trial implementation) 86
11 XXX Measures for the management of changing or suspending a teaching schedule 89
12 XXX Measures for the management of course examinations 92
13 XXX Measures for the management of public elective courses 98
14 XXX Multimedia teaching management (for trial implementation) 101
15 XXX Standards for making multimedia teaching software (for trial implementation) 105
16 XXX Multimedia classroom management (for trial implementation) 113
17 XXX Experimental teaching management 116
18 XXX Internship management regulations 122
19 XXX Undergraduate graduation design (thesis) regulations 131
20 XXX Measures for the management of undergraduate students to complete graduation 141
design (thesis) off-campus
21 XXX Methods for the selection of excellent graduation designs (thesis) and excellent 144
supervisors
22 XXX Provisions on the management of college students’ studentship in general higher 154
education
23 XXX Measures for the management of undergraduates’ academic records 190
24 XXX Regulations on the management of textbooks (for trial implementation) 174
25 XXX Measures for the administration of compiling teaching materials 178
26 XXX The implementation of teaching quality assurance systems 184
27 XXX Teaching quality evaluation methods (for trial implementation) 190
28 XXX Teaching quality evaluation index system and its calculation methods 194
29 XXX Quality requirements and evaluation indicators of theoretical teaching 197
30 XXX Teaching incidents identification and accountability measures 202
31 XXX Teaching management system phone numbers 207

Note: XXX stands for the university name which is kept anonymous for confidential purposes.

As for the relevant information in the handbook for this study, Section 4. 2 introduces and

discusses the following four aspects: textbook regulations (4.2.1), work norms (4.2.2), teaching
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quality assurance and assessment systems (4.2.3), and the identification of teaching incidents

(4.2.4).

4.2.1 Textbook regulations

Textbook regulations are in Chapter 24 of the Teacher Work Handbook. The regulations on the
management of textbooks state that one textbook is primarily used as a base for one course.
CE, as a compulsory course, has one set of textbooks from level one to level four. According
to the regulations, there should be only one set of textbooks, one syllabus, and one final
examination paper. Therefore, it is strongly recommended that the course teachers who work
as a group teach at one pace by adopting the same textbook, syllabus, and final examination
paper. Evidently, this uniformity in CE teaching is very convenient for management. However,
the uniformity ignores individual differences and thus poses a challenge for the course teachers
to adapt the teaching material to students with different language proficiencies and

backgrounds.

4.2.2 Work norms

In Chapter 8 of the handbook, there are a total of 13 items that depict teachers’ work norms.
The work norms include general principles and detailed requirements on every procedure of
teaching (i.e., procedures from preparation to completion of a course). Among them, the five
items (items 6-10) of most relevance to CE teachers’ classroom practices include: (6) lecture
preparation, (7) classroom teaching, (8) after-class exercises and in-class discussions, (9)
tutoring and answering students’ questions, and (10) homework assignment and marking. As

for this study, items 6 and 7) are the most relevant.

Item 6 stipulates lecture preparation requirements in detail. Firstly, it stresses that teaching
plans should be strictly completed. This only allows a little space for teachers to make flexible

on-the-spot decisions. Secondly, it also sets a principle for compulsory courses that the
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preparation of these courses should be done collectively and that uniformity is required in
course requirements and teaching pace. In the collective preparation of the course, workload is
assigned to different groups of teachers. For example, CE teachers in Office One are supposed
to prepare a unified curriculum design for one course, one subsection in CE. The curriculum
design is typically assigned to different teacher groups and one group is normally responsible
for one unit. Once finished, a complete curriculum design is distributed to every teacher in the
office as a basic plan for the course. This uniformity is reasonable to a certain degree in
promoting efficiency and in encouraging peer communication and cooperation. However, it

ignores student diversity and teachers’ individual teaching styles in its pursuit of uniformity.

Item 7 details the requirements of classroom teaching, which include the contents of the first
class and students’ attendance records. More specifically, it states that course teachers should
make all rules clear in the first class, including teaching plans, attendance record keeping, the
form of final examination, and the assessment of assignments, etc. Furthermore, it states that
course teachers are responsible for students’ attendance and that they have the right to criticise
students who do not attend or are late to class. If the criticism does not work, course teachers

can cancel the final assessment of those students.

4.2.3 Teaching quality assurance and assessment system

The teaching quality assurance and assessment system is stated in Chapter 26 of the Teacher
Work Handbook. Because the case university assigns first priority to teaching quality, a special
centre has been established to take responsibility for assessing and monitoring the quality of
teaching. The centre is called the Teaching Quality Assessment and Monitor Office and is
under the direct administration of a Deputy President. The Office is only one of seven
subordinates in the Academic Affairs Office. Others include the Department Office, Teaching
Affairs Office, Pedagogical Research Office, Students’ Registry and Enrolment Office,
Textbook Office, and Internship Teaching Management Office.
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In the handbook catalogue, five items and an Education Minister’s speech are directly related
to teaching quality. Two items have far-reaching influence on the course teachers’ routine work:
the implementation of teaching quality assurance systems, and teaching quality evaluation

methods.

To ensure teaching quality, six systems have been set up as follows:

1. Routinely teaching inspection system,

2. Teacher supervisor inspection system,

3. Teaching quality evaluation system,

4. Student feedback system,

5. Graduate tracking system,

6. Reward and punishment system.

(Teacher Work Handbook, pp.188-189)

These six systems exert different strength of influences based on their outcomes. There is also
a certain degree of overlapping in some of the items. For instance, the outcomes of ‘teacher
supervisor inspection’ and ‘student evaluation’ are critical elements of the ‘teaching quality
evaluation system’. Therefore, they are combined as one part. The ‘graduate tracking system’
is the weakest in the whole system because it is rarely used as a measure and it scarcely included
in the final ‘teacher reward and punishment system’. Therefore, I would like to report the
following three general and critical systems: ‘routinely teaching inspection system’, ‘teaching

quality evaluation system’, and ‘teacher reward and punishment system’.

Firstly, the ‘routinely teaching inspection system’ mainly refers to three large-scale inspections
organised by the school Academic Affairs Department. The inspections are conducted early-
term, mid-term, and end-of-term and are very influential and stressful for teachers because they

are conducted by university leaders. Leaders of different levels may be involved in the class
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visiting and inspecting including the university Presidents and Deans. One of the hot topics for
teachers on the first day of a new term is whether their class is to be inspected. Some teachers
may be ‘lucky’ enough to be inspected by a team of school leaders. Here, ‘lucky’ is in quotation
mark because it is an ironic sense. Most teachers are reluctant to put themselves under huge
pressure to be inspected suddenly by the leaders. Course teachers are usually very nervous

whenever there is an inspection.

Secondly, the ‘teaching quality evaluation’ includes the following four methods: student
evaluation, supervisor evaluation, peer evaluation, and self-evaluation. These four evaluation
methods form a so-called 360-degree evaluation system, implying that the evaluation system
is comprehensive and thorough. The system exerts huge pressure on teachers’ daily work.

Many teacher participants expressed their feelings of stress. For example, Donna complained:

Excerpt 4.1 Donna (interview)

How stressful! Evaluate us in such a comprehensive way. Teaching is something
that goes both ways, but it is not just teachers’ business. This is too subjective,

isn’t it?

Among the four evaluations, student evaluation is given the most weight, and supervisor
evaluation is the most stressful and controversial. Supervisor evaluation is described clearly in

the handbook, as shown in Excerpt 4.2.

Excerpt 4.2 Teacher Work Handbook (p. 190)

Supervisor evaluation means teacher supervisors make an assessment of the
teachers’ teaching based on classroom observations, checking teaching plans,
tutoring and assignment marking. This is conducted by the teacher supervisor
committee and the teaching quality assessment and monitor section, the Academic

Affairs Department.
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More specifically, senior/emeritus professors from different departments are appointed as
internal supervisors to conduct classroom observations, which is part of the university’s
teaching quality assurance mechanism. According to the university’s policy, a supervisor has
the right to observe any teacher’s class without a providing advanced notice. After a classroom
observation, the supervisor must give the observed teacher a mark on a form containing eight
detailed criteria according to the assessment system. The mark, together with student feedback,
peer evaluation, and self-evaluation, constitute a teacher’s annual performance assessment.
Thus, teachers are ranked as excellent, good, qualified, basically qualified, and unqualified.
Excellent teachers are awarded a certain amount of money as well as an honorary certificate.
If a teacher has been judged to be ‘basically qualified” for two successive years, s/he will be
suspended from teaching and will be transferred to another position. If a teacher has been
judged to be ‘unqualified’ for two years, his/her teaching qualification will be cancelled

(Teacher Work Handbook, p. 192).

In this study, participants’ attitudes toward the evaluation system fall into three categories:
oppositional, mixed, and supportive. Some teacher participants are strongly against the system.
For instance, Elisa was straightforward in her criticism of the evaluation system as revealed in

the following excerpt:

Excerpt 4.3 Elisa (interview)

| feel it is unfair to ask a non-English-major teacher to observe an English class.

Furthermore, it is unreasonable to allow him/her to assess the classroom teaching.

Another teacher participant, Sam, also criticised the supervision system as shown in his

remarks below:

Excerpt 4.4 Sam (interview)
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When teachers enter the classroom, they get used to having to glance over the

students to see whether there is any strange faces (a teacher supervisor), which |

feel is very terrible.
Excerpt 4.3 reveals that Elisa was against the supervisor inspection system from a professional
perspective, whereas Excerpt 4.4 indicates that Sam was against the system from an emotional
perspective. Sam thought it was “terrible” to see a “strange face” in his classroom. This reminds

teachers of the need for a sense of safety and respect in the teaching context.

Some teacher participants gave a mixed comment. For instance, Mark and Nancy commented

on the supervisor system, as in Excerpt 4.5 and Excerpt 4.6, respectively:

Excerpt 4.5 Mark (interview)

As administrators, they do need detailed data to quantify teachers’ work, which is
understandable, but I cannot accept the current way of quantifying.

Excerpt 4.6 Nancy (interview)

Actually, it should be that the evaluation is necessary. If there is no evaluation,
there will be no feedback for teachers to reflect on their teaching. In that case,
teachers will not make any progress. However, | feel that extreme measures should

not be taken to punish teachers based on their poor evaluation results.

Excerpt 4.5 shows that Mark accepts the necessity of the evaluation system. However, he does
not like the current method of evaluation in which outsiders quantify teachers’ work in numbers.
Excerpt 4.6 reveals Nancy also accepts the evaluation system because she believes that the
evaluation helps the teacher reflect on their teaching, which is good for professional
development. However, Nancy also thinks that it is not a good idea to take extreme measures
to punish teachers, implying that she prefers a consultative or constructive evaluation rather

than a judgmental one.
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Only one teacher participant, Linda, supported the system, as revealed in the following remarks:

Excerpt 4.7 Linda (interview)

| respect the supervisors of our school. They are the persons that really want to
make a difference, and do not muddle with their duties. | have a very good
impression of two of the supervisors. If either of them gave me their comments

and suggestions, | would feel happy.

Excerpt 4.7 shows that Linda speaks highly of the supervisors, their work attitudes, and the
system, and that she is happy to receive feedback from them. Her comments are closely related
to her personal experience, which suggests that administrators and supervisors should treat
every teacher in a respectful way and provide constructive feedback such that they can win

some support from teachers and thus help to improve teaching quality.

Some teacher participants did not express their real attitudes towards the supervisor system
directly, but concealed their negative attitudes. They also tailored their teaching to meet
expected standards when there were supervisors in the classrooms. Susan represents this kind

of teacher as demonstrated in her following remark:

Excerpt 4.8 Susan (interview)

When a supervisor comes into my class, | will restrain myself in carrying out some

of my teaching activities.

Excerpt 4.8 indicates that there is the possibility that teachers will give a ‘showcase’ lesson if
there is a supervisor in the classroom. The showcase lesson does not necessarily represent their
genuine way of teaching, but is simply intended to achieve a good score from the supervisor.
In relation to such showcase lessons, normal teaching procedures may be disrupted and could

therefore diminish teaching quality in the long run.
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4.2.4 Teaching incidents

R jidoxuéshgu(teaching incidents in English) are serious mistakes or misbehaviours

that teachers make in the process of teaching. Because these mistakes and misbehaviours are
believed to seriously disrupt normal teaching practices and procedures they are labelled as
‘incidents’ by administrators. For example, if a teacher does not deliver a lecture as scheduled
without an acceptable reason, s/he will be judged by administrators to have committed a serious
teaching incident. The incident-maker will be given a heavy fine and will be deprived of rights
to apply for honours. Teaching incident identification and accountability measures are also
major components in the teaching quality assurance system, stated in Chapter 30 of the Teacher
Work Handbook as the last line of defence in the teaching quality assurance system. However,
punishments for teaching incidents are severe and can seriously impact teachers’ professional

development.

To be specific, there are three categories of incidents: teaching administration (10 provisions),
teaching (19 provisions), and teaching facilities category (7 provisions). In addition, all
incidents are classified into three levels (levels I, 11, and I11) according to severity and negative
impact, with level | the most serious. Among the 19 provisions of teaching incidents, six are

the most relevant to teachers’ routine work and are listed as follows:

Excerpt 4.9 Teacher Work Handbook (p. 204)

1. To change a teaching plan, a teaching assignment arbitrarily or report an
incorrect teaching assignment. (Level I1)

2. To carry out teaching activities without a syllabus, a teaching schedule, and a
lesson plan, or to assign or modify student exercises without compliance of
the requirements of the syllabus. (Level II)

3. Fail to implement a unified examination for the same teaching task. (Level

1)
109



4. Teaching progress mismatches teaching plan by 6 lectures. (Level I1I)

5. To be late; to leave early; to leave the class unorganized; or to engage in
unrelated activities in the process of teaching or invigilating an examination.
(Level 1)

6. To use a mobile phone to receive or send messages in the process of teaching.

(Level 1)

There are advantages and disadvantages to regulating teachers’ classroom behaviour in such a
detailed way. The provisions are quite reasonable to some degree, for the sake of regulating
teachers’ classroom behaviours and for assuring teaching quality. Provisions 5 and 6 are
particularly good disciplines to guarantee good teacher processes. If the provisions work, the
first two Level Il teaching incidents can be avoided effectively because they can prevent
dynamic or unpredictable events from taking place in the teaching process. However, the
provisions also constrain language teachers’ autonomy and agency to make flexible on-the-
spot decisions and to engage in improvisational teaching, which do not appear in the prescribed

teaching plan.

4.3 Expectation context

Expectations from administrators, teachers and students form a critical context of teaching. The
three parties have their own expectations of the language class. On the surface, such
expectations appear perfectly reasonable, but conflicts in fact exist between the development
of students’ language abilities and preparation for CET4 and CET6 due to the limited CE class
time. At the same time, these expectations form a constraint on CE teacher’s freedom in

governing their own affairs, such as teaching contents (2.1.3).
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4.3.1 Authority expectation

Authority expectations are outlined in a policy document at the case university. Because
national English examinations like CET4 and CET®6 are so influential and well-recognised in
China, the school authority attaches great importance to them. A document was issued directly
to guarantee the student pass rates for the examinations. As a result, the student pass rates
increased dramatically. The following is a summary of the CET4 pass rate in recent years
according to statistics reported in a formal document titled, English Teaching Quality

Improvement Scheme at the case university:

Excerpt 4.10 English Teaching Quality Improvement Scheme (a formal document)
The first CET4 pass rate among the 2011 student cohort was 75%, and their
accumulated pass rate (through to graduation) amounted to 90%.

The expected first CET 4 pass rate for the 2012 student cohort and for the coming
years was 80%, and their accumulated pass rate was expected to reach 95% upon

examinee graduation.

This formal document states the expectations of the university authorities in an explicit and
direct manner. At the same time, it sets up a clear goal for course teachers and calls for

accountability for English teaching quality.

In addition, a series of reward and punishment policies were closely related to the course
teachers’ income. The first two items of the reward and punishment policies assign an explicit

reward amount to different examination pass rates and outlines the punishments as follows:

Excerpt 4.11 English Teaching Quality Improvement Scheme (a formal document)
1. For the two CE Teaching and Research Departments: if the one-time CET4
pass rate of the student cohort reaches 75% there will be a reward of 150,000
yuan. In addition, each percentage point over 75 will be allocated an extra
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reward amount of 10,000 yuan. If the pass rate does not reach 75%, there will
be no reward.

2. For individual CE teachers: if the CET4 pass rate of a teacher’s class ranks
first place in the school, s/he can be fully funded by the school to study
abroad for one year. If the CET4 pass rate of a teacher’s class maintains one
of the top three positions for three consecutive years, s/he can be promoted to
a higher technical position, or get a direct promotion in professional position.
If the CET4 pass rate of a teacher’s class remains in the bottom 10% of all
classes for two consecutive years, the teacher’s promotion will be put off by
one year. "A veto policy" of the CET4 pass rate applies to teachers’ annual
assessment. As a result, if the CET4 pass rate of the teacher’s class is lower
than the average rate for the whole school, the teacher will have no chance to
receive an excellent grade at either department level or at university-level in

the annual teacher assessment.

The attractiveness of the rewards and the cruelty of the punishments are clearly evident in this
system. Firstly, a large amount of money is directly invested to improve examination pass rates.
Secondly, teachers’ chances of studying aboard, getting promoted, and achieving better annual
assessment are determined by their students’ CET4 pass rate. Therefore, teachers become
highly motivated in their work to improve students’ examination success. However, such
motivation leads some teachers to turn the course into an examination training class in which
the contents of the examination replace the textbook activities as the main focus in the teaching

procedures. In short, this context changes teachers’ pedagogy to a large extent.

Interviews with school administrators showed that they expect more than a high examination

pass rate. For example, the Vice Dean of the School of Foreign Languages at the case
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university told the researcher that she took both student test ability and communicative ability

into consideration when designing the latest reform, as evidenced in her following remarks:

Excerpt 4.12 Vice Dean (interview)

Because the purpose of compressing the course from four semesters into three
semesters is just to improve CET4 pass rates, the training time for skills testing is
concentrated. But our CE course teaching requirements do not say the same thing.
We want to improve our students’ abilities to use English in the long run. So, after
dividing the course into two parts (reading, writing and translating & listening and
speaking), we are still a bit on the traditional side in reading, writing and translating
classes, right? Each week, teachers set aside some time to train students’ in their
listening and speaking skills to improve their English communication ability,
especially their oral English. (...) That is, we should take both parts of the course
into account, right? So, we call it the reform of dividing the course into two

teaching models. Since 2015, our CE teaching has been conducted in this way.

The Vice Dean’s explanation shows that the genuine purpose of CE teaching reform was to
improve the CET4 pass rate. Although the reform changed the course into two different parts,
no equal importance was attached to them. On the surface, the reform designers took the two
parts into account, but the time given to CET4 training is three times that given to the
development of students’ English communication abilities. Furthermore, administrators expect
teachers to help their students to prepare for their examinations, and also facilitate development
in the students’ communication abilities. This is revealed in the following remarks by the Vice

Dean:
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Excerpt 4.13 Vice Dean (interview)

He (the superior) thinks that you are just developing students’ humanistic qualities.
Yes, the examination does not contradict the development of communication
abilities. He asks us to help students to be good at both examinations and

communication abilities.

On the surface, this expectation is idealistic. It is problematic in practice however because the
examination does not test all abilities involved in the comprehensive language course,
particularly in relation to students’ oral English communication abilities. As a result, the exam-
oriented policy leads to exam-oriented pedagogy. At the same time, expectations from the
administrators are hard to realise because they conflict with natural and practical CE teaching

in terms of time and textbook contents.

Therefore, the examination contents direct CE teaching practices to a large extent. The
examination tests listening, reading, writing and translation, all of which are taught in CE
classes. In short, what is tested in the examination is taught in CE classes, whereas what is not
tested is ignored. Because CET4 and CETG6 are proficiency tests not achievement tests,
phonetics, oral communication skills, and cross-cultural communication abilities are not tested
in the examination. As a result, conflicts develop between authority expectations and CE
teaching practices. Even if it is boring to conduct exam-oriented teaching, teachers will not
spend time on language skills that are irrelevant to CET4 because such teaching activities
cannot gain direct acknowledgment from the School. Because their class hours are so limited,
it is also challenging for teachers to help students to prepare for the examination and develop
other capabilities at the same time. A significant amount of time is needed for the teacher to
help the students become familiar with examination rules, examination question types, and

examination skills. Moreover, students also need enough time to rehearse the test. Therefore,
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there is not enough time left for training students in language skills that are irrelevant to the

test.

Teachers generally perceive the expectations of authorities to simply be the pursuit of

improvement to examination pass rates. For example, Linda made the following remarks:

Excerpt 4.14 Linda (interview)

For us, the school expectation is to improve the CET4 pass rate.
In the students’ eyes, passing CET4 is equivalent to obtaining a Bachelor’s degree.
Students generally do not like examinations, much less CET4 or oral communication
abilities which are neglected and unvalued implicitly by the school expectations. If the
school does not implement the policy to associate students’ Bachelor degree attainment
with their CET4 results, the students may not take the test seriously. From the students’

perspectives, the school expectation is that they must pass CET4 before they graduate.

4.3.2 Students’ and teachers’ expectations

Students’ and teachers’ expectations are similar because they have face to face interactions in
class. Reflecting the authority expectation, all students expect to pass CET4 as soon as possible.
This is particularly true for students with little interest in English language learning. However,
it is not difficult for highly motivated students to pass the test. In addition, such students also
want to promote their all-round language abilities with the help of their teacher. Irrespective of
ability level, no student can tolerate a boring lecture, especially when it comes to learning a
foreign language. Psychologically, it is natural for students to expect teachers to make the

course interesting. As a result, there are at least three expectations of all course teachers:

1) Promote students’ examination passing rate;
2) Complete textbook teaching tasks; and

3) Make lectures as interesting as possible.
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In addition, half of the participants expressed that one thing that they most desired but could
not realise was students’ cooperation. It is reasonable to expect for students’ cooperation
because above three expectations can be realized only if students cooperated to the teacher’s
design. However, this desire was hard to achieve because of many reasons, like students’ low
English proficiency, low motivation, little interest, or busy personal agenda. If students are not
cooperative in pedagogy, it seriously influences the teacher’s pedagogy and emotion. In all,
teacher-student collaboration as a team, and it is natural for them to expect something from

each other.

Different teachers internalise these expectations at different levels. In other words, some
teachers take ownership of all the above expectations, while others may take ownership of only
one or two. Firstly, all teachers expect to complete their teaching task without complications.
For example, one teacher participant, Sam, believes it is a must to complete his teaching tasks
and to cover all the language points in the textbook that may appear in the final examination.

This can be seen in the following remarks:

Excerpt 4.15 Sam (interview)

(As a teacher) you have to complete your teaching task in time no matter if it is
boring or not. If anything is missing in the process of teaching, students will
complain that the relevant teacher is too irresponsible to cover the points that
appear in the exam paper. If that happens to me, | will feel guilty because I am

paid to do it. If I do not complete my task, I will not feel good.

What Sam said reveals that he is a responsible and careful teacher. He has a strong sense of
responsibility and he is afraid of being the subject of complaint from his students if he misses

any language point. He connects this responsibility directly to his salary. In addition, he does
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not care particularly whether the lesson contents are boring or not because he believes that he

is paid to convey all textbook knowledge to his students.

Ruth expressed similar opinions, but in a more emotional way. She adopted a highly controlled
way of classroom teaching as shown in her following comments:
Excerpt 4.16 Ruth (interview)
To be honest, I feel that, in the class ... the key issue is the time limitation in each
class. Because the time is so limited and you have to do this and that, | feel it is

impossible to take every student’s needs into account. Therefore, I set the pace!

From the researcher’s observation, Ruth’s teaching plan included textbook contents and exam
skills training. She felt somewhat stressed about having to cover all of this content within a
limited amount of time. As a result, she could only focus on the important contents, forgetting
to make the class interesting. At the end of her remarks, she claimed defiantly, “I set the pace!’
This does not mean she is indifferent to the students’ emotional needs, but rather that she has

no choice.

There are also teachers who have the ambition to meet even more expectations. Consequently,
they must take additional factors into consideration. They must consider students’ expectations
and emotional needs. At the same time, they must also take into consideration the students’
capabilities to cope with the higher expectations. Mary is an example of this kind of teacher
and she manages to make it work in her class by being flexible in her teaching methods. She
said:

Excerpt 4.17 Mary (interview)

Sometimes, both my students and | feel it is very boring to have CET4 training

classes. On the one hand, they expect to pass the test by having intensive training,

but it is rather boring to do it all day long. So, after the training starts, they hope
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that 1 add something interesting in between. | cannot do much in my regular classes,
but I try to make some changes in my English Test class. I tend to spend some time
on extracurricular knowledge and then get back to the contents of CET4 and CET6.

In doing so, | take the two aspects in consideration.

Mary’s strategy to meet the expectations is to introduce some extracurricular knowledge into
the middle of an examination training class to make it a little bit more interesting. However,
this strategy is conditional. It depends on students’ cooperation and their language proficiency.
In Mary’s regular classes, students are not so cooperative and self-regulated, so they cannot
accept too much knowledge. Mary cannot spend too much time on non-examination materials
in such classes and therefore they have the potential to become less entertaining. That is, the
teacher is primarily expected in such classes to align with the students’ expectations to pass the
examination or to complete the textbook contents.

Similarly, another ambitious teacher, Linda, was also concerned about the issue of having to
meet an ideal expectation in her practical teaching. She said:

Excerpt 4.18 Linda (interview)

Students come into the classroom with an ideal expectation, and so does the teacher.

However, the reality is that it was a great challenge for Linda to manage such a big class. She
thought a lot about how to evenly allocate opportunities to students to practices and as well as
to organise class activities in a more acceptable manner. This made Linda very frustrated.
Finally, Linda found a gap existed between school expectations and that of the teachers, and
drew the following conclusion:

Excerpt 4.19 Linda (interview)

The school expectation is actually not what you expect. That is to say, there is a

discrepancy between dream and reality.
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Linda’s comments suggest that the school authority expected only good examination results
and student performance. However, they ignored the emotional needs of teachers and students
during the teaching and learning process. Teachers and students expected interesting class
activities, but regarded achieving good examination results as a final goal. A gap thus emerged
between exam-skills lessons and a desire for interesting classes which posed significant

challenges to teachers.

To fill the gap, CE teachers were under great pressure. They had to work extremely hard to
cover all examination contents and textbook knowledge while keeping the course interesting.
As a result, teachers expect a high level of student cooperation. Based on the findings of this
study, one-third of participants identified student cooperation or involvement as the most
desired aspect in their teaching, which ranked first among all expectations. As a result, CE
teachers’ expectations accumulated ultimately into four items: to help students pass CET4 and
CETS®, to help students acquire textbook knowledge, to make the class more interesting, and to
have cooperation from the students to achieve all the goals effectively. Consequently, teacher
expectations mainly focused on students, with greater expectations resulting in higher levels of

stress.

4.4 Physical context

There are two CE classroom settings in this study: a fixed setting and a moveable setting. A

fixed classroom setting for CE teachers is more common and is introduced and explored first.
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Figure 4.2 CE teacher’s typical classroom setting (Left)

Figure 4.3 Seating chart of a typical fixed setting classroom (Right)

The above picture and seating chart show the setting of Lisa’s class. This picture is of a typical
setting with fixed rows of desks and chairs. At first glance, the classroom looks tidy and clean,
and the setting positions the students to face towards the front of the classroom or to look at
their own workbook. At the front of the classroom is a platform, two moveable blackboards,
an overhead projector and screen, and a lectern. These artefacts are standard equipment for
most classrooms at the case university. This setting is also used for most language classes.

Table 4.3 shows that 11 out of 14 teacher participants worked in a classroom like this.

The physical setting is influential for language teachers. Figure 4.2 shows that the desks and
chairs in the classroom are fixed, and there is no open area for role play or other activities that
require students to move around. In Hall and Hall’s (1977) words, “the practice of bolting desks
and chairs to the floor...makes it impossible to rearrange the classroom to accommodate to the
needs of either the teacher or the students” (p.142). It is not convenient for group discussion or
other forms of interactions. It is not also suitable for face to face conversations among students.
This fixed and crowded space can also be possible to lead to more controlling behaviour in the

teacher (Perry, undated). Thus, the physical setting forms an obstacle for teacher autonomy as
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a freedom in teaching depicted in Section 2.1.3. For instance, Grace expressed her strong desire

to teach in a classroom with moveable desks and chairs. The following is what she said:

Excerpt 4.20 Grace (interview)

| just like them to have classes in a small-sized room. It is best when the desks and
chairs can be moved around. But my expectation cannot be satisfied because the

facilities at our university go against to what | expect.

Evidently, Grace believed that a classroom with moveable desks and chairs ‘is the best’ for her
to conduct teaching activities. However, these things are out of the teacher’s control. The
equipment and facilities at the case university have been upgraded in recent years, but the

school authority still favours classrooms with fixed desks and chairs.

Class size is another factor that influences some of the course teachers. In this study, although
most teacher participants taught in a class with less than 40 students, as shown in Table 4.3, it
was common to see large classes with more than 60 or 70 students, such as in the classes taught
by Linda, Mark and Elisa. A classroom with fixed desks and chairs, and 60 to 70 students
would be rather crowded. However, this is a practical situation that most language teachers at

the case university have to face. Linda said:

Excerpt 4.21 Linda (interview)

There is no space at all to conduct teaching activities. You at least need space for
activities. However, the classroom is so squeezed with students sitting one next to

another that you cannot move at all, much less do any activity.

Linda’s complaint revealed that large class sizes and limited space seriously constrained

language teachers’ classroom teaching practices. In language classes, communication and
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interacting activities are undoubtedly important for the students’ language development.

However, the physical CE classroom setting does not facilitate this.

There are also special classrooms for a minority of students. In these classrooms, moveable
desks and chairs are provided. Meanwhile, it is a privilege for the students to use these
classrooms. They are usually students with excellent English proficiency who were identified
on the first day of enrolment. These students comprise several special classes and are trained
to participate in all kinds of English tests or competitions to earn honour and fame for the
university. There are also some creative classes established by different faculties which enjoy
the use of these classrooms. In this study, three participants worked in such classrooms as

shown in Table 4.3:

Table 4. 3 Participants’ class size and classroom setting

Donna Grace Lisa Mary Sam Sarah Ruth Helen Betty Linda Nancy Susan Mark Elisa

Class 31 40 24 33 20 28 22 25 25 66 32 38 67 71
size

Class F F F M F F F M M F F F F F
setting

Note: ‘F’ refers to fixed class setting; ‘M’ refers to moveable class setting

Table 4.3 shows that Mary, Helen, and Betty worked in moveable setting classrooms. When
their classes were observed, both Mary and Betty taught an English Test class and Helen taught
an oral English class. This was why they had the privilege to use the classrooms with movable
desks and chairs. | found that Mary and Helen took advantage of the moveable setting in their

teaching, but Betty did not.
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Note: S/®=student @=teacher ®= researcher (observer)
Figure 4.4 Seating chart of Mary’s class (Left)
Figure 4.5 Seating chart of Helen’s class (Middle)

Figure 4.6 Seating chart of Betty’s class (Right)

As Figure 4.4 shows, Mary’s classroom was set up in a pattern that was convenient for group
discussions. Her students were seated around six tables. It was convenient for them to conduct
face to face interaction. Figure 4.5 demonstrates that Helen’s classroom was arranged as a ‘U’
shape to open up the space for role plays in her class. Group discussions, activity episodes, or
role plays were observed in Mary’s and Helen’s classes, respectively. Organising of role play
activity can be a possible demonstration of teacher autonomy because it is believed to be a
learner-centred instructional technique (Koc, 2011). Richards (1985) observes that it is more
possible to improve learner’s conversational competence by alternative classroom
arrangements and activities that engaging learners in conversational interactions in the

classroom, role play in particular.

However, as shown in Figure 4.6, there were no tables in Betty’s class. Her students were
seated on moveable chairs with tablet arms, with the chairs scattered across the classroom.
However, Betty did not make use of this setting to organise group or pair activities in her

teaching. This may imply that Betty was not as autonomous as Helen and Mary.

4.5 Summary

Chapter 4 reports on the four aspects of the teaching context at the case university relevant to
the participants’ teaching and teacher autonomy: institutional context, system context,

expectation context, and physical context. Firstly, institutional context sets guidelines for CE
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teaching. CE teaching reforms and CET4 examination pass rates are considered as the most

critical in current institutional agenda.

The system context sets detailed rules and regulations for teachers’ classroom behaviours. Four
elements of the system context are reported in detail: textbook regulations, teacher work norms,
the teaching quality assurance and assessment system, and identification of teaching incidents.
This system context increases teaching accountability and strengthens school management.
The system context also plays an important role in shaping language teachers’ teaching plans,
decision making, and classroom behaviour. However, there are also disadvantages to regulating
teachers’ behaviours in such a rigid way. They may form external constraints on teacher
autonomy to a certain degree. This context will help us better understand the behaviour

observed in the participants’ classrooms in Chapters 6 to 8.

Secondly, there were some discrepancies between the expectations of administrators and
students, and between the expectations of administrators and teachers. The authority had a
general and implicit expectation to improve students’ language abilities, but a more specific
and explicit expectation to improve student examination pass rates. In addition to the above
two expectations, the students expected their emotional needs to be met and for the language
learning activities to be interesting. Finally, all expectations fell on the shoulders of the course
teachers. With expected cooperation from students, teachers were supposed to help their
students to meet their expectations. The more teachers expected, the more stressed they felt.
Because class time was very limited, the course teachers had no choice but to meet some of the

expectations, but gave up less important ones.

Finally, this study found that the most common physical contexts for the teacher participants
were standardised classrooms with fixed desks and chairs. Several participants suggested that

this fixed classroom setting style was not convenient for them to organise student activities or
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group discussions. Though more classroom activities and student group discussions were
encouraged in EFL education, the participants in this study were unable to make decisions in
this regard due to the school authority’s traditional beliefs. In addition, large class size was
another problem the participants needed to overcome in their teaching design. According to the
literature reviewed in Chapter 2, the context of the case university was very typical in CE
teaching contexts of China. Large class sizes particularly were known to hinder a language
teacher’s ability to improve their teaching quality and effect. To a certain degree, these three
dimensions of context compose a network of external constraints on teacher autonomy, which

is discussed in detail in Chapter 9.

125



Chapter 5

Teacher attitudes

Chapter 4 reported the teaching contexts representing the external conditions of teacher
autonomy. These conditions are influential, but not decisive. As the agent of classroom
teaching, teachers’ attitudes toward autonomy are the core of their decisions about teaching
practices. To lay a foundation for understanding the participants’ classroom practices in
Chapters 6 to 8, Chapter 5 reports teachers’ attitudes toward autonomy. The word ‘attitude’ in
this study is used as an umbrella term that refers to the participants’ point of views, opinions,
perceptions, preferences, term interpretations, and approvals or disapprovals on questions
relevant to autonomy. These attitudes are crucial to probe into participants’ interpretations of
the critical concepts under investigation. More specifically, Chapter 5 reports findings from
semi-structured interviews on the participants’ attitudes toward four concepts: their
professional identity (5.1), learner autonomy (5.2), professional development (5.3), and teacher
autonomy (5.4) (see Appendix H for all excerpts in original Chinese). In addition, the
participants are categorised into three groups (less autonomous group, moderately autonomous
group, and more autonomous group) according to a comprehensive assessment on their

attitudes (5.5).

Before reporting the findings, it is necessary to note the translation of the terms in this chapter,
especially key terms like ‘autonomy’, ‘learner autonomy’, and ‘teacher autonomy’. As
explained in Chapter 3, all interviews were conducted in Chinese (3.4.3) to facilitate
participants yielding their opinion conveniently and fully. The author of this thesis translated
all the terms from Chinese to English. In this section, | use Chinese characters followed by

italicised pinyin to note the key terms, allowing non-Chinese readers to pronounce the terms if
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they want to discuss them. ‘=% > 3% H & xuéxizhé zizhii was translated as ‘learner autonomy’

because the concept has been widely-accepted and there are no disputes with this translation.

However, ‘teacher autonomy’ is a comparatively new concept. There are different
interpretations of the Chinese translation or definition of the term. Consequently, there were
several Chinese versions of ‘autonomy’ when the participants were discussing its relevance to
teacher or teaching. However, the interviewer’s questions did give the interviewees some hints
on the term. For instance, the participants were asked the following two questions about the

concept of teacher autonomy:

1) What is your understanding of the term ‘teacher autonomy’ (i H ¥ jidoshi zizhii)?

2) Do you consider yourself as an autonomous teacher (H 3= )22 zizhii de ldoshi)?

The participants exhibited difficulties in using the term ‘autonomy’. Some participants used

‘UM E £ jidoshi zizhii ‘teacher autonomy’ in line with the interviewer. So, ‘# M H +°

jiaoshi zizhii was translated into ‘teacher autonomy’.

However, participants also mentioned: 1) H 3 zizhi, 2) B FVE zizhi xing, 3) B T zizhii
quédn, and 4) H ¥ zizhii di in the discussion of teacher autonomy. These variant expressions

implied the participants’ dispositions on different dimensions of autonomy. Consequently, the
contexts of these expressions were taken into consideration when they were translated. The

detailed rules of translating the participants’ four expressions are illustrated as follows:

1) The word H = zizhii ‘autonomy’ can be used as an adjective, an adverb?®, or a noun in

Mandarin Chinese, depending on its distribution. When it is used to describe a noun, it

is an adjective, corresponding to ‘autonomous’ in English. For example,

! In Mandarin Chinese, the adjective marker de or the adverb marker di can be omitted in some
cases.
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2)

3)

One participant said: “YF A e A H F K& ni cdi nénggoi you zizhii fazhan”.

My translation was: So, you can have autonomous development.

When the word H = zizhi precedes a verb or a verb phrase, it is interpreted as an
adverb, corresponding to ‘autonomously’ in English. For instance, one participant said:
“Br DMRE H &2 B F R suoyi nivao ziji qu zizhii fazhan”, and 1 translated it as: So,
you have to develop autonomously all by yourself. Finally, when the word H = zizhi
follows another noun (i.e., i [ 3= jidosht zizhii), it is interpreted as a noun. So, the
expression Zifi H = jidoshi zizhii was translated as ‘teacher autonomy’.

H F 1 zizhit xing refers to autonomy as an attribute, a property, or a character that is
owned by the subject teacher. In this context, H =V zizhii xing usually means a
capability or a psychological character. For instance, a participant said ‘& FF U6 AN
s #0M A £V wo zuikaishi yiwéi shi ldoshi zizhii xing’. So, the English translation of
the sentence was ‘I saw it as teachers’ autonomy at very beginning’.

H F A zizhii quan means autonomy as a right. To be specific, it is a right embedded in

national law and other authorities that teachers act according to their own will. It was

still translated into ‘autonomy’ because this ‘right’ was also a basic dimension in
‘autonomy’. For example, one participant stated: ‘FAJ3EA B HH 4 H EMN
women jibenshang méiyou shénme zizhii quan’. | translated it as, ‘we basically have no

autonomy’. If however, the Chinese expression #{/J quénli(‘right’ in English) was
stressed separately and modified by H F zizhi, 1 translated into ‘the right to be
autonomous’. For example, one participant stated: ‘ZUfifg B 3K jiaoshi you

zizhu de quanli’, and I translated it as, ‘teachers have the right to be autonomous’.
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4) There was also a participant using H =& zizhi du, literally speaking, which meant

‘the degree of autonomy’. This expression implied a meaning of freedom. In this
situation, I still translated it as ‘autonomy’. For instance, the participant said ‘{H & K
UG, ATRERATE A XA HEE T danshi daxué yingyi zhéyikudi,
kénéng womén jiu méiyou zhége zizhii du le’. So, my translation of the sentence was,
‘but in the field of CE, maybe we do not have such an autonomy’.
These expressions were still within the three dimensions of teacher autonomy to emerge from
the review of literature provided in Chapter 2. So, all in all, varied expressions used by the
participants when discussing teacher autonomy were generally translated into autonomy,
though they stressed different dimensions in the definition of autonomy. Only when a specific
dimension was singled out and highlighted by the user was its English translation adapted

accordingly.

5.1 Attitudes to professional identity

Professional identity in this study refers to participants’ social role as CE teachers. Though Day
and Kington (2008) warn against mixing professional identity with role, there is no real
problem in setting this role as a starting point in this study. On the one hand, because “identity
is not something one has, but something that develops during one’s whole life” (Beijaard et al.,
2004, p. 108), it is not always stable or positive (Day, 2012). In other words, identity is
something that is changeable and developing. In this study, ‘professional identity’ is used to
refer to a comparatively stable social role: CE teachers. This social role can be a critical starting

point in the development of one’s professional identity.

Furthermore, Beijaard et al. (2004) also found that in some studies, professional identity is

related to teachers’ concepts or images of self. It is generally argued that these concepts or
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images of self strongly determine teachers’ classroom practices, their professional
development as teachers, and their attitudes toward educational changes (Beijaard et al., 2004).
As such, this section presents evidence of CE teachers’ attitudes toward their role as CE
teachers so as to lay a foundation for understanding their classroom practices in Chapters 6-8.
In addition, participants’ likes and dislikes in their professional work and lives based on both

their experiences in practice and their personal backgrounds were also covered.

A simple three-way coding system was set up to describe the participants’ attitudes to their
professional identity. The criteria for analysing the attitudes of the participants toward their
professional identity was: ‘“+’ was used to identify a positive attitude; ‘-’ was used to show a
negative attitude; and ‘0’ was used to indicate an unclear attitude. To be specific, when the
participant was asked to identify his/her profession (e.g., when they were asked in the interview:
‘How would you describe your job as a College English teacher to outsiders?’ or ‘What do you
tell people when you are asked what do you do?’, the answers were categorised into three
groups. If the participant used explicit and positive statements such as: ‘I am a College English
teacher’, ‘I teacher English in a university’, or ‘I work as a College English teacher’, the

participant’s attitude toward his /her professional identity was judged to be positive.

There are two key points in the positive judgement. One is the course characteristic, which
should be ‘College English’ or ‘English’ at least. The other is the institutional attribute, which
should be a ‘college’ or ‘university’. If the participant’s reply to the question was a general
term such as ‘teacher’, ‘faculty member’, or ‘English teacher’ without the institutional attribute,
the answer was categorised as ‘unclear attitude’ because the identity did not show the subject
characteristic and institutional attribute together. Finally, if the participant used other subject
names or any negative statements to identify his/her profession as a teacher, like ‘PE teacher’,

‘Math teacher’, or ‘I do not know’, the answer was categorised as ‘negative attitude’.
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How the participants identified themselves in the profession is reported first (5.1.1). The details

of their likes and dislikes in the job are then summarised in Section 5.1.2.

5.1.1 Teacher, college faculty, English teacher, or College English teacher?

What do you do? It is a simple question which is commonly used in people’s daily life to get
to know someone’s profession. However, the diversity of my participants’ answers to this
simple question was not what was expected by this researcher when the question was asked at
the participant interviews. According to the above criteria, all participants’ attitudes toward

their professional identity are showed in Table 5.1:

Table 5. 1 Participants’ attitudes toward their professional identity

Donna Grace Lisa Mary Sam Sarah Ruth Helen Betty Linda Nancy Susan Mark Eliza

OnPI 0 0 + 0 o] + + o] 0 + + 0 - 0

Table 5.1 shows that the participants’ overall responses to the question about their professional
identity was very unclear. Among the 14 participants, eight held an unclear view on their
professional identity. That is, they either identified themselves as a general ‘teacher’, a “faculty
member’, or an ‘English teacher’. In other words, they did not identify themselves as a ‘College
English teacher’ directly and explicitly. However, there were teachers who held a rather
positive view of their professional identity. | list a few of their answers to show their varied

attitudes in detail:

Excerpt 5.1 Donna (interview)

I first say that I teach English ... then I try my best not to tell them this (my affiliation).

Excerpt 5.2 Grace (interview)
I usually say ‘teacher’. It seems that I don’t want to stress I am a member of the

faculty in particular.
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Excerpt 5.3 Lisa (interview)

| first say what I do, a college faculty. Then teach what, English.

Excerpt 5.4 Susan (interview)

| just say | am an English teacher.

Excerpt 5.5 Mark (interview)

I say | am a PE teacher.

Generally, the teachers’ identifications vary from: ‘a teacher’, ‘a college faculty’, ‘an English
teacher’, to ‘a PE teacher’. The ambiguous, unclear, or negative answers also provide various
reasons as to why the teachers held negative attitudes toward the profession. For example,
Donna said she would not tell her affiliation to others because she was ashamed of the
reputation of the university where she worked, which is a second-class university. Grace did
not highlight her faculty member status for fear of other people’s attachments of unrealistically
high expectations to the title. In other words, the participants’ descriptions of their professional
identity also reflected an uncertainty about their professionalism. They doubted teaching CE
as a serious profession. Particularly, the teacher who described himself as ‘a PE teacher’ denied
the subject (i.e., CE) completely. He further added that he saw no value in the job of teaching

CE and he believed the job should be done by women rather than men.

The participants’ reasons for these attitudes varied. Some felt they were not taken seriously.
Others believed that they felt no social respect from doing the job. A number also expressed
their dissatisfaction with the low income and high demands of the job. So, this reflected the

importance of external factors on participants’ attitudes toward their professional identity.

Nevertheless, some of the participants held a positive view of their professional identity. They

gave the following reasons:
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Excerpt 5.6 Linda (interview)
Actually, putting it in the society as a whole, (people) have a positive impression on

this job. I respect my profession.

Excerpt 5.7 Nancy (interview)
When I say I teach in a university, people’s first reaction is my comparatively young

age. As a consequence, | feel proud of myself as soon as they say so.

It is evident from the participants’ explanations that social status associated with the job or
people’s general impression of the job that are the main reasons for their sense of being
respected. Such external reasons may influence the participants’ attitudes toward their
professional identity. The capability to teach in a university at a young age, which is a common

phenomenon for CE teachers, can also increase the confidence as CE teachers.

5.1.2 Likes and dislikes in the job
Participants were asked during their interview: Do you like your job as a College English
teacher? Appling the same criteria as above, the 14 participants’ preferences toward the job are

reported in Table 5.2:

Table 5. 2 Participants’ preference toward their job

Donna Grace Lisa Mary Sam Sarah Ruth Helen Betty Linda Nancy Susan Mark Eliza

Like/not 0 + + + 0 + - + + 0 + + R +

Table 5.2 shows most participants loved their job. To be specific, nine of them gave positive

answer (see names with ‘+’ in Table 5.2). They gave positive answers for the following reasons:

Excerpt 5.8 Elisa (interview)
I didn’t like the job before, but now I do like it. Now I feel it is good to be a teacher.

It makes me feel young.
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Excerpt 5.9 Grace (interview)

Except for this, I don’t know what else I can do, really.

Excerpt 5.10 Lisa (interview)
Like. Mainly because I can be together with my students, then | can always feel young

in men’s thought.

Excerpt 5.11 Nancy (interview)
So, when you want to talk about likes and dislikes in detail, it is possible that it (the

job) has been a part of your life.

Excerpt 5.12 Mary (interview)
For one reason, it is honourable to be a teacher, and respectable... For another reason,

my family and | myself would like to engage in the field to be a teacher.

From the above group of extracts, the key elements representing the participants’ likes in the
job include: age growth, communication, life style, social respect, and family support. Firstly,
a teacher’s love toward their job may grow as time passes. The more the teacher knows the job
and their students, and the longer s/he stays in the field, the more s/he will love the job. This
emotional development is rather explicit and natural. Secondly, given a core aspect of the job
is communication it is not surprising that this can be a key factor in the extent to which teachers
enjoy their work. Thirdly, some participants may take on the job as their life style. These
teachers usually have high-level identification with the profession. There are also some
teachers who choose to love their job because they have no other choice. Nevertheless, external

factors like social and family influences cannot be ignored.

Another group of teachers held a complex feeling toward their job. Because their love toward
the job depended on uncertain factors, their preference to the job was taken as unclear and was

marked as ‘0’ in Table 5.2. Sometimes, they loved certain aspects of the job, but did not like
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other parts such as test-preparation, research, and many types of teacher assessments. Several
participants also expressed their dissatisfaction towards the income from the job. Or their love
toward the job depended on the student cooperation, teaching contents, or other pressures. This

is revealed in the following extracts:

Excerpt 5.13 Sam (interview)

If the CET4 pressure is not so heavy, | think this is a quite good job.

Excerpt 5.14 Donna (interview)

If my students cooperate, I like it very much. If they don’t cooperate, I feel rather gloomy.

Excerpt 5.15 Linda (interview)
Teaching and educating students, | feel I really like, if there is no other extra work like

preparation for promotion, this assessment, that assessment.

The teachers’ comments above make it clear that external factors influence their love toward
the job. The factors may include exam pressure, student cooperation, preparation for promotion,
and many kinds of teacher assessments, and can be a source of instability and changeability for
individual teachers. However, the obligatory aspects of the CE teacher’s work cannot be
changed, and can only be accepted passively. From an emotional perspective, these factors may
be internal triggers to constrain their autonomy in their practical work. This finding aligns with
Liu (2016). Teachers in the unclear attitude group revealed an unstable love toward their job
compared to the definite and explicit love for the job expressed by teachers in the positive

attitude group.

However, two participants still expressed their dissatisfaction with the job. Mark told the
interviewer directly that he did not like the job, but he did not give a reason. Furthermore, Ruth
expressed her negative attitude toward the job emotionally. She said, “I am just very unsatistied

with the working environment and living environment.” (Ruth)
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It is worth noting that some participants provided positive responses when asked about their
likes in the job, but also provided a negative or unclear description of their professional identity.
A comparison of the data in Table 5.1 and 5.2 shows that this phenomenon was true for Grace,
Mary, Helen, Betty, Susan, and Elisa. This phenomenon reflected “an unavoidable
interrelationship between cognitive and emotional identities” (Day & Kington, 2008, p. 8). In
terms of this study, the participants held negative or unclear attitudes toward their professional
identity cognitively, but they loved the job emotionally. Day and Kington (2008) found
overwhelming evidence to show that teaching demanded magnificent personal and emotional
investment in the process of their professional identity formation. They called this emotional
fabric, “emotional identity” (ibid, p. 8). In turn, emotional identity may account for the
discrepancy between teachers’ positive preference to the job and negative or unclear attitude
toward their professional identity. Because of this emotional identity, they completed their duty

in harbouring their negative attitude towards their professional identity.

5.2 Attitudes to learner autonomy

Learner autonomy and its relationship with teacher autonomy was reviewed in Section 2.2.
Because a teacher’s attitudes to learner autonomy directly influence the teacher’s pedagogy,
and because autonomy-supportive teaching is taken as a critical manifestation of teacher
autonomy (2.2.4), these attitudes are considered critical components in developing teacher
autonomy. In this study, all participants reported that they had heard of learner autonomy and
many showed a rather high-level understanding of the construct (5.2.1). Nonetheless, there
were discrepancies among participants in relation to their acceptance of the theory of teacher

autonomy. Some teachers then reflected on their role in promoting learner autonomy (5.2.2).
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To judge the participants’ attitudes toward learner autonomy, the ‘+’, ‘0’, and ‘-’ signs were

employed again to symbolise their ‘positive’, ‘unclear’, and ‘negative’ attitudes, respectively.

1. If the participant held a positive attitude toward his/her students’ autonomy, it meant
the participant was confident in the students’ capabilities to conduct autonomous
learning. However, regarding the highly standardised national exams as an overall goal
for language learners in the case context, having the learners set the goals by themselves
was not included as a part of learner autonomy in this study. That is, if the participant
believed that the students could be autonomous in the process of achieving the external
goals set by the teacher or the school, the participant was believed to hold a “positive’
attitude towards learner autonomy.

2. However, if the participant used a negative word or expression like ‘weak’, ‘cannot’,
‘poor’, ‘do not’, and so on to describe his/her students’ autonomous learning abilities,
this participant was counted as holding a ‘negative’ attitude toward learner autonomy.

3. Finally, if the participant did not explicitly express a positive or negative attitude toward
the concept, and only stated his/her opinion in an indirect way like they needed further
instruction, s’he was considered to hold an ‘unclear’ attitude and was therefore
represented as an ‘o’. Sometimes, the participants expressed confusion with the concept
and they were allocated to the ‘unclear’ group.

Thus, all participants’ attitudes toward learner autonomy are summarised in Table 5.3:

Table 5. 3 Participants’ attitudes toward learner autonomy

Donna Grace Lisa Mary Sam Sarah Ruth Helen Betty Linda Nancy Susan Mark Eliza

On LA - o] + + o] o] - o] 0 0 + + + +

Table 5.3 shows an equal number of participants held ‘positive’ and ‘unclear’ responses toward

student autonomy. To be specific, among the 14 participants, six of them held a positive view
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of their students’ autonomy and six held an ‘unclear view. Moreover, two participants gave
negative answers. In other words, most participants lacked confidence in their students’

abilities to learn autonomously.

5.2.1 Teachers’ interpretation of learner autonomy

All participants more or less knew of the concept of learner autonomy as evidenced in their
interview responses. Some participants showed a rather high-level understanding of the
concept from a theoretical perspective. Many teachers explained the concept in a quite
systematic way. Some of them even studied the relevant theory as part of in their Master’s
studies (Betty and Mary) or learned about the theory by reading journal papers (Sarah and
Linda). Extracts 5.16-5.18 list some of the participants’ interpretations of learner autonomy or

autonomous learning:

Excerpt 5.16 Mark (interview)

Autonomous learning is mainly about learners planning their own learning, assessing
their learning, judging whether a learning method is suitable or not, and then making
corresponding adjustments.

Excerpt 5.17 Mary (interview)

When it comes to autonomy, I think it is, to put it simply, to make a good plan on
one’s own learning, including deciding the learning goals and the learning content. If
one is autonomous, he will choose learning methods and means, and make self-
comments.

Excerpt 5.18 Susan (interview)

It is a capability to plan one’s time, actively control oneself, and have one’s own plan.

This is learner autonomy.
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Excerpts 5.16 to 5.18 indicate that the teachers held a rather systematic understanding on
learner autonomy and put much emphasis on the detailed processes to be an autonomous
learner. Planning one’s time and contents in the learning process was typically set as the first
priority. Susan pointed out directly and exactly that learner autonomy is a ‘capability’ which is

a description that is well-accepted in the literature.

However, many participants held an unclear or negative view of the concept. They doubted the
feasibility of applying the concept in their teaching. Furthermore, they simply described it as

the learner’s own job.

Excerpt 5.19 Donna (interview)

I find that Chinese children, because from their childhood, learn in the context
controlled by their teacher. If you do ask them to learn autonomously, for them it only
means to meet the time requirement at the language centre.

Excerpt 5.20 Linda (interview)

Autonomy is something that sounds really good, very ideal. But for students who
have learned in a purely teacher-controlled and parent-monitored environment, where

is the direction for their own autonomy?

Excerpts 5.19 and 5.20 indicate that Donna and Linda had their own understanding of the
learner autonomy concept. Donna saw it from a Chinese sociocultural context, whereas Linda
believed it to be an ‘ideal’ goal. At the same time, both Linda and Donna strongly believed that
their students were used to a controlled learning environment—by their teachers or parents
rather than themselves—because of the teaching tradition China. In other words, the teachers
doubted their students’ capabilities to learn autonomously due to contextual factors like the

teacher-centred learning tradition in China and the Chinese way of parenting.
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Except for sociocultural considerations, the way in which teachers weigh learner autonomy in
their mind can be a reason. In a controlled learning environment and exam-oriented context
depicted in Chapter 4, whether teachers want to assign more autonomy to learners is a big issue.
The basic tone here is quite different from the ideal context of learner autonomy in which the
learner controls every aspect of their learning, particularly goal-setting. In the context of this
study, teachers usually have to weigh-up the options between the personal benefits in exam-
oriented teaching and the benefits to learners in the provision of autonomy-supportive teaching.
To teach in an autonomy-supportive way, the teacher may be challenged by students (they want
to pass CET4), and may risk his/her own bonus if the student pass rate is not good, even though
this way of teaching can benefit students in the long run. It takes time, courage, and capability
for CE teachers to develop learner autonomy under various pressures and risks. Thus, it is also
worthwhile investigating the participants’ reflections on their role in fostering learner

autonomy.

There were also teachers who believed that learner autonomy depended on the learner
themselves, namely their ability to develop a habit of independent learning. In the participant’s

words:

Excerpt 5.21 Grace (interview)
Learner autonomy, autonomous learning, is just to arrange one’s time for learning.
That is, these teachers see learner autonomy simply as letting the student learn independently.

Echoing this sentiment is the attitudes expressed by Ruth in the following extract:

Excerpt 5.22 Ruth (interview)
A teacher assigns a learning task, then a student relates it to his own reality, arranges

it reasonably, and accomplishes it autonomously. Isn’t this autonomous learning?
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In Ruth’s words, the teacher’s role of supporting learner autonomy is only to “tell (students)
the learning task™. Ruth’s interpretation of learner autonomy puts emphasis on the learner’s
role in relating the learning activity to their own reality, an opinion that was also expressed by
Grace, indirectly. However, this attitude is rather superficial as it ignores language teachers’

active role in the process of developing learner autonomy.

5.2.2 Teacher’s roles in fostering learner autonomy

As part of the data collection process, some participants were asked an additional interview
question on their role in developing learner autonomy. However, the answers to this question
were not coded into three-way markers as were the answers to the question on teachers’
attitudes toward learner autonomy. There were two reasons for not applying the same coding
process and to report the answers as a crucial component in this section. On the one hand, all
participants were not asked this question during the interview. It would therefore be unfair to
take this data into consideration when assessing their views of their autonomy. On the other
hand, it was an open question and all answers were reasonable. Therefore, there were no
justifiable criteria to code these data. Nevertheless, data in this part served as significant

supplement for Section 5.2.1.

When the participants were invited to reflect on their roles in fostering learner autonomy, the
three most frequently used words were ‘guide’ (8 times), ‘monitor’ (5 times), and ‘facilitator’
(4 times). Other roles were also mentioned such as resource bank, reminder, inspirer, adviser,

and booster.

Excerpt 5.23 Linda (interview)
As for learner autonomy, I think it is actually the teacher’s guidance that is the most

important for freshman students.
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Excerpt 5.24 Donna (interview)

In the concept of learner autonomy, a teacher is always believed to be a guide.
Excerpt 5.25 Nancy (interview)

I think that I should be a guide. That is to say, a teacher should guide his students on
how to be autonomous.

Excerpt 5.26 Susan (interview)

You can only become a guide, or help them, remind them, and monitor them, but
actually not too much.

Excerpt 5.27 Elisa (interview)

For learner autonomy, | think that the teacher should only play the role of being a

monitor and a facilitator.

The above participants’ attitudes revealed that they have abstract awareness of their roles in
fostering learner autonomy. In their own words, they were mostly a “guide” or “helper” in
developing their students’ autonomy. Based on their descriptions, it is hard to differentiate
between their understandings of their role in developing learner autonomy. Because a ‘guide’
is a rather abstractive role, the way of guiding can vary greatly. They may refer to everything
they do as their way of being a guide, and can refer to a direction or requirement as a guide. In
the former, it means they lack a theoretical and conscious reflection on their act of ‘guiding’.
In the latter, it means they lack adequate skills and strategies to play an active role in developing
learner autonomy. Therefore, they simplify some of their directions or requirements into one
word, ‘guide’. This over-abstract understanding on their role in fostering learner autonomy
may be an internal constraint to make autonomy-supportive teaching feasible in their classroom.
Furthermore, they do ‘guide’ learners to develop their autonomy in various ways, but do not

consciously do so or they lack theoretical reflection.
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5.3 Attitudes to teacher professional development

Teacher development is usually described as a “process of continual, intellectual, experiential,
and attitudinal growth of teachers” (Lange, 1990, p. 250). The importance of professional
development for developing teacher autonomy cannot be over-stressed as reviewed in Section
2.1.3. For both pre-service and in-service teachers, professional development and teacher
education can help to promote their autonomy (Castro Garcé&s & Martnez Granada, 2016;

Dymoke & Harrison, 2006).

In this study, however, when it comes to professional development the two most frequently
used words by the participants were ‘confused’ and ‘helpless’. Their attitudes toward
professional development will be reported from three perspectives. Firstly, their personal plan
for professional development (5.3.1). Secondly, obstacles to their professional development as
revealed in the interviews (5.3.2). Thirdly, opinions of the school facilities to support teachers’

professional development (5.3.3).

As a starting point, the ‘personal plan’ was set as the only standard used to judge the
participants’ attitudes toward their professional development. That is, if the participant had a
plan for himself/herself to develop professionally, either a short- or long-term plan, the
participant was counted to hold a positive attitude towards the concept and was given a ‘+’
mark. In contrast, the participant was given a ‘-” mark for a negative attitude. Because there
was only existence of the plan or not, no middle category was set and thus all participants’
attitudes toward their professional development were allocated to two groups. The 14

participants’ attitudes toward their professional development is summarised in Table 5.4:

Table 5. 4 Participants’ attitudes toward their professional development

Donna Grace Lisa Mary Sam Sarah Ruth Helen Betty Linda Nancy Susan Mark Eliza

On TPD - - - + - + - + - + + +
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Table 5.4 illustrates that there were only six teachers who indicated they had a personal plan
for their own professional development, whereas most teachers (i.e., eight) indicated that they
had no personal plan at all. This summary echoed their general comments and feeling towards

professional development as “confused” and “helpless”.

Moreover, because the school’s program on faculty professional development was most often
out of the control of the participants, it was unreasonable to count it when judging the
participants’ own capacity. Nevertheless, although the participants experienced obstacles to
professional development they can still comment on this aspect and make proposals to improve

the school facilities.

5.3.1 Personal plan

A personal plan is a critical starting point, while it is well supported that teachers themselves
manage their professional development (Bailey, Curtis, & Nunan, 2001). Although
professional development processes can be implemented by teachers or the institution, the
teachers are the best source to achieve the most effective outcomes (Bailey et al., 2001).
Therefore, the participants’ personal plans for professional development are reported in this

section.

Firstly, Table 5.4 shows that most participants did not have a plan for their professional
development. In effect, eight participants told the interviewer simply and straightforwardly that
they had no idea about their professional development, they were not clear, or they had no clear
plan. Mark even claimed that it was not necessary to develop professionally because the job
only needs the teacher to be a mouthpiece for the stakeholders. In addition, he saw no value in
the job at all, so he would not invest the extra time and energy needed to develop as a

professional.
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Furthermore, some participants’ responses to this question were very positive. They indicated
that they had a clear plan for both short-term and long-term development as a professional in a
systematic and practical way. Notwithstanding their plans, there were still a number of this

concerns raised by the participants. As one participant reported explicitly:

Excerpt 5.28 Nancy (interview)

Of course, | know that currently I still have to do something. I can only do, maybe
because of the heavy teaching workload this term... I can only fulfil my teaching
tasks at present. This is my short term (plan), an arrangement for this term right now.

Then, I want to work out a visiting scholar plan next year.

Nancy’s statement in Excerpt 5.28 shows that she had a clear short-term plan and a practical
plan for the following year. She further revealed that her application for a visiting scholar
position at a British university was approved. It is not rare to hear teachers complain about their
heavy workload, whereas it is unusual to hear of such a positive attitude toward work pressure
and a clear vision on the future. According to the participants in this study, ‘a visiting scholar
plan’ was understood in effect to be a chance for a teacher to learn from colleagues at another
university, which is a critical activity for teacher professional development. Other participants
(Lisa and Mary) expressed a similar desire to be a visiting scholar at a top university in an

English-speaking country.

5.3.2 Obstacles
The obstacles to professional development vary from person to person. This study revealed that
four obstacles were most evident among the study participants: insufficient awareness,

passiveness in action, family, and personal reasons.

Firstly, in terms of lack of awareness of how to develop professionally, when the participants
were asked about their plan to develop their professionalism their responses overall were rather
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negative. Their answers included: “I am poor in this aspect” (Donna); “Actually, I feel rather

confused” (Mary); and “No, no, I have no plan at all” (Ruth).

Secondly, evidence in this study showed that some participants were rather passive when
making a determination to develop their professionalism. That is, they were not actively
volunteering to take part in such kinds of activities. Some of the participants simply, passively,
and superficially equated professional development with general teacher learning or a
promotion in academic title. The rules for promotion are set by external and institutional
authorities, so this equation was actually a passive decision from the teachers. Nevertheless,
the participants had no clear idea about what to learn or how to get promoted by implementing
a practical plan of action. Indeed, they had no systematic knowledge base of professional

development. One participant put it straightforwardly:

Excerpt 5.29 Nancy (interview)
Yes, sometimes we hope to get professional instruction, but I don’t know where I can
start.
This means the participant had the desire to learn or had a subtle awareness of the importance
of developing as a professional, but took no further action.
Next, the issue of professional development can inevitably lead to the classical debate on
keeping the balance between work and family. Especially for my participants in this case, most

of whom are young mothers, as revealed in the following extracts.

Excerpt 5.30 Elisa (interview)
It is not because the school doesn’t give us chances, but because I have my family
reasons. | cannot go, you know, in the next three to five years. Before my child

becomes independent, | have no chance. Or if it is short-term training, it is OK for
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me. But if it means studying abroad, or studying far away, it will be hard for me to
participate in such professional learning.

Excerpt 5.31 Mary (interview)

But I cannot, my husband and child are in China, | cannot study abroad without their

company.

In Excerpt 5.30, Elisa admitted that the school provided opportunities for professional
development, but she gave up because of family reasons. It was almost a common phenomenon
among my participants that they had young child to be taken care of and beloved ones to be
together with. Interviews revealed that most participants were young mothers, nine to be exact.
This situation is a practical issue in professional development programs and is a great challenge
and consideration for the institution when organising such programs. This situation may also
form internal constraints on their autonomy to a certain degree. It implied that short-term,
school-based, or autonomous teacher professional development programs with stable expert

support may be a good solution.

Lastly, the attitude may be due to their personal attributes such as age, personality, health, or
even airsickness. These obstacles imply that internal reasons occupy a considerable portion in

these obstacles. See the following examples:

Excerpt 5.32 Elisa (interview)

I am forty years old and I have a child to support. Therefore, | feel it will be impossible
for me to receive any further education. Even if | have such a plan, it will be
encumbered by the reality of my life.

Excerpt 5.33 Linda (interview)

I have many ideas, but my health condition does not allow me to pursue the ideas.
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Excerpt 5.34 Donna (interview)

I don’t mean I don’t like those (professional development programs). It is only
because of my personal reasons. For instance, for the overseas education programs, I
feel 1 am afraid of them because | get airsick on long trips, and my airsickness will

get even worse with a frightening feeling.

Other obstacles were also mentioned. For instance, Mark mentioned that the subject
characteristics were the biggest obstacles for language teachers’ professional development. He
thought that one of the most obvious characteristics of the CE subject does not come to fruition
in its application of teaching methods. In other words, this characteristic determines that
teaching rather than research is given greater emphasis in the subject, whereas the reality is that
CE teachers are judged and promoted more by their publications in the institutional contexts
according to relevant rules in the school. However, CE teachers were usually busy completing
their heavy workload and investing their time in curriculum design and classroom management
practices, rather than undertaking further research. As a result, it was hard for them to develop
as a professional. Mark also argued that many theoretical research findings on language
teaching methodology were not adaptable in practical EFL classrooms. This further
discouraged language teachers to relate their practice with theory research. Thus, teachers’

professional development was hindered.

5.3.3 School facilities

The participants’ attitudes toward school facilities for their professional development went to
two extremes. On the one hand, some were satisfied with the amount of services provided by
the school. They thought they were enough for their professional learning, but did not have

enough time, the inclination, and the energy to absorb them all. For example:
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Excerpt 5.35 Mark (interview)

The school actually provides teachers with many kinds of professional development
programs every year. For example, you can apply for the candidature to be a visiting
scholar every couple of years.

Excerpt 5.36 Sam (interview)

| graduated from a teacher university. If not, how can | teach? So, they asked me to
attend pre-service training programs after | joined this university. They asked me to
take exams on Psychology, on Teaching Methodology. | said | graduated from a
teacher university and | was an excellent graduate with scores as high as 80 and 90,

why should I sit for these exams again?

Excerpt 5.35 shows that Mark believed there were adequate professional development
programs for teachers including the chance to be a visiting scholar. In Excerpt 5.36, Sam did
not directly express his attitude towards school facilities for pre-service teachers’ professional
training, but showed confidence in himself as a qualified teacher because of his education
background. He believed that there was no reason for him to be trained in pre-service training

programs because he was “an excellent graduate” from “a teacher school”.

Furthermore, some participants complained that the school facilities for teachers’ professional
development did not fit them as a sound system. This extreme contrast can be illustrated in

Linda’s opinion expressed in Excerpt 5.37:

Excerpt 5.37 Linda (interview)
There is no systematic and long-term plan in the section of teacher professional

development. Generally speaking, I haven’t seen such a plan yet.
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From Excerpt 5.35 to 5.37, two main opinions on the school facilities for teacher professional
development were presented. On the one hand, the participants indicated there were an
adequate amount of professional development programs at the case university. However, they
were not sure of the necessity for them to attend the programs. On the other hand, the
participants seemed dissatisfied with the quality of such services. It may be inferred form their
dissatisfaction that the institution needs to conduct a teachers’ needs analysis and tailor suitable

professional development plan for individual teachers.

5.4 Attitudes to teacher autonomy

To understand participants’ attitudes toward teacher autonomy is a core aim of this study.
Asking the participants directly about their perceptions of teacher autonomy is somewhat
exploratory however and no doubt challenging for respondents. Nonetheless, their responses
exceeded the researcher’s expectations in terms of their understanding of this comparatively
new concept. When they were asked in the interview: ‘What is your understanding of the term
‘teacher autonomy?’, many participants revealed that it was the first time they had heard of the
concept. However, most tried to define the concept in their own words, and their interpretations
demonstrated comprehensive and in-depth thinking. Their understandings covered almost
every dimension of the concept to emerge from the literature review in Chapter 2. In Section
5.4.1, firstly, participants’ understandings of teacher autonomy will be reported. This is

followed by a discussion of their self-comments on their autonomy (5.4.2).

To judge the participants’ attitudes toward teacher autonomy it was necessary to set the criteria
at the beginning. Similarly, ‘+°, ‘0’, and ‘-’ signs were employed to symbolise their ‘positive’,
‘unclear’, and ‘negative’ attitudes, respectively. If the participant commented himself/herself

as autonomous, a ‘+’ was marked on it. For example, some participants stated: ‘I have

150



autonomy’; some others said explicitly: ‘I am autonomous’; and others even gave a score to
his/her autonomy. For instance, a participant stated; “I give myself 80 cents if it is one hundred

cents”. These teachers were judged positive in self-comment on their autonomy.

If the participant’s self-comment was unclear or ambiguous, an ‘o0’ was marked. For instance,
some teachers said: “I don’t know”, “I am not sure”, or “I am autonomous and not autonomous

at the same time”. Their self-comments on autonomy were considered unclear.

Finally, if the participant commented his/her autonomy with explicit negative words or
expression, a ‘-” was used. Several participants commented that they regarded themselves to
be autonomous in teaching, but not in research. In this situation, only the comment on their
autonomy in teaching was taken into consideration because their research was not within the
scope of this research investigation. Though their research fruits or publications were
considered as a critical part of professional development, it was beyond the reach of the
researcher to collect all participants’ publications and to prove the relationship between these
publications and their autonomy. Furthermore, this study focused more on the relationship
between teacher autonomy and teacher classroom practice rather than teacher research. Thus,

all participants’ attitudes toward teacher autonomy are demonstrated in Table 5.5:

Table 5. 5 Participants’ attitudes toward teacher autonomy

Donna Grace Lisa Mary Sam Sarah Ruth Helen Betty Linda Nancy Susan Mark Eliza

On TA - + + - 0 + - + - - + + + +

Table 5.5 shows most participants gave a positive self-comment on their autonomy. To be
specific, eight teachers commented that they saw themselves as autonomous teachers in
teaching at least. There were also five teachers who did not think themselves to be autonomous
teachers, and only one had no clear idea about whether he was autonomous or not. Details on

their self-comment are presented in Section 5.4.2.
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5.4.1 Teachers’ interpretation of teacher autonomy

Fourteen participants’ perceptions of teacher autonomy covered the three dimensions reviewed
in Chapter 2, including freedom, capability, and professional development. More than one-
third of participants believed that teacher autonomy referred to their freedom to teach or to

organise their class with more discretion. Mark said it like this:

Excerpt 5.38 Mark (interview)

That is to say the teacher can organise his own class and pedagogy according to his

own characteristics, personalities, and hobbies. This should be counted as a kind of

autonomy, from the perspective of teaching.
Mark understood the concept primarily from the perspective of classroom teaching. He
believed that it was a kind of autonomy to integrate personal elements into classroom teaching.
This consideration is reasonable and in line with administrative proposals to enrich teachers’
classroom practices and to make classroom teaching practices attractive to students. Ruth
expressed a similar understanding, but in a very weak and uncertain manner, when she revealed
that she regarded teacher autonomy as teachers’ autonomous decision on choosing a textbook
and teaching contents during the semester. What she revealed was a meaningful part in teacher
autonomy. However, it is less likely to be realised under the current CE policies (e.g. textbook
regulations in the case university in Section 4.2.1) on mass education (as detected in her

uncertainty) and the nation-wide CET4 and CET6 examination.

Lisa also gave a very comprehensive understanding on the concept. Lisa’s understanding of

teacher autonomy is shown in the following extract:

Excerpt 5.39 Lisa (interview)
My understanding is rather superficial. I feel it is a teacher’s degree of freedom. That

is to say, a teacher can arrange, control or plan his/her classes, arrangements, and
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professional plans. | feel like this. In other words, to do something purposefully, with
aclear goal ... I feel this is just like learner autonomy, which means the learner learns
things autonomously. When it comes to the teacher, the teacher should autonomously

plan his/her teaching, research, and profession.

Although Lisa modestly described her interpretation as ‘superficial’, her definition of teacher
autonomy covered all three dimensions reviewed in Chapter 2: freedom, classroom teaching
capability, and professional development. She also compared teacher autonomy with learner
autonomy. However, this comparison returned us to Aoki (2002) on teacher autonomy and
autonomy-supportive teaching. Therefore, whether Lisa’s saying in Excerpt 5.39 that her act
to “autonomously plan her teaching, research, profession” supported learner autonomy

remained unknown. Lisa did not give further explanation.

Other participants interpreted teacher autonomy from a general ‘work’ or ‘course’ perspective.

For example, Sarah and Susan said:

Excerpt 5.40 Sarah (interview)

That is to say, you can autonomously choose your work content and direction.

Excerpt 5.41 Susan (interview)

I feel that teacher autonomy is... it should be that a teacher can decide to open a

course by himself/herself. If s/he opens a course, s/he can decide the curriculum, and

the teaching pace. For an implementer, s/he should be able to decide how to give the

lecture, or how to arrange the lesson, yeah ... it should be like this.
As a novice teacher, Sarah’s perception of teacher autonomy was simple and clear. She only
focused on two factors, namely “work content and direction”. This coincided with her status
and consideration in this stage. However, as an experienced teacher, Susan’s understanding

included not only complementing the class at hand, but also opening a new course all by herself.
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Susan implied in Excerpt 5.41 that she wanted to have more say on the course curriculum
design, pace, and style. This would challenge the capabilities of a language teacher.
Nevertheless, it was natural to see such a big decision by an experienced teacher rather than a

novice one.

One teacher also placed most emphasis on the element of freedom in her interpretation of

teacher autonomy. Elisa said:

Excerpt 5.42 Elisa (interview)
To tell the truth, this is the first time that | have heard about teacher autonomy. I have
only heard of learner autonomy. | feel that teacher autonomy means a teacher can
freely fulfil his/her teaching tasks without complying with the rigid regulations and
that s/he can decide what approach is adopted in teaching and how long his teaching
needs. | think all these should be done freely by teachers without any rigid
stipulations.
Elisa’s interpretation of teacher autonomy mentioned clearly a conflict with school regulations.
She indirectly expressed an attitude to be against strict institutional regulations on classroom
teaching. On the contrary, she expressed a strong and explicit desire for freedom of discretion
in many detailed aspects of classroom teaching such as “contents”, “style”, “time”, etc. Echoing

Lisa, Elisa also related teacher autonomy to learner autonomy, which seems a rather natural

way of thinking, that is, to relate a new concept to a relevant concept.

In sum, the participants’ understandings of teacher autonomy revealed two pieces of important
information. For one thing, the participants autonomously connected teacher autonomy with
their work in the classroom or the course subject. This reflected their loyalty and commitment
to the profession. For the other thing, the understandings expressed the teachers’ desires to gain

more freedom in their classroom practices. Though the teachers had neither freedom to set the
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final goal for the class, nor liberty to choose the textbook, they still desired more freedom in
selecting the contents, setting the pace, and allocating the time when implementing learning
activities. More freedom for teacher-learner interactions and communications is desirable for

language classes.

From the opposite perspective, the participants’ responses reflected the strong influence of
external constraints on the participants. What is more, the external constraints seriously
influenced teachers’ discretion in their daily classroom practices. This indicates that the school
accountability-oriented management approach in this case exerts a deep-rooted influence on

the flexibility and autonomy of the participants’ language teaching practices.

Professional development is the second most emphasised element to emerge from the
participants’ understandings of the concept of teacher autonomy. Some participants gave a

rather systematic and reasonable explanation on it as follows:

Excerpt 5.43 Mary (interview)

| almost regard it as equivalent to teacher professional development. When it comes
to teacher autonomy, first, I think you should improve yourself, in particular your
professional knowledge. Second, as for class management, you should promote it
purposefully. These two aspects are what | can think of... In terms of teaching,
teacher autonomy involves a big proportion of teaching, which is similar to learner
autonomy in my opinion. First, a teacher should have a plan on the course s/he teaches,
including every procedure, just now | said teaching objective, means, methodology,
and teaching assessment. He should have an assessment of himself/herself. Then, if
there is something else, | think it is to further study the problem found in the teaching

process, and then reflect on it or apply the research findings back to your teaching.
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Mary revealed a systematic and thorough understanding on teacher autonomy in that she
covered two key teacher commitments, i.e., teaching and researching. Her first impression of
the concept was an equivalent to “professional development”. This correlation was closely
related to her rich experience in teacher education. However, her purpose of professional
development finally turned back to practice in pedagogy. Therefore, this mindset reflects a
complete circle to promote learner-centred teaching practices. She also relates the concept to
learner autonomy and mentioned self-assessment in the process of autonomous teaching. This
represents a mind that reflects critically on the teaching concept. Grace expressed a similar
understanding of the concept to Mary during the interview, though not as systematic. Therefore,

Grace’s interpretation was not listed. During interview, Nancy stated:

Excerpt 5.44 Nancy (interview)

In my previous feeling, teacher autonomy means knowing how to develop yourself
as a teacher. That is self-development. When it comes to teacher autonomy, I think it
falls into several aspects. First, it is on the teacher’s part. Whatever subjects a teacher
teaches, s/he should develop herself /himself professionally. Second, a teacher should
know the latest forefront knowledge on the theory and practice of the course s/he

teaches. These are correlated to self-development.

Nancy referred to the notion of “self-development” when pointing out that it was the teacher’s
responsibility to be an autonomous teacher. In her dichotomous understanding of teacher
autonomy: one being the teacher, and the other being the latest knowledge on the subject, she

emphasised teacher learning as the way to achieve self-development.

What is more, the following extracts reveal that several participants simply described teacher
autonomy as teacher learning, which is also a critical component in teacher professional

development:
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Excerpt 5.45 Linda (interview)

| just feel that teacher autonomy means you should keep learning in a life time no
matter what your major, your interpersonal relationship, and your social status are.
That is, as a member in the society, you should actively learn all kinds of knowledge

in your life time.

Excerpt 5.46 Helen (interview)
| just feel that teacher autonomy is more about self-regulation, depending on teachers
themselves. First of all, you should know yourself. That is, a teacher should accept

his profession and then have his own plan, and know how to carry out his plan.

Excerpts 5.45 and 5.46 reveal both participants put much emphasis on the “self” or teacher
learning. Linda saw teacher autonomy as life-long learning, whereas Helen took it as “self-
regulation” and to finally identify with one’s profession. In comparison, Linda’s view was
broad in its inclusion of social factors, something similar to an academic community. In all,
both teachers confirmed that one should learn a lot to be an autonomous teacher, either through
life experiences, or through self-directed learning. Their understandings were rather universal,

but nonetheless reasonable.

In the minority were Donna and Betty, who inexplicitly and explicitly, respectively referred to

teacher autonomy to be a right. In Betty’s words:

Excerpt 5.47 Betty (interview)

Teacher autonomy, literally, is that teachers have the right to be autonomous.
Betty then added that she felt this right should be applied in the classroom. The attitudes of
Betty and Donna reflected their desire for more rights, and they were also clearly confining
this right to the classroom. They were not ambitious to broaden their right to school operations

or other areas.
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Finally, Sam failed to provide an explanation of the term. He told the interviewer:

Excerpt 5.48 Sam (interview)
Ayah, this is not, this is not easy to reply, nor to understand. Maybe, | have never
taken teacher autonomy into consideration, because | have been guided by others on

how to do my work.

Sam’s interpretation confirmed his ignorant and passive attitude towards autonomy, and
implies the need to promote teachers’ awareness of the autonomy to be creative agents in their
classroom teaching. If a teacher gets used to being “guided by others on how to do” as Sam
said in Excerpt 5.48, it is hard for the teacher to teach his students to be autonomous learners

according to Little (1995).

5.4.2 Self-comment

All participants provided an objective comment on their own autonomy. Most commented that
they regarded themselves to be autonomous to some extent. Most participants however
believed that they were autonomous in their classroom, as shown in the summary in Table 5.5.

They commented on their autonomy in the following ways:

Excerpt 5.49 Elisa (interview)

I think my class should be hosted by myself, and it is useless for administrators to
complain about my teaching. As an English teacher, | think that | have absolute
autonomy, and it is useless to complain about me.

Excerpt 5.50 Mark (interview)

Should be, try my best. To my upmost, | will complete my lesson in my understanding

according to my style.

Setting aside the bluntness of Elisa’s expression of “absolute autonomy”, it should only be

taken as confidence in her autonomy in classroom teaching. Given the CE policies and the
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School micro-management system (see Chapter 4), CE teachers may have limited teacher
autonomy, let alone “absolute autonomy”. Because she was confident about her ability to teach
autonomously, she was dismissive of students’ complaints, which is a key consideration in the
current teacher assessment system. Such complaints are therefore considered by many other
teachers as a threatening and external constraint. For fear of students’ complaint, many teachers
dared not teach anything other than the textbook or examination contents. Elisa’s confidence
created a space for her autonomous teaching. However, it is suggested that an autonomous
teacher would be able to welcome students’, including administrator’s, feedback of different
kinds on teacher and unit. In comparison, Mark was rather modest in expression, but he also
stressed to teach in his understanding or according to his style. These expressions implied that

he had his “understanding” and “style”.

Some participants were not confident in their ability to undertake academic research. As an
inescapable duty of a faculty member, this deficiency seriously and negatively influenced their

self-comment on autonomy. The lack of confidence is expressed in the following extract:

Excerpt 5.51 Lisa (interview)

I think I am autonomous in teaching. | feel that I basically have a clear goal, and then

I can plan the lesson. Maybe | am weak in doing research, and | am also a little bit

weak in professional development. | am just not very clear about these two aspects.
Nevertheless, the comment on one’s autonomy was a rather subjective demand of the
participants. Because there is not a consensus on the definition of teacher autonomy, teachers’
self-comments on their autonomy can only be used as a reference. If this data could be used as
a critical reference in the final judgement, more triangulation of teachers’ attitudes on their
autonomy is needed because many participants may blame themselves or hide their pride or
confidence behind their modesty. At the same time, others may advocate his/her autonomy
without actually performing autonomous acts in their teaching. This is also the main reason for
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the researcher to conduct classroom observations and to report findings on the teachers’
classroom practices. In other words, classroom observation was set as a critical tool for

triangulation with the participants’ self-comments on autonomy.

5.5 Three types of teachers according to their attitudes

As a summary of the 14 semi-structured interviews in this study, all participants’ attitudes
toward their professional identity, learner autonomy, professional development, and teacher
autonomy are illustrated in Table 5.6. The Table is a combination and adaptation of the earlier
Tables 5.1, 5.3, 5.4, and 5.5, on the participants’ key words in their interpretation of the concept,
‘teacher autonomy’. Table 5.2 is not included because it is only a subsection on teachers’
attitudes toward their professional identity, specifically, a subsection on the emotional element.
Table 5.1 takes the place of Table 5.2 as a summary of teachers’ attitudes toward professional
identity and takes into account Table 5.6 to give equal weight to the four concepts. Generally
speaking, if the participant indicated a positive attitude toward the concept, a ‘+’ was used. A

‘-> was used to indicate a negative attitude, and an ‘0’ indicated an unclear attitude.

Table 5. 6 Summary of participants’ attitudes toward autonomy and three categories of

teachers
On On On OnTA Self-comment Total
Pl LA TPD TA
Betty 0 0 - Rights in classroom - Less
Donna 0 - - Power (in classroom) & capability - autonomous
Sam 0 0 - No idea 0
Eliza 0 + - Freedom, rights +
Grace 0 0 - TPD +
Helen 0 0 + Know himself, have a clear goal, and +
accept the professional identity Moderately
Linda + 0 + Freedom/A  prosperous  academic - autonomous
community/ a research team
Mark - + - Rights +
Mary 0 + + TPD -
Ruth + - Free -
Lisa + + - Freedom/ TPD + More
Nancy + + + Self-development + autonomous
Sarah + 0 + Free +
Susan 0 + + Capability +
Note: ‘“+’ = positive; ‘0’ = unclear; ‘-’ = negative

Pl=professional identity; LA=learner autonomy; TPD=teacher professional development; TA=teacher autonomy
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Further analysis found that the 14 participants could be categorised into three groups according
to the degree of their positive attitudes toward the four concepts under investigation. The three
groups were designated as: Less Autonomous Group, Moderately Autonomous Group, and
More Autonomous Group. Participants were allocated into one of the three groups according

the following three principles:

1. If a participant had three or four ‘+’ in total for the four concepts under investigation,
he/she was judged to be a more autonomous teacher and allocated to this group because
he/she kept generally positive attitudes toward the four concepts.

2. If a participant had at least one ‘+’ or two ‘+’ marks for the four concepts under
investigation, he/she was judged to be a moderately autonomous teacher and allocated
to this group because he/she kept a positive attitude towards at least one or two items
in the four concepts.

3. If a participant had no ‘+’ marks he/she was judged to be a less autonomous teacher
and allocated to less this group because he/she kept totally unclear or negative attitudes
on all items.

Finally, according to the principles of allocation, 14 participants were categorised into three
groups (the ‘Total’ column in Table 5.6). Four participants were allocated into the More
Autonomous Group, namely Lisa, Nancy, Sarah, and Susan. Two points should be noted on
Sarah’s ‘0’ for learner autonomy and Susan’s ‘0’ for professional identity. Sarah showed a
degree of theoretical understanding on learner autonomy, but she did not explicitly express a
positive or negative attitude toward her students’ autonomy. She mentioned some general good
acts by a language teacher, but not her own acts or opinion on learner autonomy. According to
the criteria, she was therefore counted as having an ‘unclear’ attitude. In terms of Susan’s
attitude toward her professional identity, she identified herself only as an English teacher, and

thus lacked the institutional attribute which was set as one of the two critical standards for a
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positive attitude on professional identity. She further explained that she saw no difference
among language teachers. For this reason, she was categorised as having an unclear attitude

towards professional identity.

Second, seven participants were categorised into the Moderately Autonomous Group, namely
Eliza, Grace, Helen, Linda, Mark, Mary, and Ruth. Finally, three participants were categorised
into the Less Autonomous Group, namely Betty, Donna and Sam. Generally, the 14 participants
in this study approximated a normal distribution into the three groups. In other words, the
Moderately Autonomous Group occupied the largest proportion of teachers among the three

groups.

As explained in Section 5.4.2, all information in Table 5.6 was based on the data reported by
the participants themselves. If the subjectively reported data are to be adopted as a critical
reference in the final judgement of the teachers’ autonomy, more triangulation of their attitudes
towards their autonomy is needed. The reason is self-evident: participants’ subjective attitudes
may be changeable and subject to many emotional and external influences. What they
advocated in the interview may reflect the reality of their teaching practices. Vice versa, what
the teacher practiced in the classroom may not be consciously understood. So, in chapters 6
through 8 I report the findings from classroom observations and the SRIs of the participants in
each group. For easy understanding of the structure of the three chapters, and to achieve
uniformity, the same construct is employed to scaffold the chapter structure. In each of the
three chapters, | first describe the characteristics of the participants in the group. This is
followed by narrative of the participants’ classroom practices and his/her account of the act.

Finally, I sum up the findings in each chapter.
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Chapter 6

Group one: Less autonomous teachers

Chapters 6 to 8 report the teachers’ classroom practices. Each chapter covers one of the groups
identified in Chapter 5. After establishing the teaching context in Chapter 4 and the teachers’
attitudes toward autonomy in Chapter 5, answers to RQ 1 on teachers’ attitudes toward
autonomy can be found. To answer RQ 2 on CE teachers’ practices in the classroom, it is
critical to report the findings related to the participants’ classroom practices. Comparing the
teachers’ attitudes (Chapter 5) and practices (Chapters 6, 7 and 8) also helps to answer RQ 3
on whether the participants’ teaching practices aligned with their attitudes toward autonomy.
Finally, the comparison between teaching context and teachers’ practices helps to redefine

teacher autonomy in specific contexts (RQ 4).

The four themes emerged from classroom observations and SRIs. Pedagogical orientation,
flexibility, interaction patterns, and resource utilisation are respectively reported in Chapters 6
through 8. Therefore, these are organised in a similar structure. This systematic structure is
convenient for making comparisons between groups. In each of the chapters, there is a detailed
introduction on the characteristics of the teachers” attitudes, followed by a report on the features
of their classroom practices relevant to the above-mentioned four themes. Finally, each chapter

concludes with a summary which highlights these features.

Chapter 6 reports the less autonomous teachers’ practices in the classroom (see Appendix I for
all excerpts in original Chinese). Firstly, a general description of the characteristics of the less
autonomous teachers’ attitudes is illustrated (6.1). Then, their classroom practices are reported
based on the features of their pedagogy (6.2). Finally, a summary of the teachers’ classroom

practices (6.3) is provided.
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6.1 Characteristics of less autonomous teachers’ attitudes

The analysis of teachers’ attitudes toward autonomy in Chapter 5 showed Betty, Donna, and
Sam belonged to the less autonomous group. Generally speaking, they held negative or unclear
attitudes toward all concepts under investigation. To be specific, their common characteristics

are as follows:

1. They held an unclear attitude toward their professional identity.

2. They doubted that their students had the capabilities to conduct autonomous learning.

3. None of them had a plan to develop their professionalism due to personal reasons.

4. They tended to lack confidence in their own autonomy.
Firstly, the less autonomous teachers’ love for the job depended on many external factors such
as student cooperation, work pressure, or teaching contents. That is, if the external factors were
satisfactory, they would like the job. Alternatively, they tended to complain about aspects of

the job or to become emotional.

Secondly, less autonomous teachers in this study complained a great deal about their students.
Donna thought that her students did not take English learning seriously and were not
determined to learn the language. Sam also complained about his students’ poor learning

attitude.

Thirdly, the low autonomous teachers all held a negative attitude toward their professional
development. Betty said that she just wanted to finish the basic work arrangement and that was
all. Donna and Sam both expressed their desire to do something for their professional
development, but their good intentions seemed to be constrained for personal reasons including

family commitments and health condition. For example, Sam said:
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Excerpt 6.1 Sam (interview)

| want to say that | have been encumbered by my family in recent years. Second. I'm
a little inert ... Maybe this is one of the reasons. My child is too young, and my mother
is too old, and if she lives alone, how do I deal with her. Therefore, it is hard for me

to take good care of my family while developing my profession.

Sam gave two reasons for not developing his professionalism in recent years. One was family
burden and the other was his personal inertia. Because his child was “too young” and his mother

was “too old”, he had difficulty balancing family responsibility and professional development.

Finally, these teachers all lacked confidence in their own autonomy. Typically, they did not
believe that they could make a difference. As Sam stated, he got used to “being guided by
others on how to do” (see Excerpt 5.48). Betty also identified herself directly as not being
autonomous because she just did what she was asked to do, without contributing any extra

ideas at all.

6.2 Features of less autonomous teachers’ classroom practices

In Section 6.2, less autonomous teachers’ classroom practices are reported based on the features
of their pedagogy, namely teacher centeredness, a lack of flexibility, a single pattern of
interaction with students, and low-level resource usage. Because teacher talk usually dominated
the class as evidenced in the classroom observation, only few classroom activities were
observed. Therefore, their SRIs were extracted as the main supporting evidence for claims of

their teaching practices.
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6.2.1 Pedagogical orientation

Teacher-centeredness is a common characteristic of less autonomous teachers’ pedagogical
orientation in this study. This feature is embodied in the specific way their pedagogy puts ‘I’
at the heart of their pedagogical consideration. That is, they put their personal need ahead of
the students’ needs. Supporting evidence for this point can be found in all three participants’
classes. To provide a general view of their classes, a list of classroom observation notes is

presented in Table 6.1.

Table 6. 1 Summary of classroom observation notes in Betty’s, Donna’s and Sam’s class

Teacher Students & Class Text theme Contents Interaction  Main activities
proficiency  type patterns

Betty 25 students CET6 Strip down Introduction T->S 1. Listening comprehension
English test to bare & Language T->SS 2.Individual students lead group
class (top) happiness points reading of new words

3. Teacher explains text

Donna 31 Repeat CET4 Technology  Introduction T->S 1. A general report of students’
students’ class and & Language T->SS CET4 results in the last
(poor) happiness points semester

2. A warmup question
3. Students read aloud

collectively
4. Teacher explains text
Sam 20 Repeat CET4 Unit Vocabulary &  T->S 1. Teacher explains exercises
students’ class exercises translations T->SS
(poor)

Table 6.1 shows teacher explanation was the main activity in the three teachers’ classrooms,
regardless of student type or the theme of the text. Among them, Sam’s class was the most
typical. It comprised 20 repeat students, several of whom had skipped the second session of
the class according to the observation. ‘Repeat students’ means that the students were required
to re-take the course due to not passing the national exam CET4 in the previous semester. Sam
entered the classroom, greeted his students in a rushed manner and immediately hurried into
an introduction of the main content, exercises in the unit. A general sense of hurriedness was

the impression made by the observer.
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During the process to explain the exercises, Sam invited students to do the textbook exercise

before or after his explanation. The observer soon identified a special phenomenon in Sam’s

exercise explanations, namely that he showed a preference for some students to answer his

questions rather than others. This is revealed in the following excerpt:

Excerpt 6.2 Sam (SRI)

1 R: When you ask the students to answer your questions, do you always invite

(..

Y

the students like this?

Basically, | will invite every one of them. Because if | focus on some of the
students, they will feel bored. It is also unfair to other students. Regardless
of the student’s English proficiency, he attends class as an individual, and
should be given equal opportunities in the classroom activities to feel a sense

of inclusion.

Oh, as far as | can see, you did ask many students to answer your questions.
You kept asking them questions, and sometimes just focused on some of the
students.

But | need to, | need to maintain my face, too. Look, the student, standing
there, | asked him questions more frequently than others because he is more
careful, and his attendance rate is the highest. He is good enough to score
425 points in the CET 4, which is the lowest score allowed to pass the test.
Therefore, | asked him questions a little bit more frequently. Anyway, since
the lecture was being recorded, if the students I called upon couldn’t answer

the question, then I would lose face.
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In Excerpt 6.2, Sam revealed that ‘face’ was a critical consideration in his selection of student
to answer the question. In other words, only if he believed that the student could answer the
question would he give the student a chance to do it. As a starting point, Sam expressed some
beliefs in language teaching. For example, in Turn 2, he expressed a desire to give an “equal
chance” to every student and he encouraged their attendance. However, he did act in a way that
was opposite to this. When asked why his turn-allocations were evidently focused on several
of the better students, he explained that is was for the purpose of maintaining his “face” (Turn
4). Hence, he saw it as losing of face if his students could not provide the correct answers,
because the researcher was observing his lesson. In essence, Sam considered saving ‘face’ to
be of more importance than providing his students with genuine English language learning

experiences.

Therefore, there was an ‘observer paradox’ in Sam’s classroom observation (see also Section
3.3.2). I wanted to observe Sam’s teaching in person, but I did not mean to influence his
teaching practices with my presence. However, it was evident that his teaching was affected by
my observation and his consciousness of self/face was aroused unwittingly by my recording

the lesson. This paradox is worthy of my reflection and should be avoided in future research.

A similar teacher-centred pedagogical orientation was observed in Betty’s class. Hers was an
English Test (ET) class in which the students were trained to participate in all kinds of English
tests and to achieve honour for the school. Such classes were creative and experimental in
nature within the CE subject area. Because only the top 10 to 15% of students were selected to
participate in the ET classes—among the 2000 to 3000 students in that cohort—those selected

were undoubtedly the top students in English.

Throughout the whole session, Betty implemented only one activity following a listening

comprehension exercise she conducted as a warmup activity (see item 2 in the ‘Main activity’
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column of Table 6.1). Betty appointed three students to lead the whole-class reading of the

vocabulary list after allowing them two minutes to pre-read the new words by themselves. She

organised the activity according to the following sequence. Firstly, she went around the

classroom and gestured to divide the students into three groups according to the areas where

they were sitting. Then she asked for a volunteer to be the first group leader, but she received

no response from the students. Next, Betty signalled to a girl to step forward and to lead the

reading in front of the class. She was followed by another girl and a boy who also lead the

reading in turn. The whole process was guided by the teacher. Betty explained her thinking

process for this activity in the SRI as detailed in Excerpt 6.3:

Excerpt 6.3 Betty (SRI)

1

R:

Why did you adopt such a form? What did you think at that moment? Did
the three students have better language proficiency, beautiful pronunciation,
or anything else?

At that moment, the class needed the three students. Later on, the class
naturally divided into three groups, one on the left, one in the middle, and
one on the right.

Yes.

The first student was good at pronunciation. It was a girl who I believe had
good pronunciation. The student in the middle group was invited because
she was seated right in the middle. Finally, because | invited two girls
already, then I invited a boy.

That is to say, you selected the students randomly.

Randomly, but the first one | knew to be better at pronunciation.
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The organisation of this activity was teacher-centred for two reasons. Firstly, the selection of
students was made according to the teacher’s preferences. Betty revealed explicitly that she
appointed the three students mainly at random in Turn 6, except for the first girl. Given the
purpose of the activity was to improve student pronunciation, the selection of group leaders
should depend on their pronunciation. However, the second girl was chosen on the basis of
where she was sitting, that is, because “she was sitting right in the middle” as Betty said in
Turn 4. The last student was selected because of his gender, as Betty revealed in last sentence
of Turn 4: “... because I invited two girls already, then I invited a boy”. Therefore, the process
to appoint the group leaders lacked an objective standard. In other words, the description of
‘randomly’ selected leaders in Turn 6 was in fact not random for the students under a pre-set

standard, but was the teacher’s random preferences.

Secondly, regarding the curriculum task design, the students were supposed to be the task
players. That is, task design in a language classroom should give adequate consideration to the
students’ language proficiencies, opportunities to practice, and the students’ needs, etc.
However, Betty designed the activity only for the sake of completing her teaching task. She
invited and empowered three students to lead the class in the reading of new words. If it were
a regular class, the anticipated effect would be good. However, for an ET class of top students
with high-level in English proficiency, Betty’s task proved to inadequately challenge the
students according to the observation. If the task design was too easy, it may not be attractive

in the eyes of students with excellent English proficiency.

The teacher-centeredness characteristic was also observed in Donna’s class. For example, in
Excerpt 6.4, Donna pushed a student to translate an English sentence into Chinese even though
the student said explicitly that he did not know how to do it. Donna used three instructions

during the implementation of this exercise:
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Excerpt 6.4 Donna (Classroom observation)

1 T:

2 Sl:

3 T:

4 S1:

5T:

Paragraph one, look at the screen. OK, how to translate this sentence? You
know every word in this sentence, right? Every word in this sentence. Then,
how to translate it into Chinese? You know every word here. How to

translate, especially ‘fuel’. OK, you can guess, OK, you can guess. Move on

use your head to think about it! OK, [S1].

I don’t know.

En? You cannot say you don’t know. You have learned every word, so why

don’t you know ?

A big what, cut... consumed what... a...

| want the whole sentence. Sit down, please. Big what? Cut what? ...

Consumed what? ...as far as [ think you want to go out... Who knows? Who

knows? ... This, all these are basic words, right? There is only one word,

‘fuel’ which needs a guess, and the rest are very basic words. This is even a

problem for you? [S1], you are not allowed to skip my class! You were

absent from my class many times last semester..... [S2]

In Excerpt 6.4, Donna instructed the students three times to translate the sentence. The first
instruction was to, “Move on, use your head to think about it!”” in Turn 1, which implied that
she thought her students did not use their heads to think about the translation exercises. In other

words, the first instruction revealed a sense of distrust and depreciation on her students.

The second instruction to the students was: “You cannot say you don’t know” in Turn 3. This
instruction was rather teacher-centred. One student responds by saying “I don’t know”, which
may be the case for a number of reasons: he really may not know the answer; he is not confident

about what he thinks is the answer; or it is just an excuse for the student to avoid answering the
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question. Whatever the reason, it is impossible to forbid the students from saying “I don’t
know”. However, in this clip, Donna did not accept this response from the student because she
thought that he had learnt all the words in the exercise sentence. Evidently, the student had
some broken ideas on the Chinese meaning of the sentence, but he was not able to put them
into a complete sentence. He did not know the meaning of some key words in the sentence, so
he lacked in confidence. Finally, under pressure from Donna, he was forced to articulate his
broken translation. This was a rather embarrassing outcome for the student, but Donna

nevertheless gave the third instruction and simply cut the student off.

Finally, she told the student directly that: “I want a whole sentence” in Turn 5. This was
apparently a requirement that was beyond the capabilities of the student and thus, from the
student’s perspective, would have been frustrating for him as a low proficiency student.
However, from the teacher’s perspective, Donna took it for granted that she had the right to
make such a demand. In the SRI Excerpt 6.5, Donna’s teacher-centred pedagogical orientation

was revealed:

Excerpt 6.5 Donna (SRI)

1 R: (...) it seems that you start to explain the translation from here, right? You
guided them to do an English to Chinese translation task, followed by a
Chinese to English translation task.

2 T: Because I wanted to explain the word ‘fuel” here.

3 R: (...) I was not familiar with the textbook, but I found your lecture contents
were a little erratic.

4 T:. So, | require my students to preview every passage in the textbook and get
familiar with it. 1 said 1 would not wait for them. Therefore, 1 am sure that |

will skip away according to my plan.
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In Excerpt 6.5, Donna provided the reason for making the demands on the first student in the
way she did and for then transferring to another student to do the exercise. She wanted to
explain the word ‘fuel’ in the exercise sentence (Turn 2). When the researcher expressed
implicitly that Donna’s sequence in the lecture delivery was “a little erratic” (Turn 3), she
shifted the responsibility for this outcome onto her students. That is, she wanted to cover the
coherence deficiency in her lesson plan by blaming the students for not previewing the textbook
according to her requirement. Finally, she asserted in Turn 4: “I would not wait. Therefore, 1
am sure that I will skip away according to my plan”. Her ‘plan’ rather than the students’ was
at the centre of her pedagogy and she thus taught in a teacher-centred or plan-centred way,
rather than in a learner-centred way. Moreover, her students’ learning output was not a

reference for her pedagogical decision. However, Donna seemed to take this for granted.

In Sam’s class, the similar teacher-centred or plan-centred approach was observed. Right up
until the last minute of the class, Sam persisted with his fast teaching pace and rushed when
reading the answers to the translation exercise. However, he read too quickly to be clearly
understood by the students, and he had read too much to maintain the students’ attention.
Furthermore, he ended the class in a rush. The thinking process which underpinned his teaching

practices is shown in Excerpt 6.6.

Excerpt 6.6 Sam (SRI)

1 R: With the translation part, how do you usually explain this?

2 T: When it comes to the translation part, | usually read the original Chinese
material from head to toe, and ask students to find some hints, such as words
that can indicate tense, voice etc. | told my students that they could only get
started after they had something in mind. For example, I will ask my

students to determine what tense is appropriate based on the contexts.
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3 R: But I think that this translation, this piece of material is a little long,
comparatively long. Then you read from head to toe, and | found that I could
not follow you in the latter part.

4 T: Wasltoo quick, or did I say too much?

5 R: One is you were too quick. The other is the content was too messy. You
read from head to toe, so | felt that my attention could not follow up.

6 T: Wereyou a little tired?

7 R: Alittle tired, right!

8 T: Letme have alook, what should I do?

9 R: Maybe you did not have enough time.

10 T: lalways feel that I am in a hurry in this class. The schedule is just too tight.

Excerpt 6.6 tells that Sam tends to take charge of his classroom practices in this translation
exercise. He outlined how he usually explained the translation exercise in Turn 2: “I usually
read the original Chinese material from the head to toe, and ask then to find some hints”. If
there was enough time, a teaching design such as this would not pose a problem. However, this
precondition did not exist in Sam’s class. His students then ran out of patience to listen to him
reading the answer. Therefore, Sam was supposed to be flexible in his approach to completing
the task, but he evidently did not have a plan B for the situation and subsequently did not show

his flexibility.

This was not a problem of experience, but was an issue of reflection. Sam had taught CE at the
case university for about five years at the time he was interviewed. Nevertheless, prompted by
hints from the researcher, Sam began to reflect on his teaching. He asked the researcher in Turn
4: “Was I too quick, or did I say too much?” This reveals that Sam started to reflect on his
teaching actions, particularly on the speed and amount of teacher talk. He also started to care
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about the researcher’s feeling by asking in Turn 6: “Were you a little tired?” In other words,
this question emerged from Sam’s reflection on the researcher’s reaction towards his lecture.
Finally, Sam began to reflect on his role as a teacher and on ways to improve his teaching in
Turn 8: “Let me have a look, what should I do?” If he can reflect on the problem deeply, it will
be good for his teaching professionalism as well as improve his teaching effectiveness. Sam’s
case reveals the importance of reflective practices in the field of EFL education (Farrell, 2009,

2015).

In sum, the less autonomous teachers in this study tended to be more teacher-centred, highly-
controlling, and demanding in their requirements. They stick to their preferences, instructions,
or habits in their practical teaching, rather than try to accommodate the students’ needs in
English learning. On the one hand, this characteristic symbolises their eagerness to achieve
quick success and to gain instant benefits. This also implies they lack the necessary skills to

motivate students with low English proficiency.

When teaching less motivated students with low English proficiency, the less autonomous
teachers in this study tended to go to two extremes. One teacher chose to go through all of the
contents by himself rather than have the students do it (e.g., Sam explaining the paragraph
translation exercise). In other words, the teacher took total control of the class rather than
created autonomous learning opportunities for the students. However, it is easy for students to
feel bored in this ‘teacher monologue’ style class. The other extreme was to push too much,
(e.g., Donna’s case in Excerpt 6.4). That meant that the teacher had a strong desire to help
his/her students to do something, while the students may show little, if any, interest. As a result,
the teacher may ignore the students’ lack of interest and simply adopt a method that compels

the students to accomplish the work according to the teacher’s requirement.
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6.2.2 Flexibility

Another characteristic of the classroom practices of the less autonomous teachers was that they
lacked a sense of flexibility. In other words, their teaching practices tend to align to external
factors like the textbook or the contents of the exam. For instance, Donna’s class began in an
exam-oriented way, even though it was the first class for the semester. From the very beginning
she set the tone as an exam-oriented class by giving a general report on students’ CET4 exam
results for the previous semester. Donna’s class comprised 31 repeat students and she informed
the researcher during interview that she analysed the students’ examination results and the
reasons for why they failed the exam, but she did not make any comments on individual

performance. She explained her reasons in Excerpt 6.7:

Excerpt 6.7 Donna (SRI)

1 R: (You) analysed their reasons for getting a low mark (in the exam), so you
didn’t (explain or make comments) on the spot?

2 T:. Yes, | felt this was rather personal. Actually, it should be communicated
personally.

3 R: Yeah, itis also good to consider the student’s face.

4 T: What is more, when the former teacher delayed his class, we were there in
the corridor outside the classroom and had already engaged in some

communications.

Some characteristics of Donna’s class can be elicited from Excerpt 6.7. Firstly, she was anxious
to achieve quick success and to get instant benefits. To assist the students to pass the exam was
her only expectation from the class. Even though she knew it was “rather personal” (Turn 2),
she still decided to start the class with a report on the exam results. Her purpose was to prompt

the students to work harder. Instead, the students adopted a gloomy mood according to the
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observation. Although Donna tried to save the students from embarrassment by not making
comments on individual exam performances, it was ultimately a sensitive, embarrassing, and
frustrating topic for most students. In her anxiety, Donna ignored the students’ emotional needs

and this may signal that she lacks flexibility in how to select warmup material for the first class.

Secondly, Donna did not choose the right time, place, and strategy to introduce the purpose of
the course, namely to facilitate her students to pass the exam. Her time pressure was
understandable, but her choice of the “corridor” (Turn 4) was not a good place, and the very
beginning of the first class was a good time, to raise the topic of the examination. As a key
atmosphere-creator, the teacher is supposed to take time and place into pedagogical
consideration. Donna sticked to only one goal that the students should pass the exam, which
reflected the strength of external influences on Donna’s pedagogical priorities. However, this
only one goal was too strong for her to take other factors into consideration. It also meant that
normal considerations in a language classroom like time, place, emotional needs, etc. were
overshadowed by the external constraints and so there was little space left for flexibility among

the CE teachers.

The exam-oriented focus not only reduced the space for flexibility, it also dominated the
pedagogy whenever conflicts emerged. In other words, wherever there is a conflict in the
teaching process the focus on exam questions usually plays a key role in the final decision.
Sometimes, there is the appearance of negotiation—at a superficial level—and there was one
such negotiation observed in Donna’s class on the topic of word dictation. When Donna was
reminding the students to remember new words and to prepare for dictation, she related this
dictation to another time when she had dictated in Chinese and had asked the students to write
down the English words. Therefore, Donna asked her students about their dictation history.
Some students answered yes, while others said no because of their different English learning
backgrounds. Donna then indicated that the task was supposed to be dictated in Chinese, and
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this aroused a heated discussion among students. Some even negotiated with Donna on the spot.

Donna then gave her students two reasons as to why she should dictate in English: it helped

the students to write down the words according to their pronunciation, and it helped students

to get used to the listening comprehension model in the national CET4 exam. Donna expressed

her decision as follows:

Excerpt 6.8 Donna (Classroom observation)

1 T:

(...) She said, the teacher has a dictation all in Chinese and asks us to take it
down in English. Have you done dictation like this since middle school?
Yes/No. (Some students give a positive answer and some students give a
negative answer.)

Therefore, | always dictate in English and ask you to take it down in English
and many students do a totally messy job. Should | give dictation in
Chinese?

(Students have a heated discussion and negotiate with the teacher)

I think 1 should give dictations in English because you can write what |
dictate according to my pronunciation. Because our listening
comprehension in the exam is in English, not in Chinese, right? | will try to
dictate in Chinese for one time, and have a look at your results. Do not let

my expectation down!

Excerpt 6.8 shows the negotiation on the dictation exercise in Donna’s class. According to the

observation, this negotiation was exam-oriented and superficial for two reasons. Firstly, there

are questions about the necessity of the negotiation. If Donna was determined to teach in an

exam-oriented way, there was no point entering in to negotiations about it. That is, Donna

simply pretended to negotiate with her students as she had already made her decision. Secondly,
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Donna did not give the students the opportunity to express their opinions publicly and explicitly.

The students only echoed her proposal, but did not provide the reasons for their point.

The above evidence reveals that Donna’s pedagogy was primarily driven by external factors

such as examinations and textbook content. Put another way, Donna taught the textbook

contents in an exam-oriented way. The following SRI Excerpt 6.9 outlines Donna’s reasons

not being more creative in her pedagogy:

Excerpt 6.9 Donna (SRI)

1 R:

(...) Then, now you start explaining the text. How many parts do you
usually divide it into?

| usually follow the text structure, one paragraph after another, rather than
creatively. First, there should be three warm-up questions, but I didn’t have
enough time. So, | asked them to answer one of the questions. Then, it is
the text explanation. (...) Then it is time to explain the other part of the
text, one paragraph after another.

Why do you think there should not be any creative activities in this
classroom?

Because | have no time. | organised a role play last semester and the
semester before that, but the units in this semester have a similar style as
this unit. You cannot do role plays. Or you can do some role plays or create
some activities for them to do. But first, you watch your time because it is
limited. Second, you need some good students to act out the role play. For
example, even if you allow them to just read aloud, you need someone to

write the drama script.
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5 R: Yeah, so I think that even if you can think of some methods to add other
teaching activities, though it is not easy to motivate their enthusiasm, I’'m
not sure whether the effect will be better?

6 T:  Thatis for sure, but the repeat students are very poor, really very poor.

Excerpt 6.9 shows explicitly that Donna’s pedagogy was content-oriented. She stated directly
in Turn 2 that she preferred to “follow the text structure one paragraph after another, rather
than creatively”. So, she just followed the textbook from warm up questions to the text passage,
one paragraph after another. This meant her class practices were strictly aligned with the
textbook contents. That is, they scarcely changed and completely neglected the students’

emotional needs.

When Donna was asked to provide the reason for her teaching approach, she answered without
hesitation that she had “no time”. She mentioned ‘time’ three times in Turns 2 and 4 for her
deduction warm-up questions, and for not including a creative activity in the design of the
lesson. Even though she was sure that more teaching activities would help to motivate students
and to be more effective (Turn 6). She gave no other reflection on the design of her teaching
activity. She identified ‘role play’ as an example of a creative activity (Turn 4), but denied its
application in the class for reasons of text style and students’ poor English proficiency. Donna’s
decisions imply a lack of pedagogical skills and learner-centred attitude. Only when a teacher
puts enough time and consideration into the design of the teaching activity can s/he develop
suitable learning activities, even for low proficiency English learners. In addition, time is also
a double-edged sword. For autonomous teachers, their capabilities to deliver selective contents
and to spend time on impressive activities facilitate the students’ language learning process.
However, for less autonomous teachers, they will never have enough time to deliver all

textbook contents.
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In sum, these examples show that the teaching style of less autonomous teachers in this study
tended to attach most importance to external factors and lacked flexibility. Undoubtedly,
practicing in this way is much safer in terms of judgements from outsiders. Exam-oriented
teaching is needed to certain degree to meet the expectations and needs of students, as well as
the expectations of teachers. However, it was evident that such limited autonomy in practice

resulted in the students’ emotional needs being ignored.

6.2.3 Patterns of interaction

Evidence also emerged that less autonomous teachers in this study generally interacted with
students using a single pattern, that is, the classical Teacher Initiation, Learner Response, and
Teacher Follow-up or Feedback (IRF or IRE) pattern identified by Bellack et al. (1966) half a
century ago. This interactional pattern has been found to dominate in traditional teacher-
controlled language classrooms (van Lier, 1996). For example, Sam interacted with his students
in his exercise class using this pattern only. Though he tried to interact with each of the students
as many times as possible, he adopted only this pattern of interaction. During the lesson, no
other pattern of interaction was observed. As such, the teacher maintained absolute control over
the whole class, which tended to make the students feel bored. Excerpt 6.10 provides
supporting evidence by showing how Sam explained to the students how to complete a
textbook word-filling exercise in a reading-translation pattern, noting that the students were

only given the opportunity to fill in the blank word:

Excerpt 6.10 Sam (Classroom observation)

1 T:  The third one. To reduce the railway accidents, 'to' means in order to, to

reduce the risk of railway accidents, or, it should be the risk. We spend

over..., over means 'more than', we spend over 10 million Yuan. Er, that

is spending ‘one million Yuan’ in Chinese on something, on the railway
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line, every year. Every year, they spend over one million Yuan, on what,

on something on the railway line. Spend some money on something, so

undoubtedly, verb —ing form should be used, similar to a verb and object

collocation. On the ... of the railway line, ah, I want to invite one of you to

do it. Uhm, [S1].

2 S1: Maintaining.

3 T: Maintaining. Good. Thank you for filling in maintaining! It is maintaining

the railway line. Now, my parents have lived a frugal lifestyle all their life.

The first word, frugal, f-r-u-g-a-l, frugal, what's your understanding of this
word, frugal? [S2]
4 S2: Economical. (The student provides a Chinese translation of the word.)

5 T. Thrift, or something like ... economical, OK.

Excerpt 6.10 demonstrates a typical IRF sequence that Sam used to interact with the whole
class. This was the only teacher-student interaction pattern observed in his class. The teacher
asked one student to do an exercise, and the student articulated the answer in a word or a phrase
and then sat down (Turns 2 and 4). No other pattern of teacher-student interaction was observed,
and Sam’s talk and explanation dominated the interactions (Turns 1 and 3). There were 16
sentences in this vocabulary blank-filling exercise, and this pattern of exchange lasted for 16
turns or more, in case someone failed to fill in the missing word. One thing was for sure: each
student contributed only one word. Sometimes, if the appointed student did not give a correct

answer or did not know the answer, Sam turned to another student immediately.

Sam read a part of the exercise sentence, translated it, and then read the following parts. He

paraphrased sometimes and also explained the grammar. Sam explained all exercises in the
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unit that might be tested in the final exam or CET4 exam, particularly vocabulary and

translation exercises. The grammatical structures of the sentences were sometimes analysed,

especially when the student could not yield a correct answer. Sam seemed to be talking to

himself at times when providing a long explanation.

Donna adopted the typical IRF pattern of interaction too. Excerpt 6.11 outlines how Donna

explained a text paragraph. In the explanation, she defined some words and expressions. In the

first round of interaction, she asked a student to translate an expression. In the second

interaction, a student provided the meaning of a word in Chinese. At the end, Donna provided

further explanation of the word in English. In these two turns of interaction, both students had

only one chance to contribute one word or expression in Chinese.

Excerpt 6.11 Donna (Classroom observation)

1

T:

S1:

S3:

OK, then, ‘take it for granted’. [S1] What's the meaning?

Take something for granted (The student answers in Chinese.)

OK, good! ‘Take... for granted’. Adds a clause to it and the sentence is

complete.

‘Issue’. What's the meaning?
Issue. (The student answers in Chinese.)

Issue, good, good! Do not use ‘problem’, it is too common, too normal,

and it is not big enough here, right? We use ‘issue’, OK, high-end!
(Students laugh at the hot word, understandingly.) Means ‘very big’,

‘serious’, and ‘carefully-treated’... OK.
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Excerpt 6.11 shows two IRF interaction turns observed in Donna’s class. The two students
were to perform only one task: translation. Requiring students to engage in such a task was
actually more an exhibition of memory than a check of whether the students had mastered the
usage of the language point. This task was indeed a check on the students’ memory of a word’s
or expression’s Chinese meaning. Evidently, this task did not present much of a challenge to

the students. However, Donna did not interact with the students further.

In regard to the less autonomous teachers’ lack of interaction with the students, Donna went to
an extreme. She even avoided interaction with her students by requiring them to complete tasks
collectively. In the first task (item 2 in the ‘Main activity’ column of Table 6.1), Donna
allocated 15 minutes for two students to write their answers to a warmup question in their
exercise book. However, she only gave feedback publicly to one student after the exercise. As
a result, no student was warmed up by the warmup question. Next, Donna, requested the
students to read the text paragraph aloud, collectively. She provided no feedback because the
students did not preview the text passage before the class. Then, when none of the students
would volunteer to do the translation exercise, she asked them to do it in their exercise book.
The tasks were really time-consuming and low in efficiency. The students were pushed to do

the exercise and without timely feedback, their reluctance increased.

In sum, the above evidence shows that only one pattern of teacher-student interaction was used
in both Sam’s and Donna’s classes: three-part IRF sequence. In this pattern of interaction, the
teacher was forever the starter and dominator of the exchange, while the learner’s contribution
was restricted to the minimum amount. In addition, creativity and variety were rarely found in

this pattern of interaction.
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6.2.4 Resources utilisation

Less autonomous teachers in this study showed low-level resource usage. They made full use
of neither the traditional textbook and blackboard, nor the modern multimedia equipment.
Widespread computer technology and other multimedia equipment greatly facilitate English
language teaching. In this study, all participants were observed to teach in a multimedia
classroom with an overhead projector. This physical context implies a requirement for language
teachers to master some basic skills like PowerPoint design, operating visual and audio
materials, and utilising multimedia equipment, etc. As a basic, traditional, and cost-effective
piece of equipment, the blackboard is still used in all classrooms. The physical setting thus
presented other issues for the teachers, that is, the integration of technology into their teaching
practices. Some teachers prefer to use the blackboard, while others prefer the PowerPoint
programs. Some teachers use these teaching technologies randomly, while others purposefully

integrate specific or various technologies into their lesson designs at appropriate times.

As another precondition of the course, the textbook matched a uniformity readymade
PowerPoint file. This file was essentially a resource bank with rich background information,
warmup questions and keys, listening comprehension materials, new words in the passage and
their explanation, passage explanations, exercises and keys. These materials were the default
format for all units in the textbook. It saved the teachers much preparation time and energy.
However, it was also a double-edged sword in terms of practical usage. If selected carefully
and purposefully, it helped to explain the content. Alternatively, if the teacher depended on it

totally, it may constrain the teacher’s creativity.

Less autonomous teachers’ low-level use of teaching resources was demonstrated in regard to
two aspects: capability to use, and purpose of use. Generally, none of the less autonomous

teachers made their own PowerPoint slides for the lecture, sometimes because they lacked the
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ability to design a PowerPoint file. In Excerpt 6.12, Donna admitted that her skills were poor

in relation to designing a PowerPoint file:

Excerpt 6.12 Donna (SRI)

1 R: The slides weren’t made by you?

2 T: No, they are originally attached to the textbook which includes the keys to
the exercises.

3 R: |feel itwould be better and easier to see if you can highlight here a little bit,
say, you can add in a colour.

4 T: 1didn’t make slides, specifically. I just use this.

5 R: Why wouldn’t you spend time and energy making slides?

6 T: lam notgood at doing this.

The researcher asked Donna who made the PowerPoint file for the lesson (Turn 1) because it
appeared during the observation that Donna was not familiar with the contents of the
PowerPoint file. Donna turned the pages back and forth for the material she wanted to use.
After learning the origin of the PowerPoint, the researcher made some suggestions on the
PowerPoint design in Turn 3. However, Donna declined the suggestion directly in the next
Turn. Finally, she said that she lacked good computer and PowerPoint making skills (Turn 6).
This inadequacy may hinder the flow of classroom teaching or constrain her autonomy to meet
the students’ need in a modern language classroom.

Regarding the teachers’ ‘purpose’ for using teaching technology, all learning-based
technologies are typically used by teacher to facilitate student learning. However, the less
autonomous teachers in this group showed an external-rule-oriented tendency. As such, the
technology was used primarily in response to external factors rather than the promotion of

learner-centred teaching. For example, Sam expressed his reasons regarding his use of
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PowerPoint slides in class:

Excerpt 6.13 Sam (SRI)

R: Why did you choose to use the over-head projector? Why did you sometimes choose
to use the blackboard? How did you arrange them?

T: Using an over-head projector can improve efficiency. You know, my handwriting
sometimes is not clear, too big or too small. Secondly, sometimes | write in a
circular font. This is my problem, so I am afraid my students can’t recognise it.
Then, one consideration is for teacher supervision. Because you were video
recording my teaching, | also used over-head projectors. Another consideration is
the surveillance system, which is located in every classroom. Thirdly, for
supervision. The supervisor may ask the students whether or not the teacher uses
an over-head projector, or just writes on the blackboard, how much homework the

teacher has marked, etc. Therefore, I have to use PowerPoint from this perspective.

In Excerpt 6.13, Sam narrated his reasons for adopting a PowerPoint file in his teaching. Firstly,
he indicated that a PowerPoint exhibition was a convenient alternative to his problematic
handwriting, which is “sometimes not clear”. In addition, he stated he used the PowerPoint
presentation technique to meet the requirements set out in the teaching supervision regulations.
Sam stressed this reason twice. Moreover, he mentioned the monitor camera in classroom. This
was another tool for the supervisor to observe teachers. Therefore, supervision regulations or
the school teaching quality guarantee system was an influential external constraint on Sam’s
purpose for adopting teaching technology. In addition, he included external influences in all of
his reason: the supervisor, the monitor camera, and the researcher’s classroom observation.
This implied his pedagogical decision-making was easily influenced by external factors. In

contrast, the notion that the presentation technique could be, or was, used to enhance learner
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understanding was not mentioned at all.

6.3 Summary

Chapter 6 reported less autonomous teachers’ teaching practices based on classroom
observation. Firstly, the characteristics of the teachers in this group were demonstrated in detail.
They generally held a negative attitude toward their professional identity and did not have faith
in their students’ autonomy or their own autonomy. They also typically had no plan for their

professional development.

The less autonomous teachers’ classroom practices were depicted according to four main
features. Firstly, all three members in this group were found to teach in a more teacher-centred
way. In other words, the teacher’s face, preferences, instructions, and habits were given priority
in their pedagogy. This implied that the students’ needs might be neglected and their
opportunities to practice their language skills might be limited by the dominance of the

teacher’s talk.

Secondly, the pedagogy of less autonomous teachers in this study tended to lack flexibility.
From another perspective, their learning activities were usually attached to external factors
such as examinations or textbook contents. Although it can be much safer for the teacher to
adopt such a teaching approach in order to comply with external rules, such teaching methods

were observed to be ineffective.

The teachers in this group also tended to interact with their students in a single IRF pattern.
The pattern was typical in both Sam’s and Donna’s classes particularly, and was found to be
teacher initiated, controlled, and dominated. That is, the teachers interacted with the students
in a highly controlling way, while the students’ space for autonomy development was limited

to a minimum amount.
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Finally, the less autonomous teachers’ classroom practices demonstrated low-level teaching
resource usage, particularly in regard to the use of multimedia resources. Such resource use
was either beyond their capability, or they did not consider it important to exhibit the textbook
contents in a learner-centred way. As a result, the teaching technology was only used as a

convenient alternative to problematic PowerPoint making skills or handwriting.

189



Chapter 7

Group two: Moderately autonomous teachers

Moderately autonomous teachers comprised the largest of the three groups. Though stories of
less autonomous teachers were reported in the previous chapter, there were rich classroom
activities observed in the classes of the moderately autonomous teachers’ group. Chapter 7
reports the moderately autonomous teachers’ classroom practices using the same structure
introduced in Chapter 5, and which is applied in Chapters 6 and 8. Because of the variety of
teachers in this group, their two key characteristics are highlighted (7.1). This is followed by a
detailed discussion of their classroom practices according to four main features: pedagogical
orientation (7.2.1), flexibility (7.2.2), patterns of interactions (7.2.3), and using resources
(7.2.4). The teachers’ accounts of their practices are also interwoven into the discussion (see
Appendix J for all excerpts in original Chinese). Finally, a summary of the teachers’ practices

and accounts is provided (7.3).

7.1 Characteristics of moderately autonomous teachers’ attitudes

Teachers in this group vary the most. Firstly, it was hard to find common characteristics for all
teachers in this group because it comprised the most members among all three groups. Secondly,
the concepts under investigation meant different for each group member. In other words, each
member in this group had their own specific characteristics. Therefore, their major tendencies

emerged as the key area of focus.

The characteristics of their attitudes toward autonomy mainly lied in three aspects, which were

also the main reasons for them being categorised in this group:

1. Most of them held a negative attitude toward professional development.
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2. Their attitudes toward professional identity tended to be unclear.

3. Most of them showed confidence in their own autonomy.
To be specific, among the seven members in this group, only three had a plan for their
professional development. Others neither had a plan to develop professionally nor the
inclination to do so. Table 3.1 shows most of the group members were experienced teachers,
except for Helen who had worked for less than five years. Notwithstanding their experience,
the teachers were generally very unclear about their sense of identity towards their profession.
They tended to harbour complex feelings toward their roles as CE teachers, and showed
preferences for particular attributes of their teaching identity. Some would only admit that
he/she was a teacher, whereas others accepted the identity of English teacher. As an extreme
case, the only male member in the group, Mark, even claimed that he saw no value in the job.
Consequently, he would not invest any time or energy in his professional development.

Nevertheless, he still counted himself as an autonomous teacher.

On the surface, no evidence was found to show that the moderately autonomous teachers’
attitudes to professional development and professional identity influenced their teaching
practices. However, in the long run, their attitudes would influence their capacity for
sustainable professional development. Because the key standards of promotion, according to
the school rules, relied on the teacher’s capability to theorise his or her classroom practices,
their attitudes may have a negative influence on their practices. The unclear or negative
attitudes towards professional development and their teaching identity may even develop into
internal obstacles to their development into an autonomous teacher. The following sections
present and examine the moderately autonomous teachers’ classroom practices to better

understand the problem.
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7.2 Features of moderately autonomous teachers’ classroom practices

To better exhibit the moderately autonomous teachers’ classroom practices, Section 7.2 reports
these practices according to four major features. Firstly, their pedagogical orientation is general
learner-centred teaching. The classes led by Grace, Helen, and Linda were particular examples
of a learner-centred pedagogical orientation. Secondly, the classes led by Linda and Mary were
examples of improvisational teaching, which showed their flexibility. In addition, Elisa’s and
Mary’s classes were notable for their patterns of interaction that were rich in personalised styles.
Finally, two ways to utilise teaching resources were also exhibited in the classes led by Mary

and Ruth. Mark’s classroom practices are mentioned at the end.

7.2.1 Pedagogical orientation

Learner-centeredness is a primary feature for teachers in the moderately autonomous teachers
group. Most group members demonstrated this pedagogical orientation in their classroom
practices. For example, Grace showed this feature in her warm-up questions. Although the
questions were a fixed module in the textbook, Grace did not use the original questions. She

simplified the questions to better match the students’ understanding and life experiences.

This was a repeat students’ class with about 40 students. Grace was patient in helping the
students to understand her questions and explanations. Table 7.1 shows a general view of

Grace’s class:

Table 7. 1 Summary of classroom observation notes in Grace’s class

Teacher Students & Class  Text theme Contents Interaction ~ Main activities
proficiency type patterns

Grace 40 Repeat CET4  Work, labour,  Introduction T->S 1.Warmup & topic discussion
students’ and play & language T->SS 2. Play a video-clip
class (poor) points 3. Student pair discussions

4. Teacher explains text

Warmup and topic discussion in ‘Main activities’ column of Table 7.1 took the opening five

minutes in Grace’s class. The topic of this new unit was ‘Work and Career’. She tried to teach
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according to her plan which started from distinguishing the key words in the title of the passage.
She asked the students: “What’s the difference between work and career?” However, her
warmup question received no student response. At the same time, the flow of the learning
activities seemed blocked. It turned out that Grace overestimated her students’ proficiency in
her curriculum design. She then tried to relate the new topic to the students’ real-life
experiences and set her personal experience as an example. Immediately, she provided more
synonyms of the two words ‘work” and ‘career’ for students to distinguish, and further asked:
“If I have taken a part-time job as a shop assistant, can I call it a career?” Gradually, several
students gave a response and answered no. Finally, Grace succeeded in getting the students to
express their ideal future job, after breaking the ice a little. It was impressive to see the
classroom scenario of Excerpt 7.1 on how Grace flexibly and gradually simplified the
requirement of her warmup questions to adapt to the students’ levels of acceptance and
proficiency. It was also worth seeing how she gently guided her students towards an

understanding of the topic from their own perspective.

Excerpt 7.1 Grace (Classroom observation)

1 T: No,why? What does career mean? (Writing the job title on the blackboard
at the same time.) What does career mean? OK, everybody, let’s think
about your future job, your ideal job. So, what are you going to do after
graduation? OK, everybody, just tell me one job, your future job or your
ideal job. OK, one minute, I’ll give you just one minute. ...So, what's the
first word coming into your mind? When choosing a job, when choosing a
career, OK [S1].

2 S1: My future job is to be an electronic engineer.

3 T: Ah, electronic engineer (repeating the job title and writing it on the
blackboard). OK, so... class one, my class leader, what's yours? What’s
your ideal job? What’s your ideal job? What do you want to do in the
future? Or your dream job? What’s your dream job?

4 S2: (Noresponse).
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5 T: You just don't know. You never talk about it? OK, sit down please. And
[S3], OK.

6 S3: Er, | want to be er, a maths teacher.

7 T: Oh, amaths teacher. We don't know, a maths teacher. Ah, it does anything
with your major?

8 S3: Because, er... Can I speak in Chinese?

9 T: OK.

10 S3: Because | used to, when | was in the summer practicum, | tried to be a

maths teacher. So, | feel it is good. Because | had never thought about

being a maths teacher, and | felt good after experiencing it.

11 T: Is maths teacher a profession? (Writing the job title on the blackboard at
the same time.) Her ideal job is a math teacher. OK, you have your career
here. Er, how about the boy? The boy from Class 3. Where is my
monitor? ... (Walks back and forth and looks for the student). My monitor,
my class leader. Where is my class leader? OK, so tell me, tell me. Yeah,
what’s your future job? What's your dream job?

12 S4: | wantto be a lawyer.

13 T: Youwantto be alawyer, wow, good, a lawyer (Writing the job title on the
blackboard.) Anything else? Anything else? [S5].

14 S5: My ideal job is an IT, software designer.

15 T: Computer what? Oh, software designer. Software designer, OK. So, from
your answer, | can know that maybe, based on your interests, your ability,

or your major, you want to choose different jobs in the future.

In Excerpt 7.1, Grace was ‘scaffolding’ an instructional interaction for her students (Brown,
2015; Harmer, 2015). In this scaffolding process, she repeated and changed her questions
several times, based on the students’ reactions. In Turn 1, Grace asked her students their
thoughts on the meaning of the word ‘career’ as she wrote the word on the blackboard.
However, her students did not give a response to the question. Finally, Grace altered her
question to instead ask the students to think about “your future job, your ideal job”. She even

rephrased the question into a pattern that was much easier for them to understand: “What are
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you going to do after graduation?” What is more, she lowered the demand on the students by
giving them one minute’s preparation time to provide an answer. To that point, Grace
compromised four times to simplify her question to match the students’ understanding because

they seemed to be unaware of the word ‘career’. Finally, the students began to react.

There were five students involved in the discussion about their ideal job, and four answers were
produced (Turns 2, 6, 12, and 14). The first student responded that he would like “to be an
electronic engineer”. The second student, the monitor, signalled to the teacher that he had no
idea. The third student wanted to be a maths teacher. In addition, Grace had two more
interaction turns when she asked the students to provide the reasons for their choices. They
negotiated with her to use Chinese to express the reason. Finally, the other two students
dreamed of being a lawyer and a software designer, respectively. Immediately after the students

expressed their answer, Grace wrote it on the blackboard for an overall review.

However, all the compromises and student involvements were only the tip of the iceberg. The
very first question was actually not in the textbook at all. The three warmup questions provided

by the textbook were:

1. What do you think work can provide?
2. What factors do you think one should take into account when choosing a career?

3. What kind of job do you think will be suitable for you?

Evidently, these questions demanded rather high-level English proficiency and deep thinking
from the students’ perspective. They were too difficult for the repeat students to answer. As a
result, Grace rejected these questions and started with a very basic question using different

vocabulary. In Excerpt 7.2, Grace told the researcher:
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Excerpt 7.2 Grace (SRI)

R: You asked a question here what the difference between work and career? Then my

question is why you asked this question, but not the warmup questions provided by
the textbook?
T: Because the theme in this unit is ‘work and career’, I think that through these two

words, | want to give them a sense of leading-in.

Excerpt 7.2 reveals Grace’s purpose was to distinguish the two words as part of a warmup
exercise with the students, but in a comparatively easier way than is provided in the textbook.
This approach was the result of her forecast and design before the class, which was not

demonstrated during the lesson. This was the hidden part of the iceberg.

In this simplification process, Grace took three factors into consideration: students’ language
proficiency, the difficulty of the textbook contents, and students’ real-time reactions. Firstly,
Grace evaluated the students’ language proficiency against the level of difficulty of the original
warmup questions and found the latter were too demanding. She then proposed the first
question to align the terms ‘work’ and ‘career’, which evidently made it much easier for the
students to understand. This was followed by a quick judgement and estimation of the students’

spontaneous reactions. She explained her thinking process as follows:

Excerpt 7.3 Grace (SRI)
1 R: Whydid you make such a change? What were you thinking?
2 T: 1 made the change because I noticed from their facial expressions that they
didn’t understand. Particularly, they were not clear about the word ‘career’,

not clear. I thought to change the word, like ‘job’. Maybe they could figure
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out that it is a word related to job. | changed it into a simpler word, and waited
for their response.

3 R: So, you adapted your question and word usage?

4 T: Yes, yeah, including later when | mentioned ‘occupation’ and ‘profession’.
It seems that they had no reaction to the words at all, no strong reaction like
to the word ‘job’. Because these students are repeat students of the CET 4

examination, their language proficiency is maybe a little weak.

Excerpt 7.3 reveals how carefully and tentatively Grace observed her students’ facial
expressions (Turn 2), including when using the synonyms of ‘work’ and ‘career’. At the same
time, she compared the nuanced differences in their facial reactions. As a result, she concluded
that they had a stronger understanding of the word ‘job’ than the other synonyms she provided
like ‘career’, ‘occupation’, and ‘profession’ (Turn 4). After this observation and thinking
process, she finally adopted a simplification strategy. She applied her discretion quickly to use
the word ‘job’ because it received the strongest reaction from the students. This was why Grace
changed her question again and again to test students’ understanding and to improve students’

engagement in the warmup question discussion.

Grace’s autonomous responsiveness to student body language is a critical reason for her to see
students’ learning difficulty from their facial expressions, and to take further action to scaffold
or meet their learning needs (Koole & Elbers, 2014). She did not design all these before class
in her teaching plan. She just acted these out autonomously on the spot because learners was

in the centre of her teaching. This episode could be a demonstration of her autonomy.

To avoid student embarrassment or consistent compromising to their poor language proficiency,

some teachers—as evidenced with Grace—initiate student presentations as the beginning of
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the class. In other words, this curriculum design provides students with the opportunities to
practice. This is also essentially a learner-centred task. Both Helen and Linda started their
classes this way. However, the way they provided feedback on the students’ presentation

differed greatly.

Firstly, Helen’s class started with a student presentation activity to check the students’
teamwork results. Helen’s class was not a common CE class, but an extra oral English class
specifically added for selective students in the Mechanical School of the case university. This
meant the students, 25 boys in total, passed the CET4 examination prior to attending Helen’s
class. The lesson topic was about eating in a restaurant. Table 7.2 shows the general agenda in

Helen’s class:

Table 7. 2 Summary of classroom observation notes in Helen’s class

Teacher Students & Class  Text Contents Interaction  Main activities
proficiency type  theme patterns
Helen 25 selective  Oral Ina Check T->S 1. Student presentation and peer
students Restaurant  assignments T->SS commenting
(medium) & restaurant T->SG 2. Teacher explains vocabulary
vocabulary and 3. Group discussion
expressions 4. Students watch a video-clip &

imitation in role play

Table 7.2 shows in the ‘Main activities’ column that Helen arranged for a student to represent
the group to present at the beginning of the class. After that, she organised peer comments on
the presentation, and two students made their comments. The first student commented that the
presentation was “too short and there are some mistakes with his gramma”. Furthermore, the
student pointed out three grammar mistakes in the presentation. At this point, Helen seemed to

be a little upset according to the observation.

Helen then asked the second student to comment on the presentation, but the student skipped
the class. Finally, Helen invited a third student who was a member of the presentation team on

duty to make a comment and he remarked that the presentation was “a terrible result”. After
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the peer comments, Helen provided systematic feedback on the presentation. Because the
presentation team on duty lacked in cooperation and the presenter did an inadequate job, she
criticised the group for their carelessness in preparation. Next, Helen further pointed out that
the presentation neither provided any useful information for the audience nor met the three-
minute time requirement. She also doubted the attitude of the presentation team in relation to
their preparation and requested that the team to the presentation again during the next class.
Helen’s decision impressed the observer in that she presented as a very strict teacher. In Helen’s
words, a key teaching principle she applied was to be able to “temper justice with mercy”. This
was also one of her standards for being a good English teacher. However, the observer also

appreciated Helen’s lesson design to conduct peer comments on the presentation.

In Excerpt 7.4, Helen revealed her purpose in asking for peer comments. She wanted the
audience to express their intuitive feelings about the presentation. After the audience pointed
out most of the mistakes, she could further follow up to make a more holistic comment. What
is more, Helen revealed that it was a teaching paradigm for her to assign students a presentation
activity in all her classes. She also claimed that this paradigm was an effective way to get the

students to practice oral expression. She told the researcher:

Excerpt 7.4 Helen (SRI)

R: Do you think that this (peer comments) is useful for the presenter?

T: There should be some effects. What is more, in one of my classes in 2014 |
realised that you can observe their performance as a team... they are four to
five persons per group. In the end, | don't have to say anything to the last few
groups. They just do it well and I think their presentations are done. Because
they were in their freshman year at that time, | felt they were good enough as
freshman students to design their PowerPoint slides like this, and to give their
presentation like this.
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Helen’s narration of, and reflection on, her student presentation lesson design in Excerpt 7.4
shows that she had developed this teaching technique as a result of successful experiences. She
noted that the students varied in their capabilities to make a PowerPoint presentation and to
provide comments. She also noted the differences in the students’ abilities to comment between
classes in different cohorts. If she can reflect more deeply and further optimise and theorise her
design, it will be good for her professional practice development and also benefit the students.
In all, Helen’s lesson included various learner-centred activities (Table 7.1), although she was
also observed to be strict at times. During the learning activities, her students had many chances
to present, comment, discuss, and role-play. Nevertheless, these activities can also be

accounted for by the type of lesson she was teaching, namely an oral language skills class.

In comparison to Helen’s direct approach to make explicit the students’ mistakes in their
presentations, Linda showed more mercy in her approach to addressing the technical mistakes
made by the students. Linda’s was teaching a class of 66 freshman students all crowded into
one classroom. The topic of the lesson was mother and daughter relationships. Table 7.3

presents a whole view on Linda’s class:

Table 7. 3 Summary of classroom observation notes in Linda’s class

Teacher Students & Class type Text theme Contents Interaction  Main activities
proficiency patterns

Linda 66 Freshman Reading, Mother & Introduction  T->S 1.Student presentation
students Writing & Daughter & Language T->SS 2. Watch a video-clip
(medium) Translation relationships  points T->SG 3. Teacher explains text

Table 7.3 shows that Linda, like Helen, designed her lesson to begin with ‘student
presentations’. Linda invited two teams of students to present their study on a famous school
logo assigned to them as homework during the previous lesson. However, the performances of

the two teams did not satisfy Linda. The first team showed a comparatively low level of
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PowerPoint-making capability. They illogically embedded too many words into the
PowerPoint slides, and it was hard for the audience to follow their key points. The second team
experienced difficulties with the PowerPoint file, namely the presenter—to his surprise and
embarrassment—did not copy the contents of his PowerPoint presentation and so arrived with
an empty file. The whole class burst into laughter and rather than reprimand the students for
their carelessness, Linda comforted them and gave the team a second chance to present during

the next lesson.

During the entire 90-minute session, the observer was very impressed with several aspects of
Linda’s teaching practices. Firstly, she kept a gentle simile on her face right from the beginning
of the class, even when her students made a mistake. When she was asking the students a
question, collectively, her smile was also bright. When the researcher noticed this, and doubted
whether Linda could remember the names of her students, she accounted for this habit in a

quite impressive way:

Excerpt 7.5 Linda (SRI)

R: (...) Inoticed that when you are asking a question, you basically face the whole
class most of the time and ask for their feedback or answer. Maybe because
you just start this class, a class of freshmen, you do not remember their names
or because of something else?

T: | do this because | want to run my eyes over the whole class and to feel that |
encourage every one of them. This is my thought and is why | face them (to
ask the question). If I really need someone to answer the question, | am sure |

will invite a particular person to answer it.

Excerpt 7.5 shows that Linda embedded her encouragement of the students in her eyes and

smiles. Most importantly, she did it on purpose. That is, she purposefully conveyed her
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encouragement through her eye contact with students in order to meet her students’ emotional

needs.

Linda was also patient with the students to give them every opportunity to progress with their
learning. When comparing Linda’s approach with the quick comments and decision on students’
performances made by other teachers, she spared no effort to create chances for students to
improve themselves. As she remarked, one of her habits in the classroom is to open her excel
file (a grade recorder) and fill in empty grade categories or replace unsatisfying student grades.
She told her students explicitly that: “I am giving you every chance to form long-lasting
learning habits”. Accordingly, her treatment of the students’ failure to produce the PowerPoint
file was totally different to Helen’s direct and stern approach. She also described herself as a
responsible teacher. Linda accounted her actions in the video clip during her stimulated recall

interview by making the comments presented in Excerpt 7.6:

Excerpt 7.6 Linda (SRI)

1 R: The fifth team could not make it because of their PowerPoint problem. What
do you usually do when this kind of things happen?

2 T:. Myapproach isto give them several minutes to do the presentation again just
before the next class. They already made it, so | surely would not let them
down. Of course, I will allow them to make it up, because this will not waste
too much time.

3 R: You decided on the spot to allow them to do it during the next lesson?

4 T: Yes, |allowed them to make it up in the next class because it contributes to
their course work grade.

5 R: So, your students put emphasis on it, and you will also arrange time for it?
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6 T:. | try my best to let my students feel that the teacher takes their effort

seriously.

Excerpt 7.6 shows that Linda made every effort to provide emotional support to her students
during the English learning process. In her own words: “I surely would not let them down”
(Turn 2). This implied her understanding that students’ feelings and their need to be encouraged
and respected could help to empower them in the language learning process. In accordance
with this belief, her pedagogical practices were conducted in a learner-friendly and learner-
centred way. According to the observation notes, she conveyed thee message to her students

that they were taken seriously as she indicated in Turn 6.

Finally, Linda demonstrated her knowledge, imagination, and passion during the teaching
session. She revealed during interview that she was interested in reading, writing and
translation. She read a wide range of books and revealed that she always related what she read
to her teaching. When she introduced the topic of the unit, she cited many famous sayings on
the chosen theme. Regarding the title of the lesson, she not only discussed the Chinese
translation of the title, she also explained rhetorical devices such as simile and metaphor in the
title. In addition, she explained the whole passage according to its outline in a ‘problem-
solution-(evaluation)’ structure. During the process, Linda remarked that it was out of her love

for writing that she came up with such a syllabus design.

7.2.2 Flexibility

Flexible improvisations were observed as the second critical feature for teachers in this group.
In fact, Grace and Linda had demonstrated their flexibility when their teaching practices were
set as examples of learner-centred teaching. Grace demonstrated her flexibility by simplifying

her warmup questions in response to the students’ reactions. Similarly, Linda demonstrated
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flexibility in the way she responded to the students’ presentation file preparation error. This
shows how a language teacher’s learner-centeredness and flexibility may interconnect with

each other.

There was further evidence of Linda’s flexibility in teaching during her lesson. One attraction
aspect of her teaching method was her ability to acknowledge and follow up on her students’
ideas in a sensitive and timely manner. For instance, when she was explaining the textbook
exercise related to the way children show love towards their parents, she conducted a survey
on one student and further expanded the topic to the student’s knowledge on his parents’ hobby.
This practice successfully led the students to relate to the touching and warm nature of parental

love. In Excerpt 7.7, an interesting discussion unfolded on the student’s parents’ hobbies:

Excerpt 7.7 Linda (Classroom observation)

1 T: Thesix things describe children's feelings or children's love toward parents.
Let’s see, (waiting and looking at the screen) ... which ones are true for
you? Yes, you are away from your hometown, and you probably miss your
parents every day. You make phone calls to them every day, and you even
cried... during the phone call. OK, [S]. You have many choices among the
six statements. Which ones are true for you?

2 S: The first one.

3 T: Hum?

4 S: The first one.

5 T: Thefirst one? Oh, my god! You miss your parents every day?

6 S: And... The fifth and the sixth.
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7  T: The fifth one, and... the sixth one. OK, I know about my parents' hobbies.
OK, if you don't think it's too private, can you share some hobbies of your
parents with us?

8 S: Err, my father likes smoking. (The class burst into a laughter suddenly after
hearing the answer.)

9 T: Smoking is a hobby? Others would think it is a bad habit. Oh, do you buy
cigarettes for you parents, for your father?

10 S: When I was a younger child, | bought them for my dad.

11 T: Oh, yeah, and how about your mother's hobby? (The teacher waits for the
student's answer while the class begin to chat secretly.) What do (es) she
love? Maybe this is another, this is also, a little bit... funny.

12 S: Er, my mother likes watching TV.

13 T: Watching TV, this is common for women in our life, watching TV. You
know, in another major I asked one student, and he said: “my mother loves
to go shopping”. This is also very common for women. OK, yes, good. Sit

down please.

Excerpt 7.7 refers to a multiple-choice exercise in Linda’s class. There were six choices for the
students on ways to express their love to their parents. The student in this excerpt chose three
items (Turns 2, 4, and 6), with the last item being: “I know about my parents' hobbies”.
According to the syllabus design, the exercise was supposed to end after the student made his
choices. However, Linda further asked: “Can you share some of your parents’ hobbies with
us?” (Turn 7). She extended the multiple-choice exercise from the ways children express love
toward parents to a discussion of parents’ hobbies. In other words, Linda created an opportunity

for the student to practice his oral expression in a multiple-choice exercise. However, the
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student made a funny mistake. He answered: “My father likes smoking” as his father’s hobby
(Turn 8). Thus, the whole class burst into laughter. Evidently, the student mistook the term
‘hobby’ for ‘habit’. However, Linda did not laugh at the student’s misunderstanding. Neither
did she correct the student’s mistake with a serious manner. She simply asked the student two

further questions to assist him to understand the difference between a ‘hobby’ and a ‘habit’.

When Linda was asked why she guided the discussion on signs of children's love toward

parents to parents’ hobbies, she gave the following reasons as outlined in Excerpt 7.8:

Excerpt 7.8 Linda (SRI)

R: Then you extended the exercise to ask another question, that is, his parents’
hobbies. What was your purpose in asking this question?

T: Actually, at the time | wanted to seize the chance to let the student practice
speaking English. The topics, in fact, include some functions that allow for a
discussion on the topic of ‘parent and child relationships’. For instance, after |
read the topics I took them as a kind of background material. If you do not do
it like this, it simply goes away. Then, if I expand on the topic like this, it
doesn’t matter how many students take part in it, at least one student went
through them all. | believe he will mention ‘parent’s hobbies’, ‘parent’s

birthday’, etc. They just showed an intimacy in the relationship.

When Linda was asked about the student’s mistake, she understood his thinking process very
well. Linda was sure that her student understood the meaning of ‘hobby’ as something that
someone liked to do, but the student may be not very clear about the difference between a good
habit and a bad habit implied in this likeness. Linda further explained her understanding on

‘hobby’: an activity that was intrinsically rewarding as usually implied in the word. Even
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though the student answered the question in a grammatically correct way, he failed to make the

nuance clear between a hobby and a habit.

In Excerpt 7.8, Linda stressed that her genuine purpose was to further discuss the student’s
parents’ hobbies (Turns 7-13 in Excerpt 7.9). She commented that it was not to receive an
absolutely correct answer, but to provide the student with the opportunity to practice his oral
expression. That is, Linda naturally improvised a multiple-choice exercise into oral expression
practice for her students. According to Linda, she took the choices in the exercise as “a kind of
background material”. To be specific, she used the “background material” to encourage her

students to practice and achieve more output in English.

In Linda’s class, there were many examples of improvisational conversations like this which
made her class interesting, inspiring, and attractive. For instance, after watching a video clip
on the spoofing and funny ways of dealing with parent and child conflicts, the related
discussion activity in the textbook gave tips on how to deal with the problem. Then, in Excerpt
7.9, Linda again expanded the topic to include various forms of communication that a college
student can use to show his/her love to parents. This discussion was closely related to the
students’ lives because they were freshman students leaving home for the first time to study in
a new place far away from their hometown and parents. This was also typical improvisational

teaching and it successfully aroused the students’ attention and involvement:

Excerpt 7.9 Linda (Classroom observation)

1 T: Apart from communicating with parents face to face, what other forms of
communication can you choose? What are they? [S1]. Let's think about
other forms of communication with parents we can choose. Maybe your

father is a businessman, and he is always busy working. You cannot talk
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S1:

S1:

S1:

S2:

with him, OK. Then what other way can you choose to share your thoughts
with him? Like what?

You can call him.

Yes, you can call him. You can give him a call a day. You can call him,
(and) you can fix the time. What else?

You can use Wechat.

What’s it? Chat?

QQ

Yes, you can send a QQ message to him or just chat with him online. Yes,
very good, good idea. OK, because everybody enjoys the computer, OK.
You can send him a QQ message. Good job, sit down please. Any other
forms can you think?

Write a letter. (S2 voluntarily contributes an answer.)

Yeah, write a letter. And | also have another idea. If you cannot find time
with your father, you can share your idea with your mother and let your

mother ... send it to your father. Is this a good way? Yes, OK.

In Excerpt 7.9, Linda expanded the discussion from dealing with parent-child conflicts to other
forms of communication with parents. Linda’s exchange with the first student extended to three
rounds of interaction (Turns 1-6), rather than a single IRF. The student listed most forms of
communication that he and his classmates usually used in daily life, like making a phone call,
Wechat, QQ, and writing a letter. The last answer was volunteered by a student, which means
the class was engaged wholeheartedly in the activity. The students responded actively in this
theme-relevant extended discussion. At the same time, it provided useful tips for students’ lives

and as well as materials for writing. Throughout this process, Linda’s careful preparation, clear
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expectations of each student’s oral expression ability, and her patient guidance should be
highlighted, though she was modest about her successes with the students. She accounted for

her practice in Excerpt 7.10:

Excerpt 7.10 Linda (SRI)

R: (...) Here you made another extension, that is, “different forms of showing your love
to your parents”. You introduced again, or asked students to introduce, several
forms of expression (of showing their love to their parents). | think this is good.
Why did you come up this question?

T: I think this procedure happens without extra effort. They can deal with it, so | turn it
over to them. If you suddenly throw a topic on how to deal with you and your
parents’ conflicts, the student could surely not have come up with these expressions.
However, the textbook has covered it only to a subtle extent, right. Through what
forms (of communication), | think my students can answer it based on their
common sense. Actually, this discussion delivered the outcomes | was seeking and

the students told all they could. I feel it was very good.

Excerpt 7.10 reveals that this kind of improvisational extension and relation is a core part of
Linda’s pedagogical style or practice. As she remarked, it “happens without extra effort”. That
is, following the textbook rigidly in her class was not a normal pattern because she liked to go
a little beyond the original activity and to create an opportunity for her students to develop their
language proficiency. This one step further was based on her estimation of, and trust in, her
students’ capabilities. Consequently, she extends the activities to arouse student interest. From
this practice, Linda’s commitment to a flexible and improvisational teaching method was

embodied fully.
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Regarding flexibility, Mary also demonstrated a certain degree of this characteristic in her
teaching practices, particularly during the final stage of her class. Mary’s class was the first ET
class the researcher observed. As explained in Chapter 6, like Betty’s ET class, Mary’s students

were the top students in English. Table 7.4 provides some basic information about Mary’s class:

Table 7. 4 Summary of classroom observation notes in Mary’s class

Teacher Students & Class  Text theme Contents Interaction Main activities
proficiency type patterns

Mary 33students, CET6  Work, labour, Introduction T->S 1. Comments students’ quiz
English test and play & Language T->SS 2.Listening comprehension
class (top) points T->SG 2. Students group discussion

3. Teacher explains text

Mary’s students sat in small groups comprising five to six members (Figure 4.2). Group
discussion played an important role in her pedagogy. For example, for the theme of the new
unit, ‘work and career’, she guided her students towards a group discussion when engaging in
a theme-related listening comprehension. She asked the students to discuss and exchange their
answers after listening to the material for the first time. She also asked the students to engage
in a group discussion to arrive at a reasonable translation for some difficult sentences.
According to observation, the students actively participated in the group discussion and the

process seemed to help them with their comprehension and expression.

Nearing the end of the lesson, Mary made some improvisational changes imperturbably. She
planned to play a video clip and to finish the class with a student group discussion activity.
However, she decided to skip this task and assigned her students the task of preparing a job
interview role play activity for homework. Though nothing special happened from the
perspective of an outsider, Mary revealed her intention and ability to make changes to the
lesson design, which in effect demonstrated her capability to deal with contingencies. Excerpt

7.11 presents Mary’s final instructions to the students:
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Excerpt 7.11 Mary (Classroom observation)

T: Now, the last one is the homework.... There is a video clip, video clip, but we have no
time to watch it. .... We just jumping through to the next one. Next time, you can role
play this video: How to choose the right career. Your homework, the home work: Job
interview. It is the role play. Every group has to play, to do this role play the job interview.
Now look at the situation: You are a senior in a university. That is to say you are going
to graduate from the university. You applied to (it is should be ‘for’ here.) a foreign
enterprise, a foreign enterprise, and fortunately you got a chance of a job interview. Your
group members are the interviewers... This one should be capitalized (the teacher points
at the typo on the screen). Your group members are the interviewers, and you have to
answer all kinds of their questions. So, clear? For example, this group has five people,
right, five people. Now you can choose you two as interviewees and the other three ones
as interviewers, OK? The interviewers ask questions, and interviewees answer questions,
OK? All kind of guestions you can imagine. Every group do you show next time. Next

time, | mean, next week, every group, OK! Thank you!

In Excerpt 7.11, Mary explained her reasons for not playing the video and for redesigning the
lesson to finish with a role play activity. She then stated the homework requirements in detail.
From a learner’s perspective, this plan may be better than the original one. Because the video
included some tips on how to choose the right job, the final purpose was to help the student to
gain experience in attending a job interview. As previously explained, Mary’s students had
high-level English proficiency. The role play, as a mimic job interview, gave them a chance to
practice their oral expression and to improve their communication skills. These are the types

of skills that are necessary to perform successfully at a job interview.
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Therefore, Mary’s flexibility in her use of the video clip was reasonable and suitable for this
group of students. The role play homework activity was a theme-relevant task and a practical

alternative to video watching in the classroom. Mary reasserted her idea in Excerpt 7.12:

Excerpt 7.12 Mary (SRI)

R: You designed such a requirement to do the interview at that time. What were you
thinking?

T: | still wanted to give the student professional skills (training). That are some skills
that you should master when you are applying for a job. | once uploaded an article
like this in my QQ space which suggested that if you want to be employed in a
foreign enterprise then there are 50 classical Q&As to consider. Basically, if the
students in ET class are in my friends’ circle then they can see the article. Every time,
there are 200 to 300 browse amounts. At that time, | thought about the article and |
wanted them to read it again. | directed two or three group members to play the
interviewers, and others to be the interviewees. It allows them to practice. Yes, this

was just the purpose.

When asked about her thoughts in relation to the task design, Mary restated her purposes in
Excerpt 7.12. First, she wanted to give the students skills training for the profession. Students
at different English proficiency levels need different tasks. Low level students may not know
what to say in such an activity, so less challenging tasks may be more appropriate. For example,
in Excerpt 7.1, Grace simplified her requirement for repeat students again and again. However,
the top-level students in Mary’s class need the space to improve their speaking skills. For top
students, the more practical, purposeful, and challenging the task design, the more suitable it
is. This desire from the top students to extend their knowledge and skills was evidenced in the

number of students who browsed the material Mary made available online. As Mary said in
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Excerpt 7.12, her students browsed considerably the 50 classical Q&As for a job interview she
uploaded. Consequently, Mary’s lesson design which included a job interview role play was

intended to give the students the chance to exhibit their capabilities more fully.

What is more, she mentioned another role she played in her students’ language learning,
namely the resource bank. QQ space is a mainstream social network in China and Mary
developed it into an online resource bank. She made use of the online friends’ circle format to
upload and accumulate English language learning materials. Her online resources and
classroom contents were then connected to the role play activity. This was a legitimate teaching
practice as well as a way to check on students’ independent learning actions outside of the

classroom.

7.2.3 Patterns of interaction

Eliza used the same text passage on ‘mother and daughter’ relations that Linda used with her
class, but a totally different observation was made of the way she delivered the textbook
knowledge. If Linda was observed to position her students as the core consideration in every
aspect of her practice, Elisa primarily reversed her teaching paradigm into a learner-centred

one. Table 7.5 illustrates a general picture of Elisa’s class:

Table 7. 5 Summary of classroom observation notes in Elisa’s class

Teacher Students & Class type Text theme Contents Interaction  Main activities
proficiency patterns

Elisa 71 Freshman Reading, Mother & Introduction  S->T 1. Watch a video-clip
students Writing & Daughter & Language T->SS 2. Students question &
(medium) Translation relationships points T->S teacher explains

At a first glance, Table 7.5 does not reveal any big difference between Elisa’s class and the
other teachers’ classes. It was an extra-large class with 71 freshman students. After introducing
the topic and conducting a warmup activity with the students using a video clip, Elisa reversed

the learning activity sequence, which was a highlight in her lesson. In this reversed way of
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teaching, Elisa invited her students to propose questions to which she would provide answers.
The students’ questions were related to the points of the text that they found difficulty to
understand. In the student-question and teacher-answer process, Elisa played the role of
respondent, rather than simply transferring knowledge via teacher monologue. This format also
meant that her students were not simply the passive recipients of her knowledge. Moreover,
this format implied students’ independent learning before class which was evidently

encouraged by Elisa.

For the students to accomplish this task effectively, they had to prepare for the class according
to Elisa’s requirements. If the students were well prepared, they could understand most of the
textbook text and would therefore have fewer problems to be solved during the lesson. The
activity was supposed to target the students more effectively because the questions emerged
from their own thinking. As a result, the effectiveness of the class activity would be enhanced
greatly. Furthermore, if the students were not well prepared, his/her achievements during the
lesson would be limited. For example, in Excerpt 7.13, one student proposed a confusing
sentence for discussion. Elisa did not tell him the answer directly, but pointed out the difficult
language points and asked the whole class for help. At the same time, she illustrated the word
using body language. Finally, her inspiring questions along with her gesture resonated with the
whole class and the problem was solved, collectively. The other language point was explained

in a similar way:

Excerpt 7.13 Elisa (Classroom observation)

1 T:. Ok, now, any question about paragraph one, class? Any question about
paragraph one?
2 S: | watch her back her new truck out of the driveway. (A student reads a

sentence from the passage.)
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Ss:

Ss:

Ss:

'l watch her back her new truck out of the driveway'. You don't know the
(usage of the word) 'back’, right? So, what's the meaning of ‘back'? Back!
'‘Back’ here. (The teacher walks back and writes the word on the blackboard.)
What is the meaning of 'back'? Do you know 'back'? This is back, right?
Back, what is the back? This is back, for example, back, back, back, back,
right? This is back, right? (Actions driving a car backwards while providing
the explanation.)

Yes.

So, what the meaning of 'back'? 'l watch her back her new truck’, do you
know what the meaning is? To drive the car forward, we just walk ahead,
right? Drive ahead, right? Drive the car back, back, back. What's the
meaning of it?

Back. (The student tells the Chinese meaning of ‘back’.)

Back, right. Here, back is an adverb, right? So, 'l watch her back her new
truck out of the driveway. 'Out of the driveway', you know driveway, right?
‘Driveway’, the way for the car, right? The way for the car, not for the
people, right.

Driveway. (The student tells the Chinese meaning of ‘driveway’.)

Driveway, right? Driveway is the way for the car, not for people, right? So,

in the first sentence, you may not understand the ‘back’, right?

In Excerpt 7.13, Elisa started to explain the text passage by saying to her students: “any
question?”” One student proposed a textbook sentence directly. Elisa repeated the sentence and
pointed out a difficult language point in the sentence, the word ‘back’. Usage of the word in

this way was different from what they had previously learned. However, the teacher did not
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provide the answer directly. She turned to the whole class and made a gesture. Evidently, the
class understood the word immediately. After confirming her students’ understanding twice, in
English and in Chinese, she moved on to point out the second language point in the sentence:
the word ‘driveway’. This word was comparatively easier for the students to understand. Elisa

explained it directly and the whole class gave its Chinese meaning cooperatively.

According to the observation, during the whole session one of the most frequently used
sentences by Elisa was, ‘any question?’ If the students did not ask questions about the
paragraph, it was the teacher’s turn to ask questions in order to check the students’
understanding. Therefore, the most impressive part of the class was the students’ control over
the flow of the lesson. Elisa had to therefore be well prepared for all kinds of questions from
her students. This also meant that the teacher should guide the students on how to prepare

suitable questions before the class.

The degree of learner-centeredness in this class was highest among the 14 classes the researcher
observed. The advantage of this method was high efficiency. She required the least amount
time to solve most of the students’ language problems and left a deeper impression upon them
than other methods because the students had a stronger motivation to listen to the teacher’s
answers to their questions and to her explanations of the text in the way they preferred. In

Excerpt 7.14, Elisa reaffirmed her pedagogical principle:

Excerpt 7.14 Elisa (SRI)
1 R: Starting from here, you basically enter the main body of the text.
2 T:. Yes,the question answering stage.
3 R: You adopted a question answering method and you delivered the whole

passage in such a way. My question is, why did you adopt such an approach?
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Because | arranged for the students to learn it all by themselves beforehand,
and to be honest, this passage is not so difficult. It is a narrative passage that
the students should understand. What is more, there are some comparatively
difficult sentences that |1 hope my students can learn from. | asked them to
mark down the problem areas and to bring their question to the lesson, which
I would then answer. It is not an activity where | remember some language
points or several sentences, and then | deliver the language points and
sentences all together. This is not the way. Basically, | have taught it like this
for many years. | am different from my colleagues, | only answer questions.
| have already told them (this principle) during the first lesson, and it is
essentially the same for every freshman class each semester. If | am their
teacher in the next semester, there is no need to say it again because they
already know that this my style: I only answer guestions in class!

Yes.

If you learn by yourselves, but do not understand, you can come and ask me,

or we can discuss it together.

In Excerpt 7.14, there are several points worthy of special attention. Firstly, Elisa understood

her teaching style well. She asserted again and again that her principle was to only answer

questions in her class, either in the class to her student, or in the interview to the researcher

(Turn 4). Elisa is like Linda, who also had a good understanding of her teaching style.

Secondly, different teachers dealt with the same passage from totally different angles. Linda

saw it from the perspective of writing structure, whereas Elisa looked at it from a narrative

perspective. The diverse readings set primarily different tones for facilitating student

comprehension of the text passage. Linda’s view of the passage from a writing structure
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perspective focused on writing skills and on scaffolding the way of thinking about the structure.
However, Elisa’s narrative perspective focused on the story line and the development of the
plot because pure explanation on language points in the passage were only a very basic part in

the pedagogy, if at all.

Finally, it redefines the teacher’s role in learner-centred language teaching. Evidently, in
Excerpt 7.14, Elisa considered herself as a consultant more than a knowledge deliverer. She
told her students explicitly and repeatedly that they were the main agents of learning, and her
role was to help them by answering their questions. This self-definition or self-identification
was the closest to learner-centred teaching. What is more, it tended to encourage her students’
capability of learning independently and making use of the teacher as a resource of learning.
Just as Elisa stated in Turn 6 of Excerpt 7.14: “If you learn by yourselves, but do not understand,
you can come and ask me, or we can discuss it together.” This means Elisa encouraged students’
independent learning explicitly. This teaching principle flipped the language learners’ thinking
from ‘the teacher asked me to learn the language’ to ‘I have a question about the language to
ask the teacher’. Therefore, the effect of this teaching principle was to arouse the students’
curiosity and motivation in language learning. Better learning outcomes and confidence in
using the target language can also be found in flipped classes, such as Elisa’s class (Webb &

Doman, 2016).

In addition to Elisa’s inverted way of interacting with her students, another special pattern of
interaction was revealed in Mary’s teaching practices, namely interactions with student groups.
According to Mary, she was not only an active organiser and guide for her students’ group
work in the classroom, she was also a photographer when they were engaged in teamwork.
After the lesson, Mary uploaded pictures of the students’ group work for them to discuss online.

She was also usually an active participant in the online discussion. In other words, Mary
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connected traditional classroom learning with online learning. The special pattern was revealed

in Excerpt 7.15:

Excerpt 7.15 Mary (SRI)

R: It seems that you also make use of the QQ space by arranging for the students

to discuss some learning materials.

T: 1 sometimes take pictures of their group work in classroom which feature each
group member. Then | post the pictures onto my social space online, and |
comment and discuss the pictures together with the students. | hope my
students will think: ‘Ooh, my teacher has paid much attention to me. | want to
learn harder’. Then he or she may perform better next time. Anyway, this can
shorten the distance between me and the students, and scaffold our emotional

link too.

Excerpt 7.15 shows that as a ‘photographer’ and online friend, Mary’s adopts a personalised
pattern of interaction with her students and outlines her purpose for doing so. Firstly, she took
pictures of students’ group work in classroom. With the widespread use of smartphones, taking
pictures of things and events is a part of people’s daily lives. Mary integrated this habit into
her teaching practices to facilitate the students’ English learning process. Secondly, she posted
the pictures online. In the internet era, people tend to communicate through online space and
all kinds of social networks. So, Mary’s posts reflected her students’ life styles. Finally, her
purpose for doing so was to impress her students by paying more attention to them in a way
that was familiar to them, though in a way that would be regarded as irregular in traditional
classroom teaching practices. In other words, it can also be interpreted as an emotional

investment. In Mary’s words, she was shortening the distance between she and her students
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and scaffolding their emotional link. In sum, Mary’s pattern of interaction also made full use

of time, space, and modern technology.

7.2.4 Resources utilisation

Two directions were observed in integrating internet resources into language education among
this group of teachers. Mary stood for one direction: making use of the online space to broaden
her students’ knowledge bank and to facilitate discussion. This direction implies a critical
tendency in language education and points towards the use of at information technology and
the internet to reshape language teaching classroom practices not found in traditional

classrooms.

Ruth represented the other pedagogical direction of introducing online materials into the
traditional classroom. In Ruth’s class, an attractive PowerPoint she made with many interesting
examples was observed. To clarify, Ruth’s examples were buzz words, pictures, and video clips
downloaded from internet. When she was asked why she selected these examples, she

explained her preferences as follows in Excerpt 7.16:

Excerpt 7.16 Ruth (SRI)

R: You are good at making use of these extracurricular materials.

T: The critical point is that | have an interest too, and this does not waste much
time at all because there are these kinds of news stories in every portal website,

in English.

Ruth showed a strong sense of time and purposefulness in her selection of teaching examples.
She preferred to focus on key words in news items of current political events posted on
mainstream websites. Therefore, her examples were full of a sense of time. According to the

observation, Ruth selected examples of interesting, typical, classical, or strongly contrastive
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texts form online resources. Consequently, her examples were purposeful and impressive. The
forms of exhibition were diverse. It may be a word, a picture, or a video clip cut by herself.
Ruth’s approach could be linked to her journalism major studies as part of her postgraduate

education. Thus, it revealed that her style was attributed to her education background.

Though both directions posed demands on the teacher’s information technology skills, such
skills and online resource use in language classes should serve the pedagogy for learner
autonomy. In comparison, Mary’s direction was more directed towards developing learner
autonomy. The types of out of classroom online resources that Mary provided for her students
in the QQ space can be very useful and effective to facilitate learner autonomy, if guided
correctly by the teacher. In contrast, even though Ruth’s skills and capabilities in PowerPoint
making and organising online materials were preferred, these eye-attracting exhibitions should
be strictly controlled by the teacher if they are to develop students’ communicative competence.
The online content may arouse students’ interests to a certain degree if used properly. However,
more space should be created for the students to have a say in the content used and to try to
generate the content by themselves. This means the overuse of the technology and online

resources in classroom teaching should be carefully guarded against.

In contrast, some teachers did not use any technology at all. For example, Excerpt 7.17 reveals

Mark’s opinion on integrating PowerPoint exhibition technology into his teaching:

Excerpt 7.17 Mark (SRI)

R: I notice that you did not use PowerPoint in this class. Why didn’t you use it,

and what were you thinking? When do you use it, if at all?
T: Sometimes | use technology, sometimes not. Primarily, it depends on the style

of the class. For example, this class aims to develop the students’

understanding of the passage. In terms of understanding, | feel it is more
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important to read the passage than to glare at the PowerPoint screen. So, | did
not use PowerPoint, and primarily asked them to read the passage. However,
in the next class, when | explain exercises or review the word usages, | will

use PowerPoint slides more.

Excerpt 7.17 shows that Mark’s utilisation of resources served his pedagogical plan according
to the different styles class. Mark had a systematic opinion on whether to use PowerPoint. His
words implied that he believed that to read a textbook passage was better for facilitating student
understanding than to “glare at the PowerPoint screen”. This opinion reflects his independent
and depth of thinking on the issue, rather than simply following others or some external rules.
Table 7.6 presents some basic information of Mark’s class. It was a CE class which focused on
reading, writing and translation: a new type of CE class to emerge from the latest CE reform
(Table 4.1). According to Mark’s plan, he first reviewed the knowledge gained by the students
during the previous lesson and then he introduced the new text. Taking the class aim into
consideration, he organised three main activities: speed reading, peer discussion, and teacher
explanation. As a result, he adopted a traditional face to face style without any technology use,

and he interacted with his students using the typical IRF pattern.

Table 7. 6 Summary of classroom observation notes in Mark’s class

Teacher Students & Classtype  Texttheme Contents Interaction ~ Main activities
proficiency patterns

Mark 67 Freshmen Reading, Mother & Review & T->S 1. Students speed reading
students Writing & Daughter New text T->SS 2. Students peer discussion
(medium) Translation  relationships  explanation 3. Teacher corrects students’

pronunciation & explains text

7.3 Summary

Chapter 7 focuses on moderately autonomous teachers’ classroom practices. They were

categorised in this group primarily for their attitudes toward the key concepts under
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investigation. Two characteristics in their attitudes toward the concepts were captured in
Section 7.1. One was their negative attitude toward professional development, and the other
was their unclear attitude toward the professional identity. An extreme case of Mark was also

explained.

Next, their classroom practices were reported according to four main characteristics. Firstly,
many teachers in this group showed a learner-centred teaching approach, particularly Grace,
Helen, Linda, and Elisa. Grace simplified her warm-up questions again and again to adapt to
the students’ level of understanding. Her careful observation of the students’ facial expressions
supported her flexible and learner-centred way of teaching. In addition, though both Helen and
Linda started their class with student group presentation, their ways of providing feedback
differed greatly when similar incidents occurred to their respective classes. In contrast to
Helen’s severity, Linda showed mercy, patience, tolerance, and an encouraging smile towards
her students. However, both Helen and Linda were learner-centred teachers because their
diverse treatments of similar situations implied their divergent beliefs and considerations for
the students’ language acquisition. Linda met the students’ emotional needs, while Helen met
the students’ knowledge and developmental needs. Elisa’s class demonstrated learner-
centeredness in her inverted way of interacting with the students, namely by requiring the
students to actively ask the teacher questions to improve their understanding. In this model, the
degree of learner-centeredness was promoted to a rather high level. Mary’s learner-
centeredness was embodied in her use of resources and by adapting her teaching approach to
reflect the students’ lifestyles. Thus, learner-centred pedagogy tended to be a strong indicator
for teacher autonomy. However, this learner-centred teaching was not observed in Mark’s or

Ruth’s classes.

Secondly, Linda and Mary showed flexibility in the creation of spaces for student English
language learning. Linda created greater space for her students to practice oral expression in
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when engaging in textbook exercises. This flexible way of teaching seemed to be a habit in her
professional act because she expressed it naturally. Mary’s flexibility was exhibited in her
treatment of contingencies. Under time pressure, she adjusted skilfully the classroom activity
into a role play homework activity. Though careful preparation and experience can help in this

process, it was evident that Mary’s autonomy gave her the confidence to be flexible.

This was followed by a discussion of the teachers’ personalised patterns of interaction with the
students. Elisa’s flipped class was introduced in detail because her pattern of interaction was
utilised more as learner-centred pedagogy. Another unique pattern of interaction was
demonstrated by Mary. She interacted with the student groups in the role of photographer and
as a friend online. It was found to be a creative way for Mary to connect a traditional classroom

group activity with an online discussion activity.

Finally, two modes of integrating online resources into CE classroom were represented in the
teaching practices of Mary and Ruth. Ruth integrated online resources (buzz words, pictures,
and videos) into her class as teaching examples, whereas Mary guided her students to role play
online resources in the classroom. Both modes had their advantages and adaptabilities.
Introducing online resources into the classroom can arouse the students’ interests in learning.
Guiding students to make use of online resources in classroom activities can also develop
learner autonomy. However, the ways of utilising the resources poses the challenge for
language teachers to improve their skills in both modes. Notably, no other resource was
observed to be adopted by Mark during his lesson and he accounted for this decision by
suggesting they reflected his personal beliefs. Mark’s case implied his independent thinking on
the issue. In all, personality, beliefs, and variety were demonstrated fully in the moderately

autonomous teachers group.
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Chapter 8

Group three: More autonomous teachers

Chapter 8 reports the findings on the more autonomous teachers’ practices in their classroom.
The ‘more autonomous teachers’ group includes Lisa, Nancy, Sarah, and Susan. These teachers
demonstrated the highest level of autonomy among the three groups. Chapter 8 is constructed
in an identical way to Chapters 6 and 7 where less autonomous teachers’ classroom practices
and moderately autonomous teachers’ stories in classroom were told, respectively. Hence, this
chapter firstly outlines the characteristics of the more autonomous teachers (8.1). The four
features of their classroom practices are then reported with clips of their classroom observation
video extracted as supporting evidence (8.2). In addition, relevant SRI data related to the
teachers’ classroom practices are added to explain their thoughts on their practice. All
classroom observation and SRI excerpts in original Chinese are listed in Appendix K. The
classroom practices of Nancy and Susan are discussed in relation to a learner-centred
pedagogical orientation (8.2.1). The classroom practice of Lisa are then discussed as an
example of flexibility in teaching practice (8.2.2). This is followed by a discussion of the
creative pattern of interaction found in both Nancy’s and Susan’s classes (8.2.3). In the last
section, excerpts from Lisa’s and Nancy’s classes are provided to explore the features that
demonstrate their uses of teaching resources (8.2.4). This chapter concludes with a summary

of the main features of the more autonomous teachers’ practices in the classroom (8.3).

8.1 Characteristics of more autonomous teachers’ attitudes

Following the analysis of the teachers’ attitudes toward the key concepts under investigation,

Lisa, Nancy, Sarah, and Susan were categorised into the ‘more autonomous teachers’ group.
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Generally, these teachers held positive attitudes toward most of the four concepts, namely
professional identity, learner autonomy, professional development, and teacher autonomy. To

elaborate, they had the following characteristics in common:

1. Most accepted their identity as a CE teacher. Some of them even expressed that they
were proud of their identification.
2. Most showed in-depth understanding of, and a strong belief in, learner autonomy, and
even kept applying it in their practice.
3. Most had a clear plan on their professional development. Even some had a detailed
short term and long-term plan for action to develop their profession.
4. All commented that they saw themselves as an autonomous teacher.
In other words, the more autonomous teachers were the best and most effective practitioners,
as well as the most confident teachers in this study. In terms of the four concepts, these teachers
showed the most determined and positive attitudes. Classroom observation data and SRI
responses provide definitive evidence to show the ways in which the above characteristics were

applied in their teaching practices.

Nancy was outstanding among all members in this group because she held positive attitudes
toward all four concepts in the analysis. Indeed, Nancy was supposed to be a representative for
teachers in this group. She has ten years of work experience and obtained her Master’s degree
on Teaching English as a Foreign Language (TEFL) in America before she entered the field.
That meant that she absorbed sufficient theoretical knowledge of the concepts of focus in this
study in her education. Nancy’s answers to the relevant interview questions were systematic
and reasonable, and based on her own perceptions. This tended to symbolise her near expert
competence. Nancy’s attitudes were considered as reliable and representative of her education
background and practical work experience. Consequently, Nancy’s practices included most
characteristics as discussed in Section 8.2.

226



Regarding the other members of the group, Susan’s attitudes were positive toward learner
autonomy, and professional development and autonomy, but not towards professional identity.
It was evident that she did not give her professional identity adequate thinking. For her, there
was no significant differences between teaching English to students of different proficiency
levels. To a certain degree, this attitude implied her confidence in her ability and experience to
teach different learners. Apart from this attitude, there were many similarities in the teaching

practices of Susan and Nancy.

As for Lisa, she alone showed a negative attitude toward her professional development. This
meant that she had no plan to develop as a professional. This type of attitude toward
professional development was quite common among teachers and internal reasons always
accounted for this phenomenon. Lisa, as a young mother with a five-year-old son, was under
huge pressure to manage her child caring and family affairs. For instance, her interview had to
be conducted in two stages because she had to pick up her son from the kindergarten in-between.
He was then present in the second interview as a cooperative audience. Though Lisa gave a
negative answer to the question about her professional development plan during interview, she
was observed to insist on reading academic papers in the faculty meeting room. Lisa’s diligent

learning attitude reflected her autonomy from an out-of-class learning perspective.

Sarah was the novice teacher in the more autonomous teachers’ group, as well as among all
participants in this case study. At first glance, she looked like an average college student herself.
Soon after she obtained her Master’s degree on TESOL in America, she began to work in the
case university. As a result, her professional training and practical experience were rather
limited. Nevertheless, her overseas education background suggested her advanced knowledge
on the theories and concepts under investigation in this study. In fact, this was one of the main

reasons that she gave rather positive and systematic answers in the semi-structured interview
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on her attitudes towards the key concepts. All information in her resume suggests she had great

potential to be a competent language teacher.

Sarah only reported an unclear attitude toward learner autonomy. She revealed in her interview
that this unclear attitude came from her failure to effectively guide low proficiency students in
her class. She lamented that the students just did not follow her instruction and that she was
frustrated by the experience and started to doubt her students’ autonomy. She also revealed that
she felt it was difficult for her to handle large classes and to manage her time in class. Therefore,
her unclear attitude to learner autonomy did not transfer from her students, but implied her lack

of practical classroom management skills.

8.2 Features of more autonomous teachers’ classroom practices

This section reports the findings pertaining to the more autonomous teachers’ classroom
practices from the perspective of the four main features addressed in this study. Firstly, the
pedagogical orientation of more autonomous teachers tended to be learner-centred in every
detailed consideration. The classes taught by Nancy and Susan class provide examples (8.2.1)
to support this claim. Secondly, Lisa’s teaching practices provide a good example of
improvisational teaching and showed her flexibility in encouraging low proficiency and less
motivated students to develop their language skills (8.2.2). In addition, a creative and
autonomy-supportive pattern of interaction was found in the teaching practices of both Nancy
and Susan (8.2.3). Finally, Nancy and Lisa were found to use the available teaching resources

in similar ways (8.2.4).

8.2.1 Pedagogical orientation
As a representative of more autonomous teachers, Nancy’s stories of learner-centeredness in

her pedagogical orientation were the most impressive among the teachers in this group. She
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taught a class of 32 freshman students, and it an exercise class was observed in this study. Table

8.1 provides some basic information about Nancy’s class:

Table 8. 1 Summary of classroom observation notes in Nancy’s class

Teacher Students & Classtype  Text Contents Interaction  Main activities
proficiency theme patterns

Nancy 32 Reading, New Introduction  T->S 1. Dictation & Exercise in a chain
Freshman Writing & words & & exercises  T->SS 2. Teacher corrects students’
students’ Translation Unit T->SC pronunciation & explains text
class exercises 3. Students watch a video-clip
(medium) and discuss contents

Table 8.1 shows that almost all exercises in Nancy’s class focused on vocabulary. However,
Nancy made the exercises interesting by designing various learner-centred activities. For the
first activity, dictation, she invited two pairs of students to dictate eight words respectively, and
to explain the usages of some key words when dictating. She invited two students to dictate on
the blackboard, and then she empowered the two students to nominate the next pair to follow
on with the dictation. This approach represented a small chain-like pattern of interaction. In the
second activity, which meant engaging with a new passage, Nancy selected only 12 new words
for pronunciation and usage exercises. She first explained the meaning of each of the 12 words
and then interacted with the students to check their pronunciation and understanding of each
word. In Excerpt 8.1, Nancy reveals that all her pedagogical discretions considered the needs
of the students, which is particularly embodied in her purposefulness and selectiveness in

vocabulary instruction.

Excerpt 8.1 Nancy (SRI)
1 R: The latter part is a dozen words. Are these words selected by you or taken
from the teacher’s handbook?
2 T. |Iselected them myself. Usually, when | explain new words, | will refer to

the words in the teacher’s handbook. But I think the handbook lacks of
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selective analysis. It just provides explanation for all words with one or
two example sentences. I think it’s hard for students to totally understand.
Maybe this is because | heard that students are only able to learn 8 words
in one lecture.

3 R: Ah,whom did you hear this from?

4 T:. Idon’t remember which teacher told me about the detailed usage of this
rule, but I did hear about it. However, | tend to explain 12 words in one
lecture even though I heard that students were only able to learn 8 words.

5 R: What is your selective criterion when you choose new words to explain?
For example, why did you choose the 12 words in this lecture? Why didn’t
you choose any other words?

6 T: Yes, this was also my concern. | think my judgement comes from my
teaching experience, which has accumulated over many years.

7 R: So far you have taught for about 10 years?

8 T: Yes. Maybe, itisakind of subconsciousness based on my work experience
and my accumulated CET4 & CET6 vocabularies. | guess that every
teacher may select different words as important ones to explain to his/her
students. Some teachers may choose more words, but some may only
choose what they believe are important. Anyway, | think | just rely on my

accumulated teaching experience.

Nancy’s recall in Excerpt 8.1 shows that autonomy and experience together played a critical
role when she took several factors into consideration when deciding upon the lecture contents.

Every teacher has a reference book on the language points to match the textbook, which they
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are free to use. Most teachers may go through the contents of the reference book selectively,
while some may do it literally. There are also some teachers who add content to compensate
for the inadequacies of the teachers’ reference book. As Nancy said in Turn 8: “Every teacher

may select different words as important ones to explain to his/her students”.

It is evident from Excerpt 8.1 that Nancy took two factors into consideration when she chose
12 words from the long vocabulary list in the teacher’s reference book. Firstly, she primarily
considered the students’ capabilities to cope with the words. She said: “I heard that students
are only able to learn 8 words in one lecture” (Turn 2). Hence, she believed that it was useless
to try to explain too many words as the teacher may go beyond the students’ abilities to absorb
the new knowledge. However, the students were required to manage a much heavier workload
than ‘eight words’ in a class according to the standard collective curriculum design. When
considering this factor, Nancy’s autonomy played a role in helping her to reach a compromise
between her belief in the students’ maximum acceptance zone and the desire to include a long
vocabulary list in her teaching task. Her decision was to select 12 words for use in one lesson

(Turn 4).

Secondly, Nancy also took exam vocabulary into consideration as this was also one of the
priority concerns of her students. She accumulated good resources on high-frequency exam
vocabulary through her years of work experience. Learning these words was a must if her
students were to pass the exam. In terms of teachers autonomy to decide on the contents of the
lecture, Nancy’s other critical consideration was her students’ main learning goal, that is, to
pass the exam. However, when she was asked where this belief came from (Turn 3), Nancy
could not give the exact origin of the belief. She explained with uncertainty that it was the
result of her work experience accumulation and ‘subconsciousness’ (Turns 6 & 8). Therefore,

her experience was assumed to be another source of influence in her decision making.
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The learner-centeredness of Nancy’s lesson reached a climax in the final stage of the class. The
activity involved video-clip watching and discussion in which the student were given the
opportunity to practice their language. Here, learner autonomy was at its maximum. Nancy
purposefully designed her video discussion questions to match her students’ proficiency levels
and gave most of students the opportunity to comment on the video material. She created a
flexible space for the students to express their opinions on the theme-related video clip. Nancy
was asked during her SRI how she set the video discussion task, and her explanation is provided

in Excerpt 8.2:

Excerpt 8.2 Nancy (SRI)

R: Let’s discuss the video clip. How did you design the tasks when your students were
watching the video? After watching, they were required to discuss the video. How
to discuss?

T: I usually choose a video based on its content. First, the content of the video should
be relevant to the text topic so that my students will have some ideas to carry out
the discussion. I think this video is a good choice because its content is relevant to
the text topic and it is also very close to my students’ daily-life experiences. In this
case, my students will resonate with the contents of the video so that they can
express their own ideas about the current theme of this unit. Therefore, | designed
two tasks. The first one is to repeat the main ideas of the video. My feeling is that
repetition is probably the best approach to develop students’ English listening
comprehension and oral expression skills. No matter whether you are a student with
high proficiency or a student with low proficiency language skills, the idea of
having repetition is just like a literature review of a study. Then, the second task is
very easy. Naturally, you agree or do not agree with the main ideas of the video.

What are your reasons for your agreement? If not, why? Therefore, my questions
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are comparatively simple, but not too simple. | feel they are relevant to the content
of the video, and they are appropriate questions in terms of the students’ practical

conditions.

From Excerpt 8.2, it is evident that Nancy applied very clear principles in her task design. A
primary principle is text theme-related in the content of the video, which lays a foundation for
students’ discussion. Then, the tasks Nancy designed provided a flexible space for students of
different proficiency levels to express their ideas. She set two tasks for her students. The first
was to repeat the main ideas expressed by the people in the video. The second was to comment
on the people’s opinions. Nancy thought “repetition was the best method” in a teaching
procedure that uses a video clip. Because the video was closely related to the text topic and the
students had already mastered certain vocabulary and useful expressions on the topic, the
repetition task was not demanding for the students at any proficiency level. If the student was
good enough, s/he could organise a considerable amount of language to repeat others’ opinions
in a high-quality manner. If not, the student could also say something directly from the video
and avoid losing face as a result of staying silent. Regarding the second task, low-level students
could only reply ‘yes’ or ‘no’, whereas better students could express themselves more fully.
Finally, the teacher could make a comment or go on to interact with the students. Therefore,
this design was rather flexible and learner-supportive in pedagogical orientation. It was also

reflective of teacher autonomy and improvisation.

Learner-centred pedagogy was also embodied in Susan’s negotiation with and the provision of
emotional support to the students in her class. The class comprised 38 freshman students and
there had been much less emphasis placed on listening and speaking in the students’ EFL
learning history because of the EEHE. These students were not used to the native speakers’

accents in the listening material and they complained a lot. However, Susan negotiated with,
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comforted, and encouraged them to accomplish the exercise. Finally, Susan achieved good

results from her learner-centred pedagogy. Table 8.2 presents a general view of Susan’s class:

Table 8. 2 Summary of classroom observation notes in Susan’s class

Teacher  Students & Class Text Contents Interaction  Main activities
proficiency type theme patterns
Susan 38 Freshman Listening Traces of Watching T->S 1. Watch & listen to video-clips
students’ class & the past video clips T->SS 2. Negotiate other ways of
(medium) Speaking & listening S->T playing the listening material
exercises T->SC 3. Students exercise in a chain

According to the classroom observation, negotiation comprised a critical part of Susan’s class

activities. She negotiated with her students on the listening and speaking activities, particularly

when the listening material was difficult and her students started to lose patience. Susan not

only negotiated with her students on the play mode of the listening material, she also

encouraged them to persist with their skills practice. Excerpt 8.3 presents a scenario of how

Susan negotiated with her students on the listening task:

Excerpt 8.3 Susan (Classroom observation)

1

T:

Ss

Ss

(Many students complain a lot about the speakers’ accents in the listening
material, which still frustrates them after listening to it twice) OK, let's listen

again. That is, press the pause button, OK? (The teacher returned to the

platform and played the listening material again.)

I cannot understand even when you pause, in Chinese... (The students still

complain a lot.)

So, what do you come up? Let’s play it again, right?

Play again, once again, once again! (Most students would like to listen to it

again.)

OK, right, don't give up that easily! Do not give up easily!
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The context of the scenario above is the requirement for Susan’s students to complete the
listening comprehension task after listening to the material twice according to the textbook
instruction. However, Susan’s students experienced difficulties with the process and started to
complain. To comfort the students, Susan proposed that they listen again and pause at each
sentence (Turn 1). It seemed that her students were losing patience and they complained again
that they would prefer to listen to it “in Chinese” (Turn 2). Susan responded to the students’
proposal and suggested that they listen to the material again (Turn 3). The students calmed
down and accepted Susan’s proposal to listen to it again (Turn 4). Finally, Susan encouraged
her students not to “give up easily” (Turn 5). Listening comprehension needs the listener’s
concentration, particularly when the material is difficult. Susan’s students seemed to be
influenced by their emotions when dealing with the listening material. If the teacher was not
flexible enough to adapt the learning activity according to the students’ needs and mood, the
potential for teaching effectiveness is diminished. In other words, learner-centred teaching can
be achieved by careful design, as Nancy demonstrated in selecting 12 words, and may also be
the result of flexible decision making on the spot. Susan’s reasons for engaging in negotiations
with her students is presented in Excerpt 8.4:
Excerpt 8.4 Susan (SRI)
1 R: Here, it seemed that you negotiated with your students about whether you
allowed them to repeat listening to the material.
2 T Yes.
(...)
3 R (...) Why did you accept the students’ requests like this? Let it pause
continuingly.
4 T I wanted my students to understand the listening material. This was the

first reason. The second reason was that | wanted them to understand what
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10

| said. That is, students should learn to use contextual cues in listening
comprehension. For example, if they do not understand this person’s
accent, they can use what others have said with Standard English in the
context to make a guess. That is, it is enough to understand just one
person’s accent in the listening material of the narration of two persons.
Did not they agree with me? | said OK, let’s listen to it sentence by
sentence.

Yes, | am very impressed that you would like to communicate the issue
occurring on the spot with your students. This is not supposed to be one
part of your teaching plan. (...)

No.

So, this means you have to make many on-the-spot decisions while
teaching.

Generally speaking, | actually make a lot of decisions on the spot.

Yes.

Sometimes, you can never imagine that you will teach like this.

Excerpt 8.4 reveals Susan’s flexibility as a teacher when she made student understanding the
first priority in her teaching practices. In Susan’s words, “Generally speaking, I actually make
a lot of decisions on the spot” (Turn 8). This suggests that being flexible has become a habit in
her teaching. It was hard to separate the teachers’ pedagogical orientations with their other
characteristics. If the teacher was learner-centred, s/he would like to make any possible and
beneficial change for that aim. Sometimes, this change emerges in the form of compromise,
sometimes flexibility, sometimes negotiation, sometimes rich patterns of interaction, and
sometimes the use of more resources. At the same time, teacher autonomy affords teachers

more possibilities in this change.
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8.2.2 Flexibility

This section builds on our new knowledge of more autonomous teachers’ learner-centred
pedagogical orientation by focusing on the teachers’ stories of flexibility. Section 8.2.1
mentioned that Susan demonstrated flexibility in her decision to negotiate with and to
encourage students in order to support learner-centred teaching practices to meet the learners’
emotional and practical needs. Therefore, improvisation was an overall pattern of more

autonomous teachers’ flexibility characteristics.

Lisa also did a very good job at providing an improvisational question on student campus life
to conduct a free discussion task. The lesson topic was ‘Work, Labour, and Play’, and the class
comprised 24 repeat students. Lisa created a warm atmosphere in the classroom with her gentle

and soft voice, and her lovely smile. Table 8.3 presents some basic information about Lisa’s

class:
Table 8. 3 Summary of classroom observation notes in Lisa’s class
Teacher Students & Class  Text Contents Interaction  Main activities
proficiency type  theme patterns
Lisa 24 Repeat CET4  Work, Textreview  T->S 1.Feedback dictation results
students’ labour, & Language T->SS 2.Teacher explains text
class (poor) and play points 3. Theme relevant free discussion

Table 8.3 shows Lisa’s class was conducted in a rather traditional way due to the students’ low
proficiency level. Most of Lisa’s work in activities one and two focused on vocabulary and
basic understanding. However, the topic for this lesson was a little bit irrelevant to the students’
real-life experiences because only a few students had acquired work experience. This topic
placed a burden on the students’ understandings and Lisa appeared to find it hard to improve
student engagement. At the end of the class, Lisa suddenly proposed a theme-related question
for the students to discuss freely. Excerpt 8.5 shows how Lisa broke the ice using an

improvisational question: “Do you think that you have more leisure time than before?”
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Excerpt 8.5 Lisa (Classroom observation)

1 T
2 Ss:
3 T
4 Ss:
5 T
6 Ss:
7 T
8 Si1:
9 S2:
(...

10 T:
11 S1i1:
12 T:

Do you think that you have more leisure time than before? Yes or no?
(Silence)
Do you think you have more leisure time than before? Yes or no? Than

your high school time, yes or no? Do you understand ?

(Silence)

Free time, more free time. Do you think you have more free time now
than that in your high school, yes or no?

(Some students answer yes.)

Yes, yes. Then, what's the result? With so much free time, what's the
result? Eh? Would you please use one word to describe your university

life? ... OK, then let’s start from the front rows. How do you think about

your university life? You can just sit down, and give me one word. One
word, only one word. How do you think about your university life? One
word.
Lazy.

Free.

Busy, OK. How about you?
Just so so.

Just so so. OK, come back to our text book.

Evidently, Lisa’s question on the differences between high school life and university life was

initially met with no response from her students (Turns 2 & 4). She repeated the question three

times to gain the students’ attention. She then simplified the requirement and decreased the
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pressure on the students by encouraging them to answer the question in only “one word” (Turn
7). When introducing improvisation as a teaching strategy, “one word at a time” is one of the
typical improvisation activities suggested by Berk and Trieber (2009, p. 40). Finally, Lisa’s
flexible and improvisational question to the class was accepted by the students. Although the
main part of the learning activity was led by the teacher, the improvisation served as an
icebreaker for her to achieve the purpose of learner-centred pedagogy. Nevertheless, the
teacher’s explanation was still neceded by some students with weak English language
proficiency and learning motivation. Excerpt 8.6 illustrates how Lisa came up with the

improvised question and the necessary explanation:

Excerpt 8.6 Lisa (SRI)

1 R: Here, you asked your students a question. | like this question very much: Do
you think that you have more time? More free time than your high school?’
What were you thinking when you raised this question?

2 T:. Infact, this was an improvised question. I didn’t prepare for it beforehand.

3 R: That means you didn’t set up the question in advance, but came up with it on
the spot?

4 T: Yes,itoccurredto me out of nowhere. How did | come up with this question?
Maybe, | lectured a little bit more before this part because it was on grammar,
and my students just kept listening. | feel that | can only adopt this pattern
when explaining grammar or new words, however, it is lacking in interaction.
(...) There was still some time left and I found I almost finished my teaching
task, so I had time to expand my teaching a little. Therefore, I mentioned the
issues associated with the results of technology advancements and labour

division. I felt this was an abstract issue and my students didn’t quite
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understand what the connection between technology advancement and time
spent on work and leisure. They didn’t quite understand this issue.

5 R: Because they have not got a job right now?

6 T:. No, they haven’t got a job. That’s why I could only ask from their
perspective, that is, do you have more time in university than in high school?
| raised the simple yes-no question. They could simply answer yes or no. If
they answer yes, then | could gradually move to a topic that is related to their
life. In doing so, | arouse their interest. Following that, | expanded the latter

part, hoping they would be interested in my expanded topic.

Lisa revealed in Extract 8. 7 that she took many factors into consideration when proposing the

question. She knew clearly when, why and how to use this improvisational teaching skill.

When: | almost finished my teaching task. (Turn 4)

Why: it is lacking in interaction. (Turn 4)

This was an abstract issue and my students didn’t quite understand. (Turn 4)

How: I could only ask from their perspective. (Turn 6)

When Lisa had “almost finished” her teaching task, she knew that she “had time to expand a
little” to guide the students towards a discussion of some theme-related questions. She also
stated that she felt the class was lacking “in interaction”. Then she chose a free discussion
question to encourage the students to interact and engage in a discussion. She was also
consciously aware of monitoring and controlling her talk time: “Maybe, I lectured a little bit
more before this part” (Turn 4). Another factor was the students’ real-life situations, namely
“they haven’t got a job” (Turn 6). Taking all these factors into consideration, Lisa tried to create

opportunities to involve her students, to complete the teaching task with quality learner
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interactions, and to connect “abstract” textbook contents with her students’ real-life situations.
Her improvisational question demonstrates an important aspect of what an autonomous teacher
does in their classroom practices. It is evidently a complex skill with multiple elements
involved in the decision-making process. The ability to improvise via on-the-spot decision

making reflects the flexibility in the practices of autonomous teachers.

8.2.3 Patterns of interaction

Rich patterns of interaction were observed to be among the general characteristics of more
autonomous teachers. Impressively, Nancy was good at communicating with her students with
rich patterns of interaction to support learner-centred teaching. From the beginning of the
lesson, Nancy demonstrated a teacher-to-the-whole-class interactive pattern as she patiently
responded to her students’ complaints about her use of English in the last lesson. At the same
time, she encouraged students to follow her as much as possible. Then she set or explained the
class rules—as it was the second lesson of the semester—to further gain the students’
understanding and support. Nancy then gave a general report of the contents of this lesson to
the students. In all, she communicated with her students in this pattern to comfort, to manage,

to encourage, and to report.

Generally, Nancy’s class was focused on vocabulary exercises (Table 8.1). Nancy designed her
lesson carefully to involve her students by weaving words-reading, pronunciation correction,
word explanation, reading example sentences, translation, group dictation and word-filling
activities into the exercises. These designs reflected her plan to interact with her students using

multiple patterns.

The highlight of Nancy’s class was the flexible and well-designed interaction patterns she
engaged in with her students during the vocabulary exercises. Firstly, Nancy invited the

students to read the new words, and a girl in the first line raised her hand voluntarily. Nancy
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opened a Microsoft Word file and asked the student to read the word on the screen to illustrate

the new word—not on the textbook—and its usage. But the girl was too shy to read the word

aloud, so Nancy encouraged the girl to read it again. The girl did better the second time.

Further, Nancy corrected the girl’s pronunciation on specific words. At the same time, other

students tried to correct their pronunciation themselves and read it in a low voice. Next, Nancy

asked the girl to read the example sentence followed the word. The girl read the sentence, but

with some mistakes in the pronunciation of several words. The girl misread ‘lose’ as ‘loose’,

‘cause’ as ‘case’, and ‘fail’ as ‘fill’. Nancy appraised the girl for her bravery and corrected her

errors in pronunciation. After three turns of interactions, Nancy decided to transfer the chance

of practice to another student. Excerpt 8.7 shows how Nancy negotiated with the girl and

provided an opportunity to another student:

Excerpt 8.7 Nancy (Classroom observation)

1

T:

S1:

S1:

OK, very good! Thank you for your bravery. And here, ‘I would rather lose’
pay attention to lose, ‘in the cause’, because, cause, right? ‘That I know
someday would triumph than to triumph in a cause that | know someday
would fail’. OK, now you have a chance to ask for a student to translate the

sentence. You can choose any of us. You can choose a classmate to translate

it! If you think someone looks good, you can invite him/her, invite the

classmate to translate the sentence.

Can | say a number?

The number? I trust you. You couldn't know their names, right? Good, she

wants to nominate a classmate using a random number, your student

number. Let’s have a look. What is the lucky number today?

Twenty-three.
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5 T:. Twenty-three, OK. Who is the lucky 23? Let me have a look, 23. 23, twenty-

three, [S2] student.

6 Ss: ... (burstinto laughter secretly)

7 T: OK, sit down, please. Thank you! OK, could you translate the sentence?

You know, she really trusts you, right? Could you translate the sentence?

Excerpt 8.7 shows that Nancy did not nominate a student to do the exercise by herself, but
empowered the girl to randomly nominate another classmate to go on to translate the example
sentence (the last sentence in Turn 1). Nancy and the girl negotiated on the method of
nominating the next exercise doer and the teacher accepted the girl’s proposal to base the
nomination on the students’ school numbers instead of their names because she did not know

all of her classmates’ names (Turns 2-5).

Up to this point, the second student took the turn naturally. However, the second student was
comparatively weak and a little absent minded. The student confirmed his task twice, paused
for a while to figure it out, and made several attempts to complete it. When confirming his task,
he used only Chinese to negotiate with the teacher. Nevertheless, the student failed to complete
the task because of poor vocabulary even with the hint from the teacher and help from other
classmates. Finally, Nancy invited the third student to do the exercise and the student

accomplished it to the loud applause of his classmates.

In Excerpt 8.7, Nancy had intensive interactions with the student. Actually, she had five turns
of exchange with the student. Rather than use the classical IRF model of interaction, it was
much more common to see an interaction process like the one Nancy used with the student in
an EFL classroom. In contrast to IRF, Nancy’s pattern of interaction may be described as
‘IRFRF’, or more complex compositions. In this type of class, it is easy to imagine that students

may be shy, unconfident, or a little absent-minded at times. This requires more patience and
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flexible treatment from the teacher. In other words, it may mean that the teacher has to take
more turns to complete the task. If the teacher does not open the interaction space and negotiate
with students, the latter may become frustrated, bored, or discouraged. In such circumstances,
the students’ emotional needs cannot be supported. In Excerpt 8.8, Nancy revealed the other

purposes behind her actions:

Excerpt 8.8 Nancy (SRI)

R: I also noted that you designed a small activity when you were explaining the
new words. (...) Why did you do this?

T: 1 wanted my students to choose one of their classmates to answer the question.
If 1 asked my students to nominate one of their classmates to answer the
question, firstly, this helped me to avoid the embarrassment of not knowing
my students’ names. My students are surely better at knowing each other. In
so doing, there was a sense of suspense, which was also interesting. That is,
some students may want to make fun of others, just like what they did in their
daily life. However, that was only one concern for the activity. They are
already college students, so that was only a minor concern. The main reason
was that my students could find out who was able to answer the question.
Meanwhile, my students would nominate a classmate randomly, putting
pressure on every student. One never knows who will be nominated next. As

a result, every student will voluntarily think about how to answer the question.

In Excerpt 8.8, Nancy revealed her purposes for conducting the exercise in a pattern that
empowers a student to pass the exercise on to another student. Though there were ups and
downs, the interactive activity ultimately achieved good effect which was demonstrated by
student nonverbal behaviours, such as group laughter and applause (Turn 6 in Excerpt 8.7).
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Indeed, the good teaching effect came from Nancy’s purposeful design and flexible on-the-

spot discretion. Generally, four purposes can be elicited from Nancy’s words in Excerpt 8.8:

1. Avoiding the teacher’s embarrassment of not knowing students’ name;

2. Adding an entertaining factor to the exercise doer during the process;

3. Empowering student to scaffold the peer learning;

4. Adding stressful and stimulating elements to the whole class in the process.
In other words, Nancy made use of the strategy to achieve a range of purposes while doing the
vocabulary exercise. In the above list of her purposes, most were relevant to the emotional
needs of both the teacher and the students. Because this was a freshman class, Nancy could not
match the students’ name with their faces. Some teachers regularly require students use a name
card or a sticker. However, Nancy’s strategy not only helped her to avoid the embarrassment
of not knowing the students’ names, but also related the students to the textbook exercise. For
the students, this strategy added an element of entertainment to the learning process. At the
same time, it also stimulated other students even though they may not have become directly
involved in the exercise. Finally, it turned out that Nancy successfully created an entertaining

as well as stimulating atmosphere among students in her use of this strategy.

The same strategy of empowering students was also used by Susan during her observed class,
but in a more drawn out and robust way. Susan was teaching a CE listening and speaking class
to 38 freshman students on the topic, ‘Traces of the Past’ (Table 8.2). Because it was the second
week of the semester, the students were still adapting themselves to campus life. The students
complained to Susan because they were not used to English being used for instruction by the
teacher during the entire lesson. However, Susan persisted with using the target language to

deliver the lecture. As a compromise, she later explained some of her instructions in Chinese.
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In terms of the context of Susan’s lesson, there were three barriers to classroom interactions.
The biggest barrier was provided by the listening materials. They were two authentic materials
produced by native speakers of English and her students complained a lot about the speed of
the conversations and the accent of the speakers. Consequently, Susan improvised to facilitate
student understanding and to encourage the students to overcome the challenges by creating as
many opportunities as possible for the students to express themselves and to negotiate on
outcomes. For example, she played the first listening text an extra time and showed the subtitles
of the second video clip. Susan also used pauses during the final listening to relieve the students’
anxiety. She negotiated with her students before most of these practices. Given CE teachers do

not have the right to choose the textbook, Susan made use of her autonomy to the upmost.

The second barrier was the class time, which was also beyond the control of teachers. The
lesson was conducted in the afternoon when the students were tired and sleepy after four classes
throughout the morning. As revealed by Susan in Extract 8. 9: “There are really a lot of students
who seem sleepy” (Turn 1). To promote student engagement, Susan organised the activity in

such a way as to “wake” them up.

The third barrier was the classroom’s physical settings, with the rows of desks and chairs fixed
to the floor (4.4). This did not allow the teacher to organise for the students to engage in face
to face communication, pair work, or group discussion. Susan’s design, however, to use a

student-chain during the activity resolved the problem creatively.

The student-chain design also demonstrated that Susan was flexible in using her pedagogical
skills to adjust the atmosphere of the class, to create chances for participation, and to motivate
her students. She managed to design an exercise in a similar way to that introduced in Nancy’s
class, namely a student chain-like pattern. In this pattern of interaction, Susan’s students had a

certain degree of freedom to decide on the flow of the exercise. Excerpt 8.9 shows how Susan
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established the rules of the chain-like interactive activity and how she negotiated with her

students on the ‘game punishment’ to help them to concentrate their minds on the textbook

exercise.

Excerpt 8.9 Susan (Classroom observation)

1 T
2 Ss
3 T
4 Ss
5 T:
6 Ss
7 T:
8 S1
9 T

OK, is that the difficult time? No, let's look at your answers, let’s move on.

There are really a lot of students who seem sleepy. It is true that many

students are sleepy, so we’ll find someone to ‘punish’. How do we search?

How do we search? Listen to my rules. For example, we have [S1]. We have

[S1] stand up and read the answers for us. [S1] reads just: When he was born

in ..., and he stops at a punctuation mark. He just stops here at this

punctuation, and then says [S2]. And then [S2] will continue to read. Then

[S2] will continue to read and stop at another punctuation. Of course, [S2]

can finish this (paragraph exercise) by herself/himself; [S2] can finish this

herself/himself, right. The one who fails to find out the word that follows

will be punished. The punishment is a passage dictation.

Ah, listen and take down a piece of something? A passage dictation again!

(Many students begin to complain.)

Dictate a small paragraph, just a little one, then. One hundred words?

One hundred words! (Students exclaim collectively.)
So, if you don't want to have a dictation, pay attention. That's right! If you
don't want to be punished, please be careful. With whom should we start?

Monitor?

Monitor! (Students answer together.)

OK, Monitor, that's right! Read from the very beginning, and stop at any

punctuation.
Stop at any punctuation?

Right!

Excerpt 8.9 demonstrates a creative interactive activity design by Susan. It was a paragraph

word-fill exercise in a listening comprehension task and although Susan metaphorically
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described it as a “punishment” for sleepy students (Turn 1), she set the rules of this exercise
into an interactive game. In the game, the players were empowered to nominate the next game
player in the paragraph reading. In traditional IRF interactions, students have only one
word/phrase contributions to do the exercise. However, Susan opened up the exercise to allow
her students to contribute one sentence or more; it was under their control. Next, she negotiated
the game punishment with the students from “a passage dictation” to a “one hundred words”
dictation (Turns 2-4). She also negotiated with them collectively on the first player, “the
monitor” (Turns 5-6). Therefore, the chain can be short or long, which was under the control
of the game players, but everyone had to concentrate to listen to the game players because they
were all potentially the next game player. Finally, it was a game that effectively aroused the

students’ attention and created a chance for them to practice their English language skills.

When returning to the negotiation on ‘game punishment’ before starting the game, it was
evident that the ‘punishment’ was not Susan’s ultimate goal. On the surface, the students
bargained down the punishment from “a passage dictation” to “a small paragraph”, and finally

to “a hundred words” dictation. Susan’s purposes are revealed more explicitly in Excerpt 8.10:

Excerpt 8.10 Susan (SRI)

1 R: What were you thinking when you asked the students to do the exercise like
this?

2 T:. Infact, I have done it like this since last term, last year even, because it helps
them to concentrate on what is going on and it also livens up the class
atmosphere. Because, this turns out to be a little, a little stressful to students
at that stage of listening...

3 R: Itis painstaking to practice listening, anyway.
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4 T: Yeah, I think it is necessary to activate the students a little bit. In fact, this
approach is very effective for my students. In addition, I don’t want my
students to stand up, say ‘sorry’ and sit down because they tend to so before,
which is not what | expect. Therefore, my students are required to nominate
a helper (another classmate) when they are not able to answer a question.

5 R: Ithinkitis interesting. I felt this was funny.

6 T: Yes, now itisa chain.

Excerpt 8.10 shows that Susan has clear awareness of why, when, and how to use the

pedagogical skills required in practice to purpose learner-centred teaching. As she stated:

When: “this listening turned to be a little, a little stressful”. (Turn 2)

Why: “it is necessary to activate the students”. (Turn 4)
“it helps them to concentrate on what is going on and it also livens up the class
atmosphere”. (Turn 2)

How: “it is a chain”. (Turn 6)

This ‘chain-like’ pattern of interaction supported learner freedom and autonomy to a certain
degree in allowing them to decide the next game player and the flow of the game. This type of
half-open-ended pattern of interaction added variety to the classroom interactions and provided
a good illustration of teacher autonomy and creativity. It was found that this kind of
conversational interaction generated by learners, with “student inviting participation by other
students”, increases the quantity and quality of students’ talking when compared with language
use in traditional teacher-dominated classrooms (Long, Adams, McLean, & Castanos, 1976, p.
145) . In sum, Susan demonstrated a degree of autonomy in solving practical teaching problems

in a real institutional context.
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When Susan’s and Sam’s turn allocations are compared in the seating charts shown in Figures
8.1 and 8.2 below, a clear contrast is evident between the rich patterns of interaction conducted
by a more autonomous teacher and the single pattern of interaction conducted by a less
autonomous teacher. Figure 8.1 presents Susan’s classroom interaction patterns and Figure 8.2

presents Sam’s classroom interaction patterns.

— | | |
A4
s | s ff] sps-Ps] [s /TN
S e ATTINR
s s g 5"," s | 7Ts ] [s / ﬂqlf {l\ \
s/ ’97 &"! b"b—« s \ TTTITY
s /] /8 :J'S' 5 S i '
z v e — &F z - © i § - : \z
8+ s |8 gle
® g R

®©=student @=teacher ®=researcher (observer)

Figure 8.1 Susan’s classroom interactions (Left)

Figure 8.2 Sam’s classroom interactions (Right)

It is evident when comparing the types of interaction patterns that Susan’s interactions with the
students are much richer and more complex than Sam’s interactions with the students. Figure
8.1 shows three interaction patterns in Susan’s class: (1) teacher-student, (2) student-teacher,
and (3) teacher-student—chain-teacher. The first two patterns are easy to understand. Pattern (1)
is a typical IRF sequence. Pattern (2) involves students voluntarily engaging in class activities
or proposing a question. In the third pattern, the teacher affords the students a certain degree
of power to nominate another classmate to continue the exercise (Excerpt 8.9). If | had to
describe this pattern of interaction using an IRF formula, it would be ‘IRRRxF’, with ‘x’ in the

formula signifying an unfixed number of student replies.
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Susan explained in Excerpt 8.10 that this activity empowered the students to form a chain in
the interaction. In this pattern, the attention of the students was always on the flow of the
activity because of the possibility of being nominated, even though they were not called by the
teacher or other classmates. Consequently, this ‘chain’ energised student involvement and
engagement. Thus, it is evident that an autonomous teacher can empower and facilitate student
language learning through rich patterns of interactions. The comparison also shows that the
more autonomous a teacher is, the better he or she can manage the time, situation, and context

when choosing to use an appropriate pedagogical skill.

In contrast, Sam’s lesson included only one pattern: a typical IRF sequence. In this pattern,
Sam was always the director and initiator of interactions, and his students could only passively
contribute one word or phrase. On the surface, Sam catered to a wider range of student abilities
and more textbook contents. However, he was at the centre of all interactions and exercises and
thus dominated the process. This is typical teacher-centred teaching. In this pattern, it is easy

for students to feel bored, powerless and excluded.

Moreover, there is one other feature worth attention: the distance between the students and the
front of the classroom (usually the teacher’s domain). Figure 8.1 shows that in Susan’s
classroom the students sit close to the front of the classroom, whereas Figure 8.2 shows that in
Sam’s classroom the students sit away from the front of the classroom. This contrast may
reflect the enthusiasm of the students for the lesson. Furthermore, it may reflect the teacher’s
classroom management skills. In response to the reluctance of some students to be involve in
the classroom activities, Susan purposefully ‘rearranged’ the seats in the classroom by setting
a rule to start all exercises or activities from the last row of the class. Susan explained this

management skill in the following way:
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Excerpt 8.11 Susan (SRI)

R: I remember that you said to your students that you would like to ask them to answer
questions by starting with the students in the last line. Why do you have this kind

of requirement? What’s your purpose in doing so?

T: My belief is that many students who sit at the back of the classroom do so due to
laziness. | tried my best, because some students in the first row do not really need
close monitoring. But if you don’t watch the students at the back, then they are not

likely to learn. Therefore, I usually require them to sit like this.

Excerpt 8.11 reveals that Susan’s beliefs, classroom management skills, and knowledge of her
students combined to shape a prosperous learning environment. This meant she was good at
creating a positive classroom atmosphere for the students through her management skills,
whereas there was little sign of an explicit classroom management strategy being implemented

in Sam’s class.

8.2.4 Resources utilisation

There were similarities and differences in the utilisation of resources by the teachers. Teachers
may choose different resources to explain or exhibit the same learning content. They may also
use the same presentation tool for different purposes. For example, Nancy and Lisa both used
a Microsoft Word file during their word explanation sessions, but their purposes in doing so,

varied.

Both Lisa and Nancy used a Microsoft Word file as an important resource to exhibit the words
or sentences they wanted to explain. Lisa’s class included 24 repeat students (Table 8.3) and
she therefore paid much attention to new and difficult words in the text passage. Particularly,

she spent time helping the students to recall and correct the words she dictated during the
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previous lesson. The main goal in Lisa’s explanation was to present the spelling of the words
using the Microsoft Word file. This was because the students’ English proficiency and
autonomy were not so advanced as to support their free participation in various activities.
However, in Nancy’s freshman exercise class (Table 8.1), she not only presented new words
in the Microsoft Word file, she also provided example sentences. In addition, Nancy organised
for the student reading and translation drills to match the presentation on the Microsoft Word
file. Lisa and Nancy explained the reasons for the selection of the exhibition tool in Excerpts

8.12 and 8.13, respectively:

Excerpt 8.12 Lisa (SRI)
R: You explained a long and difficult sentence. The sentence had a complex structure,
so it was selected and saved in this Word file. (...) | wonder what your idea was

when you were doing this.

T: Because the words in the PowerPoint slides were very small, it was two paragraphs
when displayed on the screen, but I wanted to explain only one important sentence.
There was not enough space for the long sentence. Even though I wrote the sentence
on the blackboard, I felt it was difficult for students to see it clearly. In this case, |
often use a Microsoft Word file instead of a PowerPoint file. I try to avoid writing
on the blackboard because my handwriting is not so good. Essentially, for things
which you don’t have to repeatedly write and erase such as the text structure, 1 will
write them on the blackboard. However, for things that are for instant demonstration,

I will simply type them in a Microsoft Word file.

Excerpt 8.13 Nancy (SRI)

R: Why did you use this form, use a Microsoft Word file rather than a PowerPoint file?
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T: Conversely, I feel the Microsoft Word system is more convenient to operate than
PowerPoint, so I feel that I don’t have to use PowerPoint. In fact, I have got used to
a Word file when I explain vocabulary. It is convenient for me because I don’t have
to transfer it, which is a repeated labour for me. When I explain the text passage, |
still use PowerPoint. In short, I only use a Word file when I explain vocabulary to

my students.
Lisa and Nancy explained their different reasons for using Microsoft Word as an alternative to
Microsoft PowerPoint at times. Excerpt 8.12 reveals that Lisa exhibited some words and
sentences on Microsoft Word to achieve a bigger and clearer exhibition ‘effect’, whereas
Excerpt 8.13 shows that Nancy did it for reasons of operational convenience because the
information on PowerPoint was pre-set or fixed most of the time. The pursuit of operational
convenience also brought efficiency to Nancy’s class. The different reasons provided by Lisa
and Nancy for the same choice of Microsoft Word file illustrates the teachers’ complex
considerations in making use of resources. They considered whether to use exhibition
technology or not at all. Furthermore, they also thought about which resource among all

alternatives was the most suitable.

According to observation, some teachers must consider more than exhibition resources. For
example, Sarah’s lesson on English writing skills was delivered to 28 students with weak

English proficiency. Table 8.4 lists some basic information about Sarah’s class:

Table 8. 4 Summary of classroom observation notes in Sarah’s class

Teacher Students & Class Text theme Contents Interaction ~ Main activities
proficiency  type patterns
Sarah 28 sophomore  Writing  How to Review last T->S 1. Student quiz
Arts students write a body  class T->SS 2. Teacher explains writing
(poor) paragraph & writing skills
skills 3. Student group discussion
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Table 8.4 shows that Sarah’s class was not a regular CE class, but a writing class for 28 low
proficiency students. During interview, she revealed that there was not a textbook for the class
available at the beginning of the semester. She had to organise all resources by herself,
including the textbook, PowerPoint slides, a recommended reading list, and exhibition
resources. Sarah used both PowerPoint slides and the blackboard. In addition, she designed a
quiz sheet at the beginning of the class to check student understanding on the contents of the
previous lesson. She also allowed adequate time for students to drill into and discuss the points
after her explanation. Managing all the resources well with the class challenged Sarah’s
autonomy because she was only a novice teacher with limited professional training. She also
revealed in interview that she communicated her confusion to other experienced teachers in
order to learn from them, but that she also had to engage in discretionary decision making all
by herself in her specific class. However, the organisation of her classroom activities shows
her awareness of how to conduct autonomy-supportive teaching, though her awareness was

insufficient and immature in many details.

The participants’ attitudes toward the adoption of resources varied greatly. Some stuck to using
the blackboard; some used PowerPoint only; and some employed two or three of the techniques
mentioned above. The more autonomous teachers in this group were generally good at choosing
the most appropriate technique to exhibit the content they wanted to show. The standard for
this appropriateness should also be seen from the learners’ perspective. In other words, their
choice of exhibition technique depended on the contents as well as the learners. Lisa and Nancy
skilfully adopted at least two exhibition techniques in their classes, and Sarah also introduced
a self-designed quiz as a resource to facilitate student drilling. That is, more autonomous
teachers in this study did not depend on the resources they were used to, but made the resources

serve learner-centred teaching goals in their pursuit of the best teaching effect.
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8.3 Summary

Chapter 8 first summarised the characteristics of the more autonomous teachers in this study
in terms of their attitudes toward autonomy in their work. Nancy, Lisa, Sarah, and Susan were
identified as more autonomous teachers by their positive attitudes toward the four key concepts:
professional identity, learner autonomy, professional development, and teacher autonomy as
revealed in the semi-structured interviews reported in Chapter 5. Specifically, most of them
explicitly identified themselves as CE teachers. They were also had confidence in their students’
autonomy and their own autonomy. In addition, they generally had a clear plan for their

professional development.

The main body of Chapter 8 then focused on what more autonomous teachers do in the
classroom. It was found that they tended to be learner-centred in pedagogical orientation;
flexible and improvisational; rich, creative and autonomy-supportive in patterns of interaction;
and purposeful and skilful in adopting exhibition technology. Firstly, Nancy’s and Susan’s
classroom stories were narrated to illustrate their pedagogical orientation towards learner-
centeredness. Lisa’s classroom practice was then discussed as a good example of
improvisational teaching and her ability to be flexible in her teaching was highlighted.
Furthermore, both Nancy and Susan showed how more autonomous teachers in this study
interacted with their students in rich and creative patterns. This feature was identified as a
strong point of teachers in this group. Following this, Lisa’s and Nancy’s considerations on the
choice of exhibition techniques were compared, and Sarah’s resource utilisation story was

discussed in relation to the challenge it posed for her autonomy.

Finally, this study found that the most outstanding features of more autonomous teachers were
their learner-centred teaching approaches and their rich learner-supportive interactions in
practice. These outcomes were achieved primarily through the careful design of their class

activities, but their awareness of learner-centeredness and flexibility in dealing with
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contingencies also demonstrated their capabilities for autonomy. This capability was also
embodied in their purposeful and skilful choices on the most suitable resources to use with the

students.
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Chapter 9

Discussion

Chapter 9 discusses the findings reported in Chapters 4 to 8 and provides answers to the
research questions in this study. Firstly, the teachers’ attitudes toward autonomy across the
three groups are compared and discussed (9.1) to answer RQ 1. Next, the participants’ teaching
practices are compared and discussed (9.2) to answer RQ 2. The teachers’ attitudes toward
autonomy and their classroom practices are then compared (9.3) to answer RQ 3. Finally,
further discussion is provided in relation to the way teachers adapt their practices to the
teaching context and the constraints of their autonomy (9.4). When comparing and discussing

these four sections, the relevant literature reviewed in Chapter 2 is revisited.

9.1 RQ 1: Teachers’ attitudes to autonomy

RQ 1: What are Chinese CE teachers’ attitudes toward learner autonomy and teacher autonomy
in their work? The answer of this question helps to understand learner autonomy and teacher
autonomy from the teachers’ perspectives. This answer also lays a foundation for a primary
categorisation of participants’ autonomy according to their attitudes because it covers all three
dimensions of teacher autonomy reviewed in Chapter 2 (2.1). Finally, the answer to this

question is a critical step in triangulating teachers’ attitudes with their practices.

To answer RQ 1, data in Chapter 5 shows that CE teachers’ attitudes toward autonomy are
multi-levelled, and that some are autonomous according to the criteria set in this study. The
more positive the attitude toward learner and teacher autonomy in their work, the higher the
level of autonomy is supposed to be. Based on the participants’ attitudes toward the four critical

concepts related to their autonomy: professional identity, learner autonomy, professional
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development, and teacher autonomy, 14 participants were designated into three autonomous
groups representing three levels of autonomy. The three groups are Less Autonomous Teachers,
Moderately Autonomous Teachers, and More Autonomous Teachers (5.5). Teachers attitudes
toward autonomy are more complex in reality than the description of genuinely successful
teachers in Little (1995) and Tort-Moloney (1997). That is, when judged from the teachers’
attitudes toward autonomy, the practical situation is far from ideal. Some teachers may be
aware of critical factors in autonomy, but others may not be aware. Moreover, many teachers

lack confidence in their students’ autonomy and/or their own autonomy.

The less autonomous teachers’ attitudes toward autonomy differed from both the moderately
autonomous teachers’ attitudes and the more autonomous teachers’ attitudes in their overall
negativity towards all autonomy-relevant concepts. Less autonomous teachers showed negative
or unclear attitudes toward all concepts and subsequently depended on external rules more, and
demonstrated less personal understanding or emotional investment in their attitudes. Neither
did they believe that they could be autonomous teachers. In contrast, moderately autonomous
teachers had a certain degree of personal understanding of the key concepts, and they tended
to believe that they were autonomous. More autonomous teacher showed generally positive

attitudes toward all autonomy-relevant concepts.

The biggest difference between the attitudes of moderately autonomous teachers and more
autonomous teachers was related to professional development. To be specific, moderately
autonomous teachers’ attitudes toward their professional development was not as positive as
teachers in more autonomous group. By contrast, teachers in the more autonomous group
generally had their own plan to develop their professionalism, excepting Lisa. Their personal
plans on professional development included: to be a visiting scholar, to pursue a further
education program, or to publish more papers. This difference implies the critical role the
teacher’s willingness for teacher professional development plays in fostering teacher autonomy.
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According to the data in this study, many factors influence teachers’ attitudes toward their own
and their students’ autonomy including learner language proficiency, learner cooperation to
pedagogy (4.3.2), teacher professional identity from an emotional perspective (5.1.2), teacher
bias (5.2.1), teacher practical pedagogical skills, and teacher research ability (5.4.2). If learners
are poor in proficiency, low in motivation, and not cooperative in class, it was difficult to open
up space for learner autonomy development. However, the teacher often took advantage of
their autonomy as demonstrated by Grace in her class observed (7.2.1). Moreover, the weak
research ability of teachers made them lack confidence in their own autonomy (5.4.2). This
finding confirms the importance of academic research not only in professional identity
construction as suggested by Xu (2014), but also in terms of the teacher’s confidence in his or

her own autonomy.

As for teacher attitudes toward professional identity, this study found that three of 14
participants did not identify themselves cognitively as CE teachers, but their love of the job
empowered them to perform their duties (5.1). This finding supported the complex construct
of professional identity advanced by Day and Kington (2008), particularly in cognitive identity
and emotional identity. According to the authors, “there is an unavoidable interrelationship
between cognitive and emotional identities” (Day & Kington, 2008, p. 8). However, they did

not identify the details of this ‘interrelationship’.

The finding in this study indicates that there is a discrepancy between cognitive and emotional
identities. This discrepancy emphasises the significance of emotion in language teacher identity
construction, which is consistent with an earlier finding by Song (2016). However, Song (2016)
focused on South Korean English teachers’ emotional ‘vulnerability’, while this study found

evidence of Chinese English teachers’ emotional strength.
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The cognitive and emotional identities are the multiple dimensions of teacher identity, or “sub-
identities” as described by Mishler (1999, p. 8). Except for cognitive and emotional identities,
the participants’ demographic data shows that most were young mothers. In other words, they
played the dual role of mother and CE teacher in life. The controversy between these ‘sub-
identities’ has implications for further research in line with Xu’s (2014) study of teachers’

research practices and their professional identity construction.

In terms of teacher attitudes toward professional development, this study identified the
possibility for teachers to develop their autonomy by changing their attitudes toward
professional development. This change in attitude ideally starts with the teachers themselves,
as proposed by Little (1995) and Smith (2000). Similarly, McGrath (2000) also proposed self-
directed professional development as a critical dimension in teacher autonomy. Particularly,
reflecting and research into teachers’ own actions is proposed by researchers (Bustingorry,
2008; Dikilitas & Griffiths, 2017). However, this study found that most participants lacked
awareness of, or a clear goal for, their professional development, and that there were many
personal obstacles to overcome to develop their professionalism. This was identified as a
serious problem by Bailey et al. (2001) because they took self as a critical source in pursuing
professional development. This insufficiency also suggests the need for institutional plan at
University and School levels to help CE teachers undertake and achieve professional

development.

Change in teachers’ attitudes toward autonomy can also be initiated by institutional
professional development programs as in Dymoke and Harrison (2006) and Bentham et al.
(2015). Nevertheless, professional development programs in this case university were not
satisfactory and individualised enough for the participants in this study. This may be due to the
fact that the case university has only recently set up a Professional Development Office (5.3.3).
Moreover, as Smith (2003) observed, it also reflects the idea that teacher professional
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development or education for teacher autonomy is a dimension that does not receive the

attention it deserves.

This study also found that several participants mentioned a desire to be a “visiting scholar’ as
their plan to develop their professionalism (5.3.1). Such a desire was seldom mentioned in
books on language teacher professional development strategies such as Richards and Farrell
(2005). The teachers also mentioned that the ideal destination was a top university in an
English-speaking country. The desire for a preferred context for professional development
aligns with Villegas-Reimers (2003). However, this strategy differed from developing the
profession via action research, which emerged as one of the most popular approaches proposed
by scholars (Banegas et al., 2013; Burns, 1999, 2010; Bustingorry, 2008; Castro Garcé&s &
Mart mez Granada, 2016). It may be the case that studying in a foreign context was more likely
to arouse reflection on one’s own action, and then to lead to inspiration on action research.
Therefore, this finding reminds us of the importance of context in our understanding of

language teacher professional development.

9.2 RQ 2: Teachers’ classroom practices

RQ?2 investigates CE teachers’ teaching practices. The answer to this question provides first-
hand evidence to support the notion that teacher autonomy works in EFL classrooms.
Comparisons of the teaching practices of the three groups of teachers also revealed differences
in their levels of autonomy, and thus helps us to understand teachers’ practices according to
their autonomy. Moreover, the findings emerged from the analysis of the more autonomous
teachers’ practices help to justify the need for promising pedagogy that supports learner

autonomy.
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9.2.1 Less autonomous teachers VS moderately and more autonomous teachers

The study shows that every feature of a teacher’s classroom practices informs our
understanding of the differences between the less autonomous teachers and the two other
groups (i.e., the ‘moderately’ and the ‘more’ autonomous teacher groups). The practices of less
autonomous teachers were more teacher-centred and exam-oriented (6.2.1), lacking in
flexibility or improvisation (6.2.2), reliant on a single pattern of interaction (6.2.3), and limited
in their uses of resources (6.2.4). It was hard to find any evidence of autonomous practice in
less autonomous teachers’ classrooms. Primarily, they obeyed the school rules, were
sometimes too rigid, or just employed a single IRF pattern of interaction. Moreover, because
their teaching tended to give too much weight to examination demands or to the contents of the
textbook, other visible contexts like the physical setting, and invisible contexts like the students’
emotional needs, were not paid much attention. In all, they minimised their workload to meet
basic expectations only. In contrast, the teaching practices of both moderately and more
autonomous teachers showed a stronger learner-centred pedagogy (7.2.1 and 8.2.1). They also
showed rich styles of flexibility in improvisational teaching, more patterns of interactions, and

more resources utilisation than their less autonomous teacher counterparts.

9.2.2 Moderately autonomous teachers VS more autonomous teachers

The classroom practices of more autonomous teachers differed from moderately autonomous
teachers in their degree of learner-centeredness. More autonomous teachers made every
detailed pedagogical decision in a learner-centred manner (8.2.1), with little sign of their own
preferences. This contrasted with the moderately autonomous teachers’ practices which often
reflected the teachers’ personal styles or preferences (7.2). Hence, more autonomous teachers
taught for their learners wholeheartedly, but moderately autonomous teachers could not rid
themselves of their personal preferences. This contrast is illustrated clearly in the interaction

patterns and the resource utilisation practices between the two groups of teachers. For example,
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classroom observation revealed that moderately autonomous teachers showed their personal
styles explicitly in their patterns of interaction (7.2.3) and resource utilisation (7.2.4), whereas
the more autonomous group always set their personal preference aside in favour of a learner-

centred approach.

More autonomous teachers also initiated sophisticated patterns of interaction which were
creatively designed to motivate students and to adapt to the fixed classroom (8.2.3). In
comparison, the ability to improvise in response to individual students’ needs were the
highlight in the practices of moderately autonomous teachers (7.2.2). More autonomous
teachers designed creative patterns of interactions to make their learner-centred pedagogical
orientation cover all aspects of their classroom teaching, to maximise learners’ main-role status
in an EFL classroom, and to adapt to the fixed classroom. Many moderately autonomous
teachers were also flexible in their interaction patterns and improvisational teaching to create
learning opportunities for students. However, it was evident that more autonomous teachers
champion a higher degree of autonomy-supportiveness in the creative design of their

interactive activity.

9.2.3 The importance of learner-centred teaching

According to the description from Little (1995) and Tort-Moloney (1997), more autonomous
teachers represent more successful language teachers. Therefore, effective and successful
teaching practices are expected from more autonomous teachers. When analysing more
autonomous teachers’ practices, I found it was difficult to draw a clear line between their
learner-centred pedagogical orientation and the other three practice features. In other words,
learner-centred pedagogical orientation was at the core of their improvisations, rich patterns of

learner-supportive interaction, and learner-friendly resources utilisation.
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To answer RQ 2 in terms of more autonomous teachers’ classroom practices, the findings of
the study suggest that the highlight of the more autonomous teachers’ practices is the detailed
consideration given to learner-centred practices. That is, teacher autonomy in pedagogy is not
a teacher-centred way of teaching, but rather a self-controlled, reflective, self-monitoring (in
terms of teacher talk time) and learner-centred way of teaching. Whatever decision the teacher
makes, the decision should be learner-centred rather than merely content-centred, exam-
oriented, or teacher-centred. Even in terms of their choices on the integration of resource, more
autonomous teachers adopted multiple techniques to cater to the students’ multiple needs,
rather than to satisfy their own preference as moderately autonomous teachers did, or for the
sake of external reasons as less autonomous teachers did. All autonomous teachers resemble
each other in their learner-centred teaching, while the teachers in the other groups have their
own problems. Thus, learner-centred pedagogical orientation is a key standard for teacher
autonomy. This finding generally echoes Little (1995) in that learner autonomy depends on

teacher autonomy.

This study also found that the learner-centred pedagogical orientation allows adequate space
for learner autonomy. This is a significant point missing in Nunan (1988), who regarded EFL
education only as a series of procedures from planning, through complementation, to
assessment, rather than an autonomy-supportive pedagogy. Benson (2003) outlines five
principles for autonomy-supportive teaching (2.3.1), and the learner-centred teaching practices
demonstrated by the more autonomous teachers in this study aligned with most of these
principles. The more autonomous teachers were actively involved in their students’ learning
and therefore provided more chances for negotiation such as in Nancy’s (8.2.1) and Susan’s
classes (8.2.3). They or their patterns of interaction provided options, choices, opportunities,

and resources to the students. They also supported students academically and emotionally. The
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more autonomous teachers did not however appear to give the students the opportunity for

reflection, which is not in line with Benson’s (2003) last principle.

As for autonomy-supportive pedagogy, this is increasingly proposed in language classrooms
(Feryok, 2013; Jiménez Raya, 2009, 2011, 2013; Reinders, 2010; V&quez, 2015; Vieira, 1999,
2009) and the practices observed in the more autonomous teachers’ classrooms were worthy
of more attention. Moreover, their practices should be fostered and enhanced to make
autonomy-supportive pedagogy feasible in more language classrooms, as Jiménez Raya (2011)

did in a multimedia DVD package for a teacher development program.

To be specific, more autonomous teachers tended to be flexible and improvisational at critical
times in response to student performance to sustain their learner-centred approach. However,
the improvisational questioning skill used by Lisa is regarded as ‘automatic and routine’ by
Tsui (2003, p. 31). Tsui (2003) notes that expert teachers adopt such routines in their teaching
to facilitate student learning and to reduce the teacher’s decision-making load. The author also
claims that “they (the routines) are by no means thoughtless” (Tsui, 2003, p. 37). A supporting
evidence, my findings suggest that these ‘routines’ demonstrate the teacher’s belief in the best
way to learn the language, namely via learner-centred pedagogy. In other words, the underlying
conception of the ‘routines’ reflects an awareness of a teacher to make learner-centred

decisions autonomously.

In addition, the ‘routines’ may be interpreted as one of the good illustrations of teacher
autonomy. van Lier (1984) studied turn-taking in teacher-learner interaction patterns during
EFL classroom instructions and pointed to some of the pitfalls of traditional discourse analysis.
One of the most typical pitfalls is to regards IRF as the basic unit of interaction. In van Lier’s
(1984) words, “when we carve up interaction in any way, we will always find irregular pieces

and leftovers” (p. 165). That is to say, the IRF pattern has its limitations in explaining various
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EFL classroom interactions. Jenks and Seedhouse (2015) present similar findings and many
complicated patterns of interaction are identified and discussed in their works. However,
teacher autonomy may account for these various patterns. For example, Susan set the rules
during her lesson to establish a student ‘chain’ pattern activity. The ‘chain’ started with
collective negotiation on the first game player. This pattern was by no means an IRF sequence.
Susan revealed in her SRI that this pedagogical skill was inherited from a successful lesson
experience implemented last year. It helped the students to concentrate on the class activity and
on the language output of other classmates. At the same time, it also assisted the teacher to
activate student engagement. The teacher’s purposes were to effectively promote classroom
interactions and to avoid the embarrassment of nominating a student without a well-prepared
answer. This type of half-open-ended interaction added variety and passion to the classroom
interactions. Therefore, this finding echoes van Lier’s (1984) and Jenks and Seedhouse’s (2015)

argument.

9.3 RQ 3: Alignment between teachers’ attitudes and their practices

Generally, the answer is “YES’ to the RQ 3: Do their teaching practices align with their
attitudes toward autonomy? The alignment between teachers’ attitudes and their practices has
implications for future research in teacher autonomy. This study found that the attitudes of
most participants matched their classroom practices well, and that there is a proportional
relationship between teachers’ attitudes toward autonomy and their practices in the classroom.
Comparisons between participants’ attitudes to autonomy and their practices revealed that
teachers’ attitudes to autonomy predicted their practices most of the time. That is to say, to a
large extent, the division into ‘less’, ‘moderately” and ‘more’ autonomous teachers on the basis

of attitudes was confirmed or otherwise triangulated by their actual classroom practices.
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To be specific, the attitudes of more autonomous teachers or moderately autonomous teachers
tended to be positive (5.5) and so their teaching practices were more autonomy-supportive,
improvisational and learner-centred (7.2 and 8.2). By contrast, less autonomous teachers tended
to be negative or unclear in their attitudes toward autonomy (5.5), and their teaching practices

were usually more teacher-centred and less learner-supportive in interactions (6.2).

However, there were exceptions in this alignment of teachers’ attitudes and practices. For
instance, Mark was identified as a moderately autonomous teacher because he was confident
in his own autonomy and his students’ autonomy (5.5). However, observation of Mark’s
teaching practices found little evidence of autonomy-support interaction or activity (7.2.4). In
other words, Mark’s positive attitudes toward autonomy were not supported by his practices.
This discrepancy between Mark’s attitudes toward autonomy and his classroom practices
indicates that teacher autonomy should be judged on teachers’ practices, though teachers’
attitudes can serve as an influential indicator of teacher autonomy. This discrepancy in Mark’s
case may also be rooted in his extremely negative attitude toward his professional identity.
Mark saw no value in his professional identity and his classroom practices therefore devalued
his positive attitudes toward autonomy. Mark’s case illustrates the claim of Huang and Benson
(2013) that teacher “identity formation provides a direction for the development of autonomy”
(p. 21). In Mark’s case, no autonomous practices were observed during his lesson because he
did not identify himself as a CE teacher at all. In other words, no clear professional identity

means no direction for the development of autonomy.

What is more, although seven teachers were categorised into the moderately autonomous group,
this did not mean they could be simply regarded as ‘less effective teachers’. Even less
autonomous teachers cannot be simply judged as less effective teachers because they ‘played
it safe’ according to school rules. On the contrary, most moderately autonomous teachers were
very good teachers if judged by their classroom practices and the external rules. If teacher
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autonomy is to be best judged by teachers’ practices, particularly their pedagogical orientation,
classroom observation evidence showed that most moderately autonomous teachers practiced
learner-centred pedagogy. To be specific, if the teacher teaches in a learner-centred way then
s/he can be judged as an autonomous teacher. Their autonomous practices should be taken as
the only standard to categorise them into groups of different autonomy levels. However, there
were deficiencies in the moderately autonomous teachers’ practices, even though they taught
in a more learner-centred way than less autonomous teachers. For example, the teaching
practices of Grace and Helen reflected a lack of confidence and the proper skills to develop
learner autonomy (7.2.1). Grace compromised to the students’ poor English proficiency level
again and again, while Helen was blunt in her criticism of the students’ poor presentation

performances in order to develop learner autonomy.

The findings in this study show that moderately autonomous teachers and more autonomous
teachers’ attitudes differed in relation to professional development particularly, but that their
classroom practices were nonetheless aligned is worthy of further discussion. This finding
suggests the importance of professional development to the development of teacher autonomy.
Without overall positive attitudes to autonomy, moderately autonomous teachers can also teach
in a learner-centred pedagogy, but this practice may be difficult to sustain over the long term.
The teacher’s personal preferences may influence their pedagogical approach. With a positive
and active attitude toward professional development, moderately autonomous teachers can

develop into genuinely successful teachers.

The findings in this study align with the assertion from Barnard and Li (2016) that learner
autonomy is desirable, but its feasibility remains a problem to be dealt with. EFL teachers
should take on the responsibility to improve their skills and strategies to increase student
engagement and to develop learner autonomy. At the same time, “cultural and contextual
constraints” to develop leaner autonomy observed in Zhang (2016), particularly, the contextual
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constraints were elaborated in the classroom teaching practices of the participants in this study.
However, their practical pedagogical skills seemed to be more useful and influential in
developing learner autonomy. In sum, the evidence related to moderately autonomous teachers
in this study showed that teacher attitude towards learner autonomy and personal teacher

autonomy were decisive factors in the implementation of autonomy-supportive pedagogy.

9.4 RQ 4: Teacher autonomy in the Chinese CE contexts

RQ 4 explores what teacher autonomy means in the context of CE teaching in China. This
question was posed in an attempt to redefine teacher autonomy in a specific institutional
context. It implies that teacher autonomy is a context-dependent concept and that the
differences in the abilities of teachers to adapt to teaching contingencies when working in the

same teaching context is due to their different degrees of autonomy.

To answer RQ 4, this study redefines teacher autonomy as the teacher’s capability to take
control of his or her teaching practices and professional development in adapting to specific
institutional context. Although sometimes controversial, the concept of teacher autonomy is
not as widespread among frontline EFL teachers as the concept of learner autonomy (Benson
& Huang, 2008). However, there is a consensus among researchers that autonomy is a context-
dependent concept and manifests in various forms among individual language teachers (Benson,
2011; Nakata, 2011; Sinclair, McGrath, & Lamb, 2000). Because this study found that the
specific institutional context exists ubiquitously, it is impossible to discuss the teacher’s
teaching practice, professional development, and autonomy without taking the specific
institutional context into consideration. Therefore, teacher autonomy can only be taken as an

interplay between individual teachers and their specific institutional context.
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To return to the three dimensions reviewed in literature review (2.1), the definition of teacher
autonomy in this study highlights the capability and professional development dimensions,
while the freedom dimension is taken as a comparative concept. In this study, freedom in
teacher autonomy tends to be a degree that a specific institutional context can provide and an
individual teacher’s capability can reach. For most participants in this study, their freedom in
classroom teaching is subordinated to the teaching context in the case university, although the
findings related to more autonomous teachers show that they took explicit control in their
teaching practices and professional development. Therefore, the definition of teacher autonomy

in this study is adopted to explain the Chinese CE context.

Regarding the more autonomous group, it is evident that these teachers adapt their practices
well to their teaching context. In Chapter 4, | identified four levels of CE teaching contexts in
the case university: institutional (4.1), systematic (4.2), expectative (4.3) and physical (4.4).
The practices of the more autonomous teachers provided a model in this regard. Firstly, the
teachers were active supporters and followers of the case university rules. They used the
mandated textbook, followed the work norms, and kept a positive attitude toward the quality

assurance and assessing system.

Secondly, more autonomous teachers liked to integrate the expectations from all parties into
their teaching practices in a skilful manner. As reported in Section 4.3, there were conflicts in
the expectations of all stake-holders in the school: school authority, students, and teachers. One
common and primary expectation among all three parties was that students pass the national
exam. If the teacher focused on this expectation only, she or he could not, and should not, be
criticised for doing so. However, the more autonomous teachers tried their best to integrate all
stakeholder expectations into their teaching in a skilful manner. Such skills were evident in
their ability to use their discretion to select autonomy-supportive teaching methods in response
to their students’ emotional and practical needs. Such autonomous discretionary decision
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making required careful design, purposeful selection, creativity, and improvisation on the
teachers’ part. Otherwise, it would be an impossible mission to meet all expectation in the
limited number of hours allocated to the course. Nancy demonstrated this ability by focusing
on 12 key words from the long vocabulary list provided, and through other creative activity

designs during the learning exercise (8.2).

Finally, more autonomous teachers creatively adapted to the fixed physical context. Fixed
desks and chairs in the classroom hindered convenient communicative activities or peer and
group discussions in the language education process (4.3). Nancy and Susan adopted a ‘chain-
like’ activity to empower students’ control over the exercise flow, to break physical barriers in
classrooms, to add an element of entertainment to the exercise process, and to help students to
concentrate their attention on the task (8.2.3). Without such autonomy and flexibility, the
physical context was treated more as a constraint to classroom activities. That is, it tended to
lead to teacher-centred teaching because the students were fixed by the desks and chairs to face
the teacher as leader. In other words, if teachers lack the autonomy to think about ways to adapt

the physical context to meet the students’ needs, they can only be constrained.

The moderately autonomous teachers generally adapted their teaching practices to respond to
the teaching contexts. Primarily, the teachers obeyed school rules. However, the context still
constrained their pedagogy to a certain degree which was reflected in their complaints about
the context as a constraint. For instance, Grace and Linda from the moderately autonomous
group complained about the fixed classroom setting (4.4), and most members in the group
complained that they were too stressed to meet high expectations from all stakeholders within
the limited teaching time provided (4.2.3). In other words, the physical and the expectation
contexts were identified as constraints in the teaching practices of moderately autonomous
teachers. In addition, some of them showed their dissatisfaction with the school rules,
especially in relation to the quality assurance and assessing system.
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Less autonomous teachers were the least adaptive to the contexts among the three groups. They
complained a lot about all contexts of the school. Sam felt scared that a teacher supervisor
would want to observe his class (4.2.3) and Donna was under great pressure in the teaching
quality assurance assessment system (4.2.3). At the same time, they relied heavily on some
external elements such as learning activities based on the literal application textbook activities

(6.2).

As Chapter 4 reports, these teaching contexts exist in the case university, as do more or less
similar contexts in other universities in China. According to Lamb and Simpson (2003),
“autonomy in a social context rarely means freedom from constraints” (p. 60). That is, these
contexts are an unavoidable reality for EFL teachers and autonomy without constraints does
not exist. To a certain degree, these contexts form constraints on teacher autonomy as Benson
(2010, 2013) and Sinclair (2009) observe. Findings on moderately autonomous and less
autonomous teachers’ practices echoed aspects of Benson’s and Sinclair’s observations, and
refined the institutional, systematic, expectative, and physical contexts as the most influential
factors. As a result, how to improve teacher autonomy and to help them adapt to contexts

emerges as a meaningful issue.

Research into the visible physical context and invisible systematic or expectation context has
not been given due importance in traditional language classroom research. As reviewed in
Section 2.3.1, teacher talk, learner behaviour, and teacher-learner interaction were most
traditional and classical themes in this field as evidenced in the works of Chaudron (1988),
Allwright and Bailey (1991), and McKay (2006). However, as the research developed, the
context-dependent character was underpinned, echoing the assertions from Kumaravadivelu
(2012), Wedell and Malderez (2013), and Molina (2017). Particularly, the findings in this

study align with Nind et al. (2016) in advocating further research studies of pedagogy in context.
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However, constraints on teacher autonomy can also come from teachers themselves. They are
referred to as ‘internal constraints’ by Trebbi (2008) and include teacher attitudes and
capabilities. For example, negative attitudes toward learner autonomy (5.2.1) may lead to a
teacher-controlled class. Moreover, personal reasons (5.3.2) like health problems, family
commitments, and insufficient capability in research (5.4.2) hindered teachers to develop their
professionalism and to teach autonomously. These internal constraints were found most evident
among less autonomous teachers because they held negative attitudes toward all concepts under
investigation. Finally, these negative attitudes formed internal constraints in their teaching

practice.

In contrast, cases from the more autonomous teachers group showed that their positive attitudes
and high-level autonomy helped them to adapt to the contexts in a more effective way than
their counterparts in the other autonomy-level groups. Even though there were gaps between
the context and students’ reality, it was possible for autonomous teachers to take a hand in
bridging the gap. For example, in Susan’s class, the mandated textbook was a little beyond her
students’ capabilities. When confronted with complaints from the students, Susan found the
solution via autonomous action. She played the listening materials more times, paused
necessarily, slowed down her pace, encouraged her students, used subtitles, and explained the
text contents in plain words, etc. Importantly, if the teacher followed the teaching plan rigidly,
his or her teaching practices remain legitimate in the systematic context, but the students’

learning outcomes could be discounted dramatically.

Thus, it is crucial to empower teachers to see context factors from a positive perspective and
to improve their skills in context adaptation. Reflective and critical thinking on pedagogy may
lead to a change in teachers’ attitudes (Cirocki & Farrelly, 2016; Genc, 2010). Action research
is proposed by researchers to improve classroom practices (Banegas et al., 2013; Dikilitas &
Griffiths, 2017; Mello, Dutra, & Jorge, 2008). Consequently, it is necessary to organise
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sustainable professional development, in which programs of reflective and critical thinking on

pedagogy, and guidance on action research are included.

9.5 Summary

In sum, findings in this study convey three critical insights on teacher autonomy in general.
Firstly, teachers’ attitudes toward autonomy reflect their degree of autonomy. The more
positive their attitudes are, the higher their level of autonomy. Secondly, autonomous teachers
tend to teach students using learner-centred pedagogy, and to make their discretionary
decisions in a learner-friendly and autonomy-supportive way. They tend to improvise and
interact with students flexibly, and they are eager to integrate multiple resources into their
learning activities to make language learning more effective and learner-friendly. Thirdly,
teacher identity directs the development of teacher autonomy when there is a discrepancy
between the teacher’s attitude toward autonomy and his or her classroom practices. Finally,
and most importantly, this study shows that teacher autonomy is a context-dependent concept.
Teacher’s attitudes toward autonomy, their classroom practice, and their autonomy can only
be discussed within a specific teaching context. Therefore, teacher autonomy can be understood

as an interplay between individual teachers and their specific institutional context.
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Chapter 10

Conclusions and implications

This study investigated the autonomy of 14 CE teachers in the case university in China. It
pinpointed EFL teachers’ autonomous practices in classroom teaching, and linked them to their
teaching contexts and attitudes toward autonomy in work. This chapter provides a final
summation of the analysis and discussion of the findings presented in Chapter 9. It concludes
with an outline of the main contributions (10.1) and the main limitations of the study (10.2),

along with the implications for language teachers, institutions, and future research (10.3).

10.1 Contributions

Primarily, this study makes four contributions to the research on teacher autonomy. Firstly, it
explores the meaning of teacher autonomy in relation to a specific institutional context (10.1.1).
Secondly, it pinpoints how teacher autonomy functions in CE classroom teaching (10.1.2).
Thirdly, it explores the link between teacher attitudes toward autonomy and their teaching
practices (10.1.3). Fourthly, the case study methodology and empirical evidence on the
relationship between attitudes and practices on teacher autonomy contribute to the significance

of the study (10.1.4).

10.1.1 Reconceptualising teacher autonomy in EFL education

This reconceptualization of teacher autonomy apparent in this study contributes to the theory
of teacher autonomy in the following aspects. Firstly, it provides a multidimensional
interpretation of teacher autonomy. To be specific, it demonstrates and clarifies three key
components of the concept: capability, professional development, and freedom in institutional

context. Moreover, this multidimensional view on teacher autonomy reveals an interplay
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between personal (psychological, technical, and emotional) and contextual (institutional or
financial) factors. Secondly, the reconceptualization attaches importance to professional
development to develop teacher autonomy. The NNST identity (Smith, 2000), means that
teachers’ self-directed learning and professional development is given greater attention in
programs to assure teaching quality. Thirdly, the reconceptualization of teacher autonomy in
this study emphasises the contextual factors in the development of teacher autonomy, for
example, the specific institutional contexts and constraints in China. Furthermore, this study
revisited and discussed how teacher attitudes towards autonomy influence the development of
learner autonomy, and argued autonomy-supportive teaching as a manifestation of teacher

autonomy.

10.1.2 Pinpointing teacher autonomy in CE classroom teaching

Another major contribution of this study is to pinpoint teacher autonomy in CE classroom
teaching. Literally, EFL/ESL classroom research examines everything happening in EFL/ESL
classrooms (van Lier, 1989), and during the early stage of research in this field the studies
focused on: teacher talk, learner behaviours, and teacher-learner interactions (Chaudron, 1988).
Because of the proposal to teach in an autonomy-supportive pedagogy, the role of teacher
autonomy in the language classroom is given greater importance. Based on the data collected
via classroom observations and SRIs, this study pinpoints teacher autonomy in CE classroom
teaching as a learner-centred pedagogy that is flexible in improvisations and rich patterns of

interaction, and is learner-friendly in resource utilisation.

10.1.3 Exploring a link between teacher attitudes to autonomy and teaching practices

This study explored the link between teacher attitudes to autonomy and their teaching practices.
The study found teachers’ attitudes toward autonomy differed from person to person and tended
to reflect their level of autonomy. The attitudes of 14 teacher participants toward autonomy
were assessed and the outcomes were used to designate each teacher into one of three
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autonomous groups: Less Autonomous Teachers, Moderately Autonomous Teachers, and
More Autonomous Teachers. In most cases, the teacher’s attitude towards autonomy predicted
his or her teaching practices in the classroom to a certain degree. To be specific, the more

positive the teacher’s attitude, the more learner-centred the teaching practices.

The case exception was Mark, as evidenced in the discrepancy between his positive attitude
toward autonomy and the limited engagement in autonomous practices in the classroom. The
analysis of Mark’s results shows teacher identity can provide direction for the development of
teacher autonomy, supporting (Huang & Benson, 2013). In addition, this study found a
discrepancy between some teacher’s cognitive identity and emotional identity. In other words,
some participants still fulfilled their duty with the support of their emotional identity when they
cognitively did not identify themselves as a CE teacher. This finding aligned with the emphasis
placed on emotional factors in general teacher identity in Day and Kington (2008), and in
language teacher identity in Song (2016). The finding also suggests that the relationship
between the ‘sub-identities’ (Mishler, 1999) in teacher identity is a complex and unresolved

issue in current teacher identity research.

10.1.4 Case study methodology and empirical evidence

A case study research design is appropriate in research on teacher autonomy. The application
of qualitative research paradigms in this study generated vivid stories of how teacher autonomy
worked in participants’ classroom practice, which could not be told by numbers in quantitative
research. According to Toohey and Norton (2003), autonomy should be understood “not so
much as individualised performance but as socially oriented agency” (p. 58). Case study
methodology covers the complexity of a case and its context (Yin, 2014). In other words, case
study research is good at generating a narrative on individualised performance and a thick
description on the sociocultural context simultaneously. For this reason, Hammersley and
Gomm (2000) claim that “the fewer cases investigated, the more information can be collected
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about each of them” (p. 2). Consequently, case study methodology enabled this study to narrate

individual CE teachers’ stories in a way that is not available in quantitative research.

Therefore, a significant contribution of this study to the field is its generation and analysis of
rich first-hand extracts from data collected via classroom observations and stimulated recall
interviews. The extracts functioned as robust support evidence to pinpoint teacher autonomy
in EFL classrooms. Many case studies in applied linguistics claim to adopt a classroom
observation method, but provide little evidence from real classroom situations. However, the
importance of triangulating participants’ attitudes accessed via interview with their actual

classroom teaching practices accessed via observation adds value to this study.

10.2 Limitations

Despite its original contributions to teacher autonomy research in Chinese tertiary EFL
education contexts, | acknowledge that there are limitations in this study. Three limitations
relate to its scope, duration, and subjectivity. There are also questions raised by this study that

cannot be answered without further research.

This study employed a case study design and, as such, its scope was limited to only one
university as the single case and 14 CE teachers as sub-cases. | acknowledge that every
university in China is unique. Therefore, whether the findings of the case university in this
study apply or can be generalised to CE teachers in other Chinese universities is worth further
investigation. Furthermore, the 14 CE teachers in the case university comprise a small sample
when considered in relation to the huge number of CE teachers in China. Although I provided
a detailed description of the background, experiences, attitudes, and classroom practices of
each teacher, the research scope was comparatively limited. To further survey language

teachers’ attitudes toward autonomy and autonomous teachers’ practices, the findings of this
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study could be complemented and further validated by large-scale quantitative research. Finally,
this study focused primarily on CE teachers, with some mention of administrators’ opinion as
support evidence in the report of teaching context. To validate the findings on more
autonomous teachers’ practices as a manifestation of a learner-centred pedagogy, further

studies are suggested to expand the scope to learners’ opinions and learning outcomes.

Another limitation of this study relates to the duration of data collection. The policy of the
Chinese Scholarship Council—the body who provided me with the funding to conduct this
study—allowed for only a limited time period to collect data away from Australia. As a result,
data collection at the case university in China lasted only eight weeks from September to
October in 2015. This meant that only one round of classroom observation and SRIs was
possible with the 14 CE teachers, along with 20 semi-structured interviews (14 CE teachers
and 6 administrators). It also limited the researcher’s ability to pilot the data collection
instruments in the case university. This limitation led to some unstable variables in the
comparisons and discussions in Chapter 9 (e.g., differences in participants’ class types and
differences in students’ proficiency levels). Ideally, a longer data collection period would have
afforded me more time to collect more robust and convincing evidence to support teachers’

autonomous practices in EFL classrooms.

The third limitation lies in the way I categorized 14 participants into ‘less’, ‘moderately’ and
‘more’ autonomous group. I minimized my subjectivity by setting up a three-way coding
system to describe the participants’ attitudes, but my subjectivity and misinterpreting in the
coding process may lead to possible unreliability. Moreover, the grouping system was relying
on teachers’ self-reported data in interviews, and these teachers’ subjectivity and emotional
expressions in the interviews can lead to a limitation in the reliability of my decision on the

three attitude groups.
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In addition, this study also raises some questions that cannot be answered directly. For example,
what is the nature of the relationship between teachers’ sub-identities and teacher autonomy?
Do these sub-identities provide a direction for the development of teacher autonomy? If teacher
autonomy is demonstrated by autonomy-supportive teaching or learner-centred pedagogy as
observed in this study, are learners aware that they are at the centre in such learner-centred
pedagogy, or do learners feel that their autonomy is supported in such kinds of teaching? If
teacher autonomy is a context-dependent concept, what kind of context is most suitable for
developing teacher autonomy? This study found some teachers introduced out-of-class
resource into classroom teaching, while some other teachers led online discussions with
students after class. Is there any relation between this kind of resource utilisation and teacher
autonomy? In all, it is anticipated that future research will help to answer some of the questions

to have been raised by this study.

10.3 Implications for teachers, institutions, and future research

This study investigated 14 CE teachers’ attitudes and classroom practices in a case university
in China. Although previous studies have stressed that it is the teacher’s responsibility to foster
learner autonomy (Aoki, 2002; Crabbe, 1993), the findings in this study have implications for
EFL teachers regarding the implementation of autonomy-supportive teaching in their specific
classrooms. The 14 teachers as subcases provided many positive classroom practices that can
be adopted by other EFL teachers, and there were also negative examples for other EFL
teachers to avoid when attempting autonomy-supportive pedagogy. At the very least, it is the
hope that this study inspires EFL teachers to reflect on their classroom practices. Because
autonomous teachers’ practices are always described as a successful way of language teaching
(Little, 1995; Tort-Moloney, 1997), this study also suggests that language teachers reflect more

on their own attitudes towards autonomy and their classroom practices.
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This study hopes to gain the attention of administrator and institution because teacher
autonomy is also situated in a specific institutional context. It suggests that the teacher’s voice
should be listened to and that teachers should be empowered to teach autonomously. This study
found that many school rules and classroom physical settings were external constraints on
teachers with low levels of autonomy. As a result, this study hopes for a more constructive
teacher assessment system, a communicative and autonomy-supportive classroom setting, and
a more systematic and sustainable teacher professional development program designed to
develop teacher autonomy within the institution. Quantifying all teacher assessment indexes is
convenient for administration, but it is too stressful and rigid for teachers of liberal arts subjects.
Moreover, the quantitative data provide teachers with no constructive feedback on how to
develop their professionalism. Therefore, teacher education and professional development are
crucial to the success of language education programs (Richards & Farrell, 2005). As such all

investments in teachers to develop themselves as professionals will be repaid in the long run.

It was impossible for this case study to cover all areas of research into teacher autonomy, but
the findings and limitations in this study recommend further research on this concept. Firstly,
further research is suggested to scrutinise teacher autonomy in a large sample of EFL teachers.
The findings in this study can be validated if similar teaching practices or different degrees of
teacher autonomy can be found in future research. In addition, more autonomous practices
would likely be uncovered via more comprehensive research studies of EFL classrooms. If
further research includes the students’ voices in the investigation of teacher autonomy, more
insights can be gleaned on learner-centred or autonomy-supportive pedagogy. Secondly,
longitudinal studies of teacher autonomy can track the dynamic processes of autonomy
development in individual teachers (e.g. Long (2014)). Thirdly, the findings in this study imply
that there are complex interplays between teachers’ sub-identities: a young mother identity

(5.3.1), cognitive and emotional identities (5.1), a visiting scholar identity (5.3.1), and teacher
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autonomy which are worthy of intensive further study. Fourthly, contextual factors also provide
some possible direction for further research on teacher autonomy. The optimal context for
teacher autonomy development may be recommended, and teacher autonomy in different
contexts may be compared. Lastly, teacher learning or resources utilisation in out-of-classroom
scenarios and their relation to the development of teacher autonomy also emerge as interesting

themes for further research.
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Appendix A Classroom Observation Checklist

Location Number of Students

Picture of classroom O picture of teaching O teaching video O

PPt, teaching plan and relevant documents collection O

Part one: personal information (please tick the corresponding answer)

1.

o &~ w D

Gender: Omale Ofemale

Age: O<30 O31-40 O41-50 O =50

Years of teaching experience: O1-5 O6-10 O11-15 O =16
Degree: OBachelor’s OMaster’s ODoctor’s

Title: Oassociate lecturer Olecturer Oassociate professor O professor

Part two: Teaching procedure
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Appendix B Stimulated Recall Teacher Interview Instructions

Stimulated recall instructions:

FATIAE — B ARBEAT. FATHIWT FEXH R AL BRI Y AERAR O ER . AT AT LU I A0
R BRI A, ABRBATAFIHER OB AR 4. B DA3RA BRSO w2 &
VRN AR AT A, S REBCEE AR A i h A LA 4

What we’re going to do now is watch the video. We are interested in what you were thinking
at the time you were teaching. We can see what you were doing by looking at the video, but
we don’t know what you were thinking. What I’d like you to do is tell me what you were
thinking, what was in your mind at that time while you were teaching.

WAL A AL X B o WERARE T 2480, URBER AT LU= 8. Bt AR
PRAR A PR FRARAT AR 2 IS B AR, URAEAT DA RUIX AN B A B . an SRR TR 4 i A E A
R BE, Pt o mUX A BT BT IR S VRIS T — Bodl i i AR B A8

| am going to put the laptop on the table here and you can pause the video any time that you
want. So if you want to tell me something about what you were thinking, you can push pause.

If I have a question about what you were thinking, then I will push pause and ask you to talk

about that part of the video.
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Time

Appendix C Semi-structured Teacher Interview Outline

Location Participant Code:

Picture of interview o Recording o

Part one: personal information (please tick the corresponding answer)

1.
2.
3.
4.
S.

Gender: F male [ female

Age: 11<30 1 31-40 1 41-50 [11>50

Years of teaching experience: 1 1-5 1 6-10 1 11-15 [[1>16
Degree: [ Bachelor’s [1 Master’s -] Doctor’s

Title: I associate lecturer I lecturer I-1 associate professor [ professor

Part two: interview questions

1.

PREIR B CAE RS I T AE 2

Do you like your job as a College English teacher?

(IS PAWNCASE/ o = NN (S PN 8 ey 1= (=

How would you describe your job as a College English teacher to outsiders?
PRGEAFE A — NG 2 I i B R R A4

What do you think are the most important qualities of a good College English teacher?
FEARHISETE 07 P B R MRS 12 A4 7 RER 25491 1 B 2

What is the biggest difficulty or pressure in your English teaching? Would you please
give an example?

FEAREIURE b, AR5e/5 3 O rT LU 12 H SR BER B3R ? Jyth 4
Do you think you can give lectures completely according to your design in your class?
Why/ why not?

FEVRIFETE PR 5 20 A S R VR ) AB O BEA I 2 Dot 4?

In your classroom teaching, is there anything you desire to do but cannot do? Why/ why
not?

RO R A TR TR H 1 I LE A Al ?

What are the conventions for College English classroom teaching made by the school?
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10.

11.

12.

13.

14.

15.

16.

17.

18.

PRI X LE L E (BT AE ?

What is your opinion about these?
PRIty Pl A B R B ?

How do you assess students’ performance?

RN s 33 E XA ) HE AR 2

What is your understanding of learner autonomy?

PRI I S U] PrA W 2

How is your performance assessed?

RxFE Cr T (BULER Aattking?

What is your plan for your professional development?

RO R BETE 2T BRMV R A A 4 B g 1 2

What are the rules on CE teachers’ professional development made by school?
PRxFIX R BBV ?

What is your opinion about them?

TG R, IREFRE B P A R A7

What is your role in school management in your opinion?
PRAEME X R 27 SR 1 PRI R R A A Ay e e iy 2

What decisions can you make on College English curriculum development?
PRt B 37X S BB AT 42

What is your understanding of the term “teacher autonomy”?
TREAFH St — > H BRI ?

Do you consider yourself as an autonomous teacher?

307



Appendix D Administrator Interview Outline

Time Location

Picture of interview o

Recording o

Part one: personal information (please tick the corresponding answer)

1. Gender: Il male I female
Age: F<30 11 31-40 I 41-50 F1>50
Years of working experience: 1 1-5 [ 6-10 1 11-15 [[1>16

Degree: [ Bachelor’s Il Master’s I Doctor’s

o &~ w D

Title: I1 Director IT Vice Dean 1 Dean [T Deputy Secretary of the Party [T Secretary of
the Party

Part two: interview questions
1. R0 B 7 XANES B R A A7
What is your understanding towards the term “teacher autonomy”?
2. e 2 | IR AL B B ?
What is your understanding of learner autonomy?
3. RFguiEZIMAEMA] E SR ERE_ERTPAE B A R ok e e ?
Which decisions can be made freely by CE teachers in their classes?

4. B EX R ITE PR 0 6] 58 B RE AT AW ? ARXS IR Le R E WY B VL ?
What are the CE classroom teaching conventions set by the school administration, and

what is your opinion about these?
5. X RFEIAEZIMIEA 2RI RET I E 4B ?

How do you think about CE teachers’ capability of assessing students’ performance?
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6. — AN RFEIETE B AR I S R A e 2
How is a CE teachers’ performance assessed?
7. X RGN BV A A 4 g ?
What is your suggestion for CE teachers’ professional development?

8. FAREHER RGN WML AR A H AR ? R0 XL E BT
What are the rules on CE teachers’ professional development made by school

administration, and what’s your opinion about them?
9. IEIEAF K IETE Lo A B REAE AT AT P g e 2
What decisions do you think CE teachers can make on school management?
10. K27 T8 22 o URAE A & REAE AT AT g 1) 2
What decisions can CE teachers make on curriculum development?
11, KA TR Z AR T B R BB AS AT A7
What is the biggest obstacle of CE teachers’ in teaching?
12. KE£HTE 2 M ey 74 6 LA 1 7 2R 1 22 AR 2

How can college English teachers best teach their students?
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Chinese University"(5201500496)
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Chief Investigator’s / Supervisor’s Name & Title: __Prof Philip Benson

SEHEMERRS

Participant Information and Consent Form

TR B AR KEETEHOT E 2 129 R & —— P Fr o B KA RGBT 5

Name of Project: Constraints on College English Teacher Autonomy --- A Case Study of a Chinese University.

PATI R EAE S N — Wk T R G ZB0M B E R R R IE . AR H 7 T @ w5
B AT IR R IR e i 4 K B UM A B R BRI R . You are invited sincerely to participate in a study of
constraints on College English teacher autonomy. The purpose of the study is to explore elements that constrain
College English teacher autonomy through an in-depth case study.
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= % % T Philip Benson #(#% (philip.benson@mg.edu.au) 745 5 F 247 1. The study is being conducted by
Mrs Lina Qian (lina.gian@students.mg.edu.au) to meet the requirements of PhD degree thesis under the
supervision of Prof Philip Benson (philip.benson@mg.edu.au) of the Department of Linguistics in Macquarie
University.
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and video-record your classroom teaching in 2 classes (about 1.5 hours), and then interview and audio-record
(about 1.5 hours) on your classroom teaching (with the video record as a stimuli of recall) and teacher autonomy
related questions. Only the interview data will be documented as research materials, and all data collected (video,
audio and text) will only be used anonymously in this academic research. Because it has no relation to your
performance assessment, there will be no risks or any discomforts physically or mentally. | will pay you .00 gift
card per interview as a reimbursement for your participation.
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the course of the study are confidential, except as required by law. No individual will be identified in any
publication of the results. Only the researchers can access to the data collected. A summary of the results of the
data can be made available to you on request by email. It is possible that the data may be made available for use
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in future thesis writing, conference presentation or journal publications of Human Research Ethics Committee-
approved projects.

ZHARM AT EBEN: RERNIAZYE, MinRERE S, Sy BN TC4 ARG R E
HiB H . Participation in this study is entirely voluntary: you are not obliged to participate and if you decide to
participate, you are free to withdraw at any time without having to give a reason and without consequence.

E2d O FEME LA EE, JFHRT R CE RS-
PEREE . WAECKIAT LI ER 2R — P S SAB ARG T, FEZ 507, Kok
B — iz s g R

I, have read and understand the information above and any questions |
have asked have been answered to my satisfaction. | agree to participate in this research, knowing that | can
withdraw from further participation in the research at any time without consequence. | have been given a copy of
this form to keep.

ZHF WA QERE
Participant’s Name:
(Block letters)

BB, F ]
Participant’s Signature: Date:_

Wt E 4 CERSARD
Investigator’s Name:
(Block letters)

W ER 4 Hi
Investigator’s Signature: Date:__
SR A SRS B TS AE AT I8 h B2 R T A G S At B 4 SR CRUG/N G sy ke s dm) , AT DAZERL R

SEPFEE T THEF A, R TSRS NS REFE . 1f you wish to receive feedback or results

of your interview (summary or transcription), you can tick “yes” and leave your email address in the blank
provided below.

Fosg, A B HNZ A W IR AE AT 7T h 5 R UT A SR B S B A SR CRUT /NG BT RS %) Yes, |
wish to receive feedback or results of my interview (summary or transcription) in this email
address

A, RAERRCIRAE AT FU 4532 RV R 0 R BB IR CRUG/D G5 8l R e %A% No, 1 do not

want to receive any feedback or results of my interview (summary or transcription) in this research.

The ethical aspects of this study have been approved by the Macquarie University Human Research Ethics
Committee. If you have any complaints or reservations about any ethical aspect of your participation in this
research, you may contact the Committee through the Director, Research Ethics & Integrity (telephone (02) 9850
7854; email ethics@mg.edu.au). Any complaint you make will be treated in confidence and investigated, and
you will be informed of the outcome.

(INVESTIGATOR'S [OR PARTICIPANT'S] COPY)
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Appendix G Excerpts in original Chinese versions (Chapter 4)

Excerpt 4.1 Donna (interview)
JEA0F R Y BRETIAEM I PEAT, XA RO — AN, A S 37 )
. XNREEMMERR T, Zfh, BAZL?

Excerpt 4.2 The Teacher Work Handbook (p. 190)
H HUT 207 E &R RS, BE 2SI R BT FUE Y R TAE . BUeE SR
0T ZOM PR A Z R GL AT H R IR A & S LA PR

Excerpt 4.3 Elisa (interview)

PR E AR AL I LT — DL Z TR PR, B[R SASH, kb
BT EAGE T .

Excerpt 4.4 Sam (interview)

W UL FIRZ LM B R B, 5—ReE T — T ARAMAERL, KR

FIXAMR

N

{il

?f

Excerpt 4.5 Mark (interview)
AR E B SR UG, Al ]2 R R AR LR T, X2 AT DA, R IRAIA
[F) B X AR ) 7 2

Excerpt 4.6 Nancy (interview)
HRHIEW N %2, XMV TR EZIHT 8. BRI A, widl = TR A,
PR INELER LI WAEAFE R ARER XA VFAY, 128060 22 iR B AR —
O S ) — LB 5 it

Excerpt 4.7 Linda (interview)
TR AR AT A AL X L 5, Al TR E AR N, A RERAT . XPIDE
SIS AT EN RIS BT gy T IRIXFER PG, R EmE. A A B,
WA EHZHEHFEETN TR, ERW TRENTFBE, BHES SN LI
i AR SRS copy ISR, B2 2 /D/DIESE R R E ERE, HE
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DATER . (HRFERFE R, RIEHESMK . RIFHEAE RS, RER
FEIXFER, DRIF—BUR T 0. A AR TR, AZEINEEYR, M
HE B OIS T mERAZE. DR AR ME R AT, EHE
WHEC, AR stand out, HEZFILHTIE, WAL left behind FtE XA OA

Excerpt 4.8 Susan (interview)

FHA RIS n] GRS R A, Bt B R 2 1 — LRI SIS — T
Excerpt 4.9 The Teacher Work Handbook (p. 204)

12, 8 B AR B SS L HEEORIREAESS 1

13. THEARN . BHEA R . BB IATH AT B RAL A R R AT
LR 1

14. R BCEAAR S MA AT G — B
15. ot B2 5 B AR 22 2 A 6 S
16. YFR. W BESHCEES TR R BRI, SRl e SRR, BUAELES) NI
17. FEZF i F I (] A3 AL B WOR A= 2 N
Excerpt 410 XXX REZHEHZHRERF AR (ERXHP

2011 24 K2 A B PO 2% — R PR I %Ik 75%, ZRitilid %k 90%; 2012 2% K LA )5 4FE 4
REFAGETY L — Rk PRI ik 80%, Z111H1d %A 95%.

Excerpt 411 XXX REFEHERERFT TR GEXHP

(1) M T KIHE: TG — YR AT 75%, 3205 15 Ji6: (EIER LA
—AES L BRI 16 RISF) 75%, AR A A

(2) X RIEHIN: PRI R A IAE N R SHE 2 RHEA 51, R wis
B AP — 5, EL=IREANFHEA AT =41, AT R BRI, 7 &
PURRE TH 25 EAE AR VP o I R i BB 7 DAl s LR PIIRHER JA 1001, HARKDY HF
HR B4, SUATERB IR “—Z 0 kb, FrarPEg N 9umd R8T 2K
W RN, HEREBEZAG N AR LB AT FX.
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Excerpt 4.12 Vice Dean (interview)
Wevi#: W, Nt alg. BRI &8 TR Ugulid &, R 1Ee
IR TR AR 1, XTI o AERPEATT R S St PR AR Y 0 BEOR e A — 8 A XA
AT A 2 B = AE RSB N BE ST BT AR DL WE, 25 BEPEA IS A A
g, et Wryile, gl (The—HemtE, &R~ —RprEsk b B, Hn
i BETE N FHEIRE ST RN, R AT I S B FRak i g
KV DAL A7 ST H AT B4R 9k o
WTE . RV AR, . B AT A I PR B G . AR 15 R
F e IR I A KT .

Excerpt 4.13 Vice Dean (interview)
T AR R R F: N SCR IR, 20, BRI RE ) AN TP JE W . Ao AT 2K
FOEMEE ALY 7, B ER .

Excerpt 4.14 Linda (interview)
RO AT DUZEEN A,

Excerpt 4.15 Sam (interview)
T Il 0 B R EEAE AT B I 1) A 25 58 IO AT 55, ANV ARG, AR WL,
VREFZI 5E o 75 A% B 2 a0 1h, IR RIS, Ml A S TR e g 2
Jii. LEHOHAEANK. FINERE T THE, RECAHEFER TR, X MEAL.

Excerpt 4.16 Ruth (interview)
RS, HE T, RE ISR, FIypl2uint AW, REZNEAR, FAK
AR 7], R EAGIX, XEIR . FACIGA AT B 5 8 R N T R R %2 I R
fEAAATRE T - | set the pace!

Excerpt 4.17 Mary (interview)

A I TR AN A H 2 i AF EIX AN TN G2 LU R SR — T A AT T AR VB 22
REWS AW SR AL I ZRAENE I 9, (B W RV R 54X B AR P it 15 L RS2 AR H Al
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Bk, PRJEARAIAY SRS TS AR ARG . SRAEE YA T A%, (H2
£ ET PERGTE R UG B — T o TN TR 7 BCAI TS, AR (8] 70 o b R Bl T IRAMA
MR Z — i, SRR DUNRAIE BRI BEAT,  SHBE

Excerpt 4.18 Linda (interview)

A WA —Fh IR ideal f TR Fh expectation 3K [, F It A X REARE,
Excerpt 4.19 Linda (interview)

JIT LA A0 FRA TR S B2 L S FF AN R BT SR Y, gt Ul I S AN FR AR A 22 0
Excerpt 4.20 Grace (interview)

FA B AT RE W W AR IR — BUNBE_ EER, SRR IR 7R 7wl A Sh R R, &
R T HIEAR], WSS T

Excerpt 4.21 Linda (interview)

H= HIEMOX IS S N5 #BA . REIE S S A 1O, FERT S 0, A
X, S EAT 2801, WA K.
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Appendix H Excerpts in original Chinese versions (Chapter 5)

Excerpt 5.1 Donna (interview)
WEAUIRRBEER, . REMUREARERX — .
Excerpt 5.2 Grace (interview)
L AVEIN, IR IR A SR 3R 2 K220
Excerpt 5.3 Lisa (interview)
WH LR ZW T4, K2, Bdta, #oEr.
Excerpt 5.4 Susan (interview)
el it AL HIAR .
Excerpt 5.5 Mark (interview)
WA F ZIN
Excerpt 5.6 Linda (interview)

FLSCTRAE BN AL A B LR L. 0 B R EEAF BT EN R A . IR H
cHL .

Excerpt 5.7 Nancy (interview)

BB LR AN, MATEE — SNt AR ELAL R A, BT DA— W B AN HE w58 LB B

—
=]

o
Excerpt 5.8 Elisa (interview)

PARTANE XK, BUEIR AL 3 B W) . BRI/ S 22 a1, i F0 SR
Fi.

Excerpt 5.9 Grace (interview)

R 7 IEADRARIERIE TS, FHH.
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Excerpt 5.10 Lisa (interview)

Mo EEFEA DURAEAEAE S, IR AT A 212 N1 B AR

M

Excerpt 5.11 Nancy (interview)
BT DR BAR E YL EIRA X, Al BEmie o VARER A — N0 1.
Excerpt 5.12 Mary (interview)

FE— XA BT RIS R ORI, BB .88 A0S, SR A2k
BV o AR B SR ARAR M IRV &k .

Excerpt 5.13 Sam (interview)
AR VU251 AR BRI, AR TAE R 2R LF I

Excerpt 5.14 Donna (interview)
WA AR A BT, RIS E X o AR AL S, A I 5 15 HL AR )
i

Excerpt 5.15 Linda (interview)
HPEN, REGERFICEEXNR, WREH HALGINR IR, kPR EZE T, EHiX
BE, ARV )T o

Excerpt 5.16 Mark (interview)
HES ) FERPAZEMNE CWF ], B 2 3T AL, i — B 8] e /51X 4>
TEEAEE, NG HEHTHIE,

Excerpt 5.17 Mary (interview)
HEREREAAAZ, WS ZHEax 3 a8 — MR . B4 s 2]
R A FAIRNE, A E, #dE s EHZEANTE ST
FATTHE, EHEXNECH P

Al
A
Excerpt 5.18 Susan (interview)

W2 R — T H CRRE, EphEmE g, S TECH - DRERL R
HHE.
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Excerpt 5.19 Donna (interview)

ERE ORI B 1) 1% 7, PO N BUCER R A2 I 5 2 27 IR . IRECAE
fib B 5, At A2 TN B, AR

Excerpt 5.20 Linda (interview)

H XA RN R SR AR L, REAR. HR - MINESZEAZIMER, AXREK
BACHIIB A — AR R, i 5 ORI E 328 AR .

Excerpt 5.21 Grace (interview)
FAEHT, BEFA, U HIRZH T I E.
Excerpt 5.22 Ruth (interview)

—ANEIME VMR E 2RS4, 46 REH KA &by, Ra a3 zHE, 5%
PTA B EZMEF B EF, At E 52

Excerpt 5.23 Linda (interview)

XA E SR, HSER AR K A R RIS I — 5 5.
Excerpt 5.24 Donna (interview)

A B T IS — BRI — 5 3.
Excerpt 5.25 Nancy (interview)

WWAFRAZIL 2 —MEFE N, MRIRERFMEA X E T,
Excerpt 5.26 Susan (interview)

REERAEN— DT E, B R WA B, (HRHSHMEA T ES.
Excerpt 5.27 Elisa (interview)

FAFE T, WM IZ A R A A B REH .
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Excerpt 5.28 Nancy (interview)

P IRRTE LI BFN, ProRIE R, wl Rt AiRie b =,
ARSI HCE I KRR BN, A0 sk 851,
L AENEE, SINDTFIE.

Excerpt 5.29 Nancy (interview)
e, AR R BR R IE S, (B2 H O XARIE
Excerpt 5.30 Elisa (interview)

ARG 2, RPONKE OASG K ERRE, FABEATF, FEEE, HreaLiy
=N, P AL 2 BTG TR BA LK, BEE I AT L, B
IR R W ESE 2, A [T AR S A T R A T

Excerpt 5.31 Mary (interview)
ARFALT, R TMEATARA, FLABRITCABATIITIR—DNZE B3
Excerpt 5.32 Elisa (interview)

AR IR, 575 40 22 1, KEICHZ TR, BEHAARLReET
Haly, A KETRE, BRRAEA XML, BIsesE s .

Excerpt 5.33 Linda (interview)
IR %, (HRRTIIRA L.
Excerpt 5.34 Donna (interview)

AL WAL ALE, WA ZR B NRIER D . Han iR EAR, B2 5eis
0 AT RAR AT . LU ISR KR KL, RENL. PrRATRAEA — PR A

Wy SR EL
Excerpt 5.35 Mark (interview)

R SRR LA AL A 2 I SO 3R T 5 s 2 LA, U ANt A KRR J L
FARAT AHE DU
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Excerpt 5.36 Sam (interview)

AEITE LM AT . BA TR E A RERAIE . PrLAut Ay Fe B, s 7L T
PUG, EEMIRE OIS, A Bk, U T, #2 80, 90 4 KL
F5i N AR BRGNP .

Excerpt 5.37 Linda (interview)
T A A0 FATTHRO R B A R S8 R T 5L, AR E 2 A & F
Excerpt 5.38 Mark (interview)

A U2 MR EAR I 5 iS5 MBI, KA E CRE, X4
HE A, XM BB, RN EEE RN,

Excerpt 5.39 Lisa (interview)

FEME AR . BIGE A2 — DO E . S RENS B oA SO0 B 12
FURIIR A UR BT, R AR 22 HEWT, Bl 2 ORI PO R R, DT FE X AR it Bl
RVURA A IPERE, AR L. BB RAES XM, Me2¥EAE
FeAEAMIRA B BRI E 55, ZIMRIERURR B VR ZHARIEEE, IR RHT,
PREGHRN VAR o

Excerpt 5.40 Sarah (interview)
HUEAE TAE EREWS LU B ERILHE A S TAE N BT .
Excerpt 5.41 Susan (interview)

PAEAFEIN B Tl MAZ BTN B © X9 A ST, IRIR A ST SRR,
PRAERLIZ AT LAk E B COTBOX TR R, AR5 DASGEERE . SR )5 tn R 0T 1
AT Zae s B S E X TTIRRAE A L, 8 21X — iR BEE 4 2, 5
BN S XA .

Excerpt 5.42 Elisa (interview)
FONA L, WEFHITE L, WASEE, TH-RUrE, WAREIEFE, &
ANNESEBITE RIS, AR BTN Z AT REAEURE b, w2 BEWS L an i AR HIE IR
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2HE, DLz REN B XD AR ER, U AR, 2RI, JIEAH,
R0 B R SE, AR RUE RSB .

Excerpt 5.43 Mary (interview)

Pt 2 2 — rU AT E MBUT RN NP A RIS S 1 o REOANBUTE EH3E, A
HEE LB A EIETH, LML FRD I E R IETE, 8 T NMEPEGUE BT RS, BN

BN ER S, FEORMER] IR, L A RO VT R a0 FO2 FAE 2 i)
W, BOME EFRRREF TR, BamteRsd B BRI RSP &
SRR IR VREA — DR, SRS AI, WIA 37— DA E bR, #EER
%, FEAR, TBL Tk, BAERTHESAW, KRB CERR . R)E, @&
BTG, AR IABIE R R B S R I W, BEs it — D BT . ARG
TS SR TR RERS SN IR S v i R B b 2

Excerpt 5.44 Nancy (interview)
PO E FAERICHT BB AR AR — DN, RERERIEE CEALERE,
R HRKE. ... BOTEERWE, REFEESJIDNTTER. REL - RESH, ]
BB—T1R, ARZ DTN B —PMACKE. BN IRERE, RN AE
MV B R S B ) — S R T I ATV FR AT 4« AR A A K EEA — & K RIE.

Excerpt 5.45 Linda (interview)

WHEAFHUNH ELRRRAIRIB AL, ER A, RS, SRWRIEN 2N,

VEN—ADNE, IRESEA L L2 2], AT HRAIR s L5 5, &Rk,
Excerpt 5.46 Helen (interview)

FrABM SR ZIE 1, 2R RTEHDS, £EH XU Mzl Esg, e

REREE CFIEE C. B2 TN AT BEE AR E OXF H RN, B R0 IR

AHRNY, AR — R ELATTIE L R ERE A A HbR, IRFIEE A X

Excerpt 5.47 Betty (interview)

FONA T, PR FHER, BUTHE R,
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Excerpt 5.48 Sam (interview)
MEMY, XL, AUFEIE AR, ATRERMRE S S RN H XS, 8
NEFRE—EARAMNAT R REAE.
Excerpt 5.49 Elisa (interview)
HooE 3 TR R A PR B NOZ A T, IRIURIILIN, BAF VSR Z M3 e 15 AL PR
EREXEE TR, BFRERE .
Excerpt 5.50 Mark (interview)
RBLZATLL, REl. RERRSEREECK T, R R .
Excerpt 5.51 Lisa (interview)
FEHFIR, WA AFIE R T AN . A Lt 2 HARR A, R85 & ZHRX AR

B AIREERIT EixHegs—2, ERXANPUL R EHERESS — A, B ARIBATE

A
XE o
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Appendix | Excerpts in original Chinese versions (Chapter 6)

Excerpt 6.1 Sam (interview)
FidH ol JLE Ry B4, mlaivl, —MER. 5 o ARIESR k.
XA AHEE, HERDZRAN T HIFRKK, Ra—DARE, B,
Excerpt 6.2 Sam (SRI)

o PRAE R S A [ 25 A B BRI AR R I — A A S A R i ?

T: BAREAHS AR FOAWMRBE U LAV ANRIE, s SRR, REH
WX NMEAE . FeAEMEIEMEEARE, kT, ER—AMRKRE, o
IR B i, LR At B At R AT AR

(..)

R: Mk, (HENTKE, MarFELZRZN, —EMERS. FRFERR, &
T IR —K

T: (HEARBE, RBEGHE W ZANFEY, siEXANRY:, REEZ— A,
PRI R Ui LEAA I, fhBIERFR R ST (10 A A EAl 0 LU RS IX A 425 1,
DIz — . BOAANVEEAU, ARG, RMERIFEZAHRAS, BERA S
BT TH 5

Excerpt 6.3 Betty (SRI)

R: RN AKIUXFE R IRBNZE AR, B=A24 R R B 12
A7 RE B A, 2

T A EFX RIS E =4 ekt B R BE_ Bty s el —Ay, il —
MHIL—A.

R: Xﬂ‘o

T: B ADEAERRE RN, B DI E R R 2 B a8
ARG ARTE IE R, FrBLsidt 7 BROAS T PN, ERELS AN S A
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R: b i ik & BEAL 22 HE Y o

T: FEHLEY, 2R DIEAFIERE B LAY o

Excerpt 6.4 Donna (Classroom observation)

T: Paragraph one, look at the screen. OK, how to translate this sentence? You know every word
in this sentence, right? Every word in this sentence. Then, how to translate it into Chinese?
You know every word here. How to translate, especially ‘fuel’. OK, you can guess, OK, you

can guess. AR, fX4ARSNER. OK, [S1].

S1: AAE.

T: W2 AFTRLUANENE. A SIAREr A, AR AN RniE ] ?

S1: —MEXMA, KT .36 TH4. 0

T: REEAH)T, Sitdown, please. ERITA, FEIL TAT AL GH 3 VA4 B IRE

H M. .who knows? who knows?... iIX/>, #ZIRIEARME, 0. BiZEIXA fuel i
— &, HAMES R LR FEAR IR . RIEXEB A A T, [S1] PRIX AN FHAAN VR 25 FR G 1L 1
PR RIS IR 4 2 61 o ...[S2].

Excerpt 6.5 Donna (SRI)

R: (. AKX BEIIEHUR YRR 7, & e WIOHRIRISM 7 —Doe®IvG,
A HRAR S DU 2

T PRORIX B E T —A fuel.

R: X, HIRWE A REIRK 24T I VAR R 221, AR 2> 3
HEEA SR . (R AT B XA BX AR 17?2 B XA T, ek
ERAF IR, ArRE A B LXMW, KA LKA ER Fr LA KB HH
RIS RBkER .

T: FroAREZ SRR —E B RC TSI Z, A EIRN, TARE. KEE
AE A BE L 1 .



Excerpt 6.6 Sam (SRI)
R: BHEEMIAY. MR, IR—MCUHEIIE 2B A2

T BEMERSCFCNKBIR T, M1kt —£& indicators, HiEREW s
WA A 25, Haibd&K. REER, BOSH R EITZAZ A — B . 28
JREULURIT AR, IS ESHEL 7R, BRI U2 T AR AR,

R AZ T ARKRRE . AR F GRS SCR R, RGTRESRE — MR E &
(Fro BRULH 7 Bt e 2a MBS BUR A ReshE . WRIRIGEIT s B MG, IREIn
I, IREREE S, RERSGRN, RIS AR BT e iRt FULR T (E .
FAEAFRARAE AT AR K, POV RN T, X ERRdus, 2. el el
AATTXREDE,  Sedi A e if

R: (HRELEAZ NI, ZDABNCEHA K, HEK. RERMAKTFRE, 2
JEHRGEAFRANER SR A LT, Y.

T: YRR, IERVFRK.

R: —/MEEENR, BoARNEER, RAKIFRIRE, FwEa ks mAe .
T: A RJESTRE?

R: A HJETT, R

T: REEMNIZLEA TR,

R: WRERVRGI 2 HAKRZ T .

T: &

Bk

FEGEAF LI AR A, R T

(L

Excerpt 6.7 Donna (SRI)
R: XMt 7> BOSA JRRMEOE — 26 1@, B DALl AR B2
T: X, WWEFXANE MR, HSE ROz B LA .

R: X, BN B2 A T 1
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T: JEA GRS BN R, BATTEE B ERRAR TR, Mloef — L5
I

Excerpt 6.8 Donna (Classroom observation)

T: (...) Wit ZITHRIT S 282 U PGB LA VS 9638 . AR A Z /X ?

Ss: XJHF, AjE (some answer)

T: P R UAATER R e oiB bR 351, R2 NER k. A ZIERNIZE
JSeA P SO 2

Ss: (Heatedly discuss and negotiate with the teacher).

T: RN AIREL, RAT AR A S X5 BOARATE R DA RIRDGE, 2
i, X ? Tl — xR BUE, BERNSEEARE, AEE0RH. BRI
IR AZRH, AEE AL,

Excerpt 6.9 Donna (SRI)

R: SXJEWe, IAEMLEVIHRIC T, URSCHREZ 70 R L 7> e ?

T MBIl R A YER, WA QTR WSS M AT B Get started HIH =4
o), AESRRBA N, R4 7 — AR REHR PRI, PHRSCIRE — RIHRR &
MARA title EHTRIA Y, ARG PRSC, — DN — N It

R: RAMAWABERXANYERE BRI, B —LaH g shve ?

T: BUONBCAI I, 3 EASFWIEA & 20— 2 piE s a4 role play 8, fHA2IX
AL ) LA BT EEAUR XA unit two ZRAZ X AR ), AR 73 role play 5L
HARVRTT LA —2E role play AH—22.00 AR 255 . (HIRAREE — AN BLEEI R 55 MR
AT role play 7 24 U H £ 5/£ LM X WA . LRI RIS 3, RIEH NS RIA
il

.
o
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R: Xfo ABEAMATEEIR XA K F SR AR, W R AW AR ML, N
AL BEAES, S ARRCRIE R

T: MRHEER, ERLDAER NI TRREAER, FARZIREAER

Excerpt 6.10 Sam (Classroom observation)

T: The third one. To reduce the railway accidents, 'to' means in order to, 4 T /b 4k % 22 i
FHI A XA R, BOE A, NiZsE XK. We spend over..., over means 'more than', F A 14E
7 10 million Yuan. Vg, JRmi2H 302 —T /370 on something, on the railway line,
every year. FFEHELHIL — T /Hot, HEX M4, XL R4 B,
spend some %k to something, FrLAZIJCEERMT, NiZHzhwP) ing B4, MU TIER
Boo XPXABREEALHAT..., W, FIGFFRME—T, W, [S1]

S1: maintaining

T: maintaining, good, thank you for filling maintaining! 5t /& 412 £ 771X Mk 26 . now, my
parents live a frugal lifestyle all their life. The first word, frugal, f-r-u-g-a-I, frugal, what's your
understanding towards this word, frugal? [S2]

S2: LI

T: MRMEIH, BE AL TAR, Ok.

Excerpt 6.11 Donna (Classroom observation)

T: OK, then, 'take it for granted’, [S1] what's the meaning?
S1: WAt ABFT AR,
T: OK, good! ‘AR JFHH T, XA 1.

(..)

T: Issue, what's the meaning?

S3: | @i
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T: [A#, good, good! ANEH] problem, Kl 1, KFILT, M HAEXEAM K, ZIE,
AT issue, OK, =k E! (Students laugh at the hot word understandingly) %72 1R K
)=, PR AR — AN 0K,

Excerpt 6.12 Donna (SRI)
R: X PPT A2 ARt 2
T: ANE, BEARKIAREE.

R: FAEAFIXAHTTHE highlight —F, fRBital e i =, BESHE NN —
Ko

T: FEAE BN PPT. BtHEK.
R: WA AVRA I & FAC I [RIKS g 2< Bl i PPT W 2

T: LXK EE A

Excerpt 6.13 Sam (SRI)
R: RN AIEFEH PPT, A Ak B, IREEAZHFR?

T:PPti{Jih, X MEMLHREHE. POARSHN T —, ANTENERE, SR T
BENT o B, EADERA MR RAN G E TR, X R, P
A2 A NG RERARE, —DREPGERE TR E. POV 2 FERE
PR ERCRB AT, WM PPt 1. ARG, EREmMZER. B
=AU ERAI A, AR IR I & 2 A, 2B PP, ZIMAa B
5, IR 7 LRAEME, fl o BT AU 3R ZR MR AN i BER IR, B2
PPt.
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Appendix J Excerpts in original Chinese versions (Chapter 7)

Excerpt 7.1 Grace (Classroom observation)

T: No, why? What does career mean? (Write the word on the black at the same time) what does
career mean? OK, everybody, we, we think about your future job, your ideal job. So, what are
you going to do after graduation? OK, everybody, just tell me one job, your future job or your
ideal job. OK, one minute, I’ll give you just one minute. ...So, what's the first word coming

into your mind? When choosing a job, when choosing a career, OK, [S1].
S1: My future job is to be an electronic engineer.

T: Ah, electronic engineer. (Repeat and write it on the blackboard) OK, so... class one.my class
leader, what's yours? What’s your idea job? What’s your idea job? What do you want to do in

the future? Or your dream job? What’s your dream job?

S2: No response.

T: You just don't know. You never talk about it? OK, sit down please. And [S3], OK.

S3: Er, I want to be er, a Math teacher.

T: Oh, a Math teacher. We don't know, a math teacher. Ah, it does anything with your major?
S3: Because, er... 3fg FH DOE A ?

T: OK.

S3: BIARZ AT, BB NESIES IR, 27— DEEEZI0, B AR A3 AN
Hro BN BT L2200, JaRIKL 7 — T 33247

T: Is math teacher a profession? (Write it one the blackboard at the same time) her ideal job is
a math teacher. Ok, you have your career here. Er, how about the boy. The boy from class 3.
Where is my monitor? ... (Walk back and forth and look for the student) my monitor, my class
leader. Where is my class leader, OK, so, tell me, tell me? Yeah, what’s your future job, what's

your dream job?
S4: 1 want to be a lawyer.

T: You want to be a lawyer, wow, good a lawyer. (Write it on the blackboard) anything else?
Anything else? [S5]
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S5: My idea job is an IT, software designer.

T: Computer what? Oh, software designer. Software designer, OK. So, from your answer, | can
know that maybe, basing on your interest, your ability, or your major, you want to choose

different jobs in future.

Excerpt 7.2 Grace (SRI)

R: fRiXHE ) 7 — ) @i gk & what the difference between work and career? F 3% [ ia) &
WAe, RNAA RX AN A, 1A 2 PR AR SRS 3 A 113X L2 warmup questions W ?

T: BUNIXAH G Eim 2 work and career, BT UAFREEAE, ®ci@id XA Ea], k4
11E — AN

Excerpt 7.3 Grace (SRI)
R: TRNH A EAMIX R, IR B A2

T BOARAR, IR BAMANI AT S, 45502 X career iXANaE AT TAS A T I,
ARG, iR —H, ELanid job. RIREABAIEESAER], MR---v] e IR T/EA %
fI— Nl RIS AR T — N R R B — N A, LA TR E B .

Re L REBHE £ 1 S LA YR 4 B AP i

T: %F, %F, GHEKHERNH occupation F1 profession, HF-5HEA [, #BEA jobix
M RN K BN AW, A ATTER S DY i 16, ] e S A il 2 Al i 22 55— 0.

Excerpt 7.4 Helen (SRI)
R: PRGCAFZAEHOS TR P24, AEH S ?

T . MOAZRATEEMK. mHI 14 2498, st KIS 2IbAIRI R, 2l
R EAZ AN, AT AN HRN AN NER . B&)a 0, & JLNHERIL
FARBEUATA T, T2 HAEIRE, B RER LRI T o RO g4
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K=k, 1EAR—2E4E PPT BEMMUXNFEF, presentation ZEif 15 B B IXMFEF,
R BORIEARET .

Excerpt 7.5 Linda (SRI)

R:  (...) BUERBIIRIE A FIRHRIEA LAEXTAE, K100 N AR X ViR ¥,
iR E AT BBt AT R . TRt R UM IXANE, BrAdE, 4 A LS
o EARE?
T: BROERAS I 3w A IR A AL 4 BE, e BBl 1 & — N PBi%E
RAE—NEE, PR 20 E R WA Bk A, WE g2 s—1
NHEREE

Excerpt 7.6 Linda (SRI)

R: &, i), A FIE. HAHKAN PPT WA, WAHREIHM, —MRE T HII
RMOIRIUAR 2 E AR FE?

T . JRAAEE R A N IR AT RS2l JL o B i [RIFEX AN 44> presentation.
fheatse 1, B At s L8, REESH K, POV HHA TR
2 PR EL I [A] o

Re R I 1 Il XA AR ) DR LA R VR 2
T: X, HEXRREE AN — T BFOYRANER BT ST IE 5.
R: Az AR EM, IR E 2 Hk?

T: RELEFAMSE N EIIE 255,

Excerpt 7.7 Linda (Classroom observation)

T: The six things describe children's feeling or children's love towards parents. Let’s see. (Wait
and look at the screen) ......which ones are true for you? Yes, you are away from your hometown,

and probably you may miss your parents every day. You make phone calls to them every day,
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even you cried... to them in the phone call. OK, [S]. You have many choices among the six

statements. Which ones are true for you?

S: The first one.

T: Hum?

S: The first one.

T: The first one? Oh, my god! You miss your parents every day?
S: And... the fifth and the sixth.

T: The fifth one, and... The sixth one. OK, | know about my parents' hobbies. OK, if you don't

think it's your privacy, can you share some hobbies of your parents with us?

S: Er, my father likes smoking. (The class burst into a laughter suddenly after hearing the

answer)

T: Smoking is a hobby? Others would think it is a bad habit. Oh, do you buy cigarette to you
parents, to your father?

S: When | was a younger child, I have bought for my dad.

T: Oh, yeah, and how about your mother's hobby? (The teacher waits for the student's answer
while the class begin to chat secretly) Why does she love? May be, this is another, this is also,

a little bit...funny.
S: Er, my mother likes watching TV.

T: Watching TV, this is common for women in our life, watching TV. You know, in another
major | asked one student, and he says my mother loves going shopping. This is also very

common for women. OK, yes, good, sit down please.

Excerpt 7.8 Linda (SRI)

R: SRJGURIE M 2] T — N EAH ), At 2 At i SCBRE - hobbies. fR 24X 4 19 ) H
IfEft4?

T: HSixX e MM 24 T i A8 ik 22 4E practice speaking English. /0 f& iX 6175 5 H:
SN LUS RS IX MG A &, #iE parent and child <&, fled —ER, EAUE
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A—EMFRERIE., IRy 5, W ESEE M —MEM, —fis
Mo BUONARIEAE AR, e Emid % 7. RERIERRHK, AERe
Al N, BERN SN, REEMAS T —&, TG AL e g2
parent’s hobbies I, parent’s birthday ", XLl —Ho¢ & bR R & IEIE .

Excerpt 7.9 Linda (Classroom observation)

T: Except communicate with them face to face, you can choose other forms of communication.
What are they? [S1]. Let’s think about other forms we can choose to communicate with your
parents. Maybe your father is a businessman, and he is always busy out. You cannot talk with

him, OK. Then what else you can choose to share your minds with him? Like what?
S1: You can call him.

T: Yes, you can call him. You can give him a call a day. You can call him; you can fix the time.
What else?

S1: You can use Wechat.
T: Chat?

S1: QQ

T: Yes, you can send a QQ message to him or just chat with him online. Yes, very good, good
idea. OK, because everybody enjoys computers, OK. You can send him a QQ message. Good

job, sit down please. And other forms can you think?
S2: Write a letter.

T: Yeah, write a letter. And also | have one idea. If you cannot find time with your father, you
can share your idea with your mother and let your mother...send it to your father. Is this a good
way? Yes, OK.
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Excerpt 7.10 Linda (SRI)

R: (...) XAMUFR M T — N aEfd, w2 different forms of showing your love to your
parents. R XA TH T ik RE 7L T . AT RS EG . Nas
RE B BEE— 5 (R IX AL [ g 2

T: B — B, A CAKBIRM, MRt NI 17, B AFRA T A2 45 40T
IRRIR RSV MRE A FER IR R ERAR A BEZ (8] G R I TE, At A SAEA oK
XEEFRIE, (HROCEERNW 243, WAL 7, i, st 2755,
FAEMRHE common senses “#AE A RERS AR HY JLAN R . SR BATIRPT A, FAESTRETR
PR T . AIFHELF 1

Excerpt 7.11 Mary (Classroom observation)

T: Now, the last one is the homework.... There is a video clip, video clip, but we have no time
to watch it. .... We just jumping through to the next one. Next time, you can role play this video:
How to choose the right career. Your homework, the home work: Job interview. It is the role
play. Every group has to play, to do this role play the job interview. Now look at the situation:
You are a senior in a university. That is to say you are going to graduate from the university.
You applied to a foreign enterprise, a foreign enterprise, and fortunately you got a chance of a
job interview. Your group members are the interviewers... This one should be capitalized (the
teacher points at the typo on the screen). Your group members are the interviewers, and you
have to answer all kinds of their questions. So, clear? For example, this group has five people,
right, five people. Now you can choose you two as interviewees and the other three ones as
interviewers, OK? The interviewers ask questions, and interviewees answer questions, OK?
All kind of questions you can imagine. Every group do you show next time. Next time, | mean,

next week, every group, OK! Thank you!

Excerpt 7.12 Mary (SRI)

R: BRI B XA — AN SR — 2R, RSB A e ?

T: Rk R AL AA TR — PN E R — R R AE SRR I i B 12 B 48 — LA A 3%
Ty PUONIRZATAESE QQ #[a] B A id — AN RABNIX A ST o ol A2 VR SR AR 2] Ak
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A BN, AAAT, A LIS AR 50 fUge i g, Beids B A A B T
WA EETHEM A, N7 JEGF AAIEE S I, B SEEAT  = . 2R e
F BRI R OCE, AR R BT CRE R E ROk kX
HI AT =D IEE T, BN EMEE, AEbAIREsHRE . X, S H
i

Excerpt 7. 13 Elisa (Classroom observation)
T: Ok, now, any question about paragraph one, class? Any question about paragraph one?
S: I watch her back her new truck out of the driveway.

T: 'l watch her back her new truck out of the driveway'. You don't know the 'back’, right? So,
what's the meaning of 'back'? Back! 'Back' here. (Walk back to the stage and write the word on
the blackboard). What the meaning of 'back'? Do you know 'back'? This is back, right? Back,
what is the back? This is back, for example, back, back, back, back, right? This is back, right?

(Act like driving a car backward at the same time of explanation)
Ss: Yes.

T: So, what the meaning of 'back'?'l watch her back her new truck ', do you know what the
meaning? To drive the car moving on, we just walk ahead, right? Drive ahead, right? Drive the
car back, back, back, what's the meaning of it?

Ss: 8%,

T: {874, right. Here, the back means an adverb, right? So, 'l watch her back her new truck out

of the driveway. 'Out of the driveway', you know driveway, right? ‘Driveway’, the way for the

car, right? The way for the car, not for the people, right.
SS: FiH.

T: %234, right? Driveway ¥ & 4518, 1A & ANTIE, right? o FrUUE—A)1E, KK T g A
fifg (A5 2 “back’, right?
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Excerpt 7.14 Elisa (SRI)

0, TR, MEAVEEETHE T . XA THIFETSX RS T, (R
) . Any question about paragraph one? MIXANHLG 4R, VRIEA B EA RS 3
N

ow P

3

T: X, EEEMIF B

R: {RREUH R — R 5EM )7 a0, B IRIEA B R EACm R X A9, JAR R —
N RO AR B FPT A

T: ERONHIE, REB[ECIZ TR CAmERILMITE % 7, 1 XA SCE e
YORJSEAETE, AR, RORTERT, SRR, HAERMIZEENER. &F —
B LY I A O — Le i) ), oAy B A 2 s, BOAREDSRARA I S, 2l
RN, PP BRI T E R, AR WERBIILNMES &, BRI
TIARE EPACINES &, A7 AR, A ERARX 2R, &
AR FIXAZHRPHARIZXFE, BN RN, BAZS, RAagG Ui, 3
—HUR, AR EREANEINE AU . B AR AR T AN L, B
MATCERTE 1, XA AR 1. BRED E A RE !

R: Xﬂ‘o

T: WARARECE, EAMER, IRATPORAR, B EATREA B EAATHE— .

Excerpt 7.15 Mary (SRI)

R: IFBARER 7 IRE S AAEVFRATE LS DS, IR L2 QQ & mIXFE— L2/ |
HDPEYE S ¥/

T: A BHEER S FIEAAA B N RS R TR, FAZERE —KES, &
R BB W] AT F V. XFEMIE A CES, MW, ZIixEGE R EALR,
WELF 7, AN R L — 28, SOERXFERTE, WA 4855 2 2 18] (1)
PR, ] DU ST .
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Excerpt 7.16 Ruth (SRI)
: PRAEH TSR LRI EL

T IEFHC, K2R E DA MXEY, 1 HXADNEKREA T 200, KNS
RIT Wl EEGEA R, JGER.

Excerpt 7.17 Mark (SRI)

R: X RERE & BRI H H PPT. RN ASAHIE, FREEAZER? VR4 RHE
H, A abBHEAR, iR EARH?

T: BEMEH, BERHMERH. FEERER R, b ix 5 i) 5 2R 5
AR EE, MNICEMBEMGE B, IO B, RS EAE L EEEE -,
F PPT B EE L, FrLUEH PPT, TEiLZAEN . (HEAERSE iR
W, B S IR IR B R A R, et PPT 2 TS 2 —
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Appendix K Excerpts in original Chinese versions (Chapter 8)

Excerpt 8.1 Nancy (SRI)
R: .. JEMHERE LA, X2 R E Ok R i A2 50m it 1 2

T: RREACHK. H—BO2 IR0 %, ReE/— TP LK. HERE
BPM L ESREA AN EA. BT RIEAS R, 5068 BT i s 4l
A ANEIRIIE . B EEA AR, AR th 2 o3, — iR fe
g 52 (I A AT\
R: W02 32 Wi 4 15 h 2
T: HARMAEE, BBARERY A ZIMULR, S XHE 7. HEER - Rils

i+ 124, REFHGITIEZ 8, HEKRE A G X HiH T 124, EAZEK —HIRE
12 MTE A

R: AR ARER IR A Z IR, IREARAER A AE? A REA 12
A AR, AR A EBITHEIBAZ .

T: Xf, X ATH RN, FrBARGEAX AT e 2 BEE A I ERR -

(-..)

T: FrUAnlfe, Xt —FiE R B, RIERAHNER, R\ R,
ISR REAT 1. BRI B INLE B L BH AR ARZIMa] R
FER)— R RSO B4 2 3, (H2AT =2 I R B2 I FARA TN B iR, P B
WRHAARGERE DR R, IR REER T, SR REST .

Excerpt 8.2 Nancy (SRI)
R: RGN, LA ANE ST S AR EARER? (D) Bz E

TE, TR AW 187

T S, SARGEIIN N BT R BRI N B E 7, —, IR
SR AL RS ERE R — AEIE . A IX ARy WGt 0 2 A R

P2
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FERXANPICES, AU, AR AR RIRARN . B LR
RIS, AR T MES . B ER, XANEmAH AR, R
BRI HK. KRB, IR REZ MR NITE. TRRFERARR
K1, BORZER, RRHERIRBT U RIEE F R — D SCRRERIR 1 — PRV TEEE . P, Wl
AE ROV EELAE — EAERT SO — BRI, BT AR 26—, IRee k. 2520
A, ARER XL, ROV ERIVEBKI R, R ERZ LA AN B 20 3R
MAHE ARG T, BRI, REAARZEZMRA FRERERZ A,
AR RGRAT AR A B AR ) EE R fa] B, AR AR ] LI . FRAEAF I8 2 LA
HSEI AR, BISEAER—A, — D SER R OUREEAT T — s

Excerpt 8.3 Susan (Classroom observation)

T: (many students complain a lot about the accent in the listening material which frustrates
them after being played twice) Ok, let's listen again. ABHLIXAFENE, AREA T2 B {500 ! 4f
e ? $%#¥15 . We do the pause...(The teacher turns back to the stage and begin to play the

listening video clip material again)

Ss: FEWIFANE, W3, (The students still complain a lot)

T: So, what do you come up? APHt A —, J&iE?

Ss: Jit—iE, FEok—iE, FoK—i (most students would like to listen to it again)

T: Ok, right, don't give up that easily! Do not give up easily!

Excerpt 8.4 Susan (SRI)
R: XAMUTIFBARIREAEDR 17—, Bz, SALEADLENHREE—T.
T: X

(..)

0

R AR EOR? AL E MR 5 .

el

(...) RN A2
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T: RAEAATEIZ BOE W, X% —. SRE AT IE R NINIU R, B2
RARM A NS, BTdA— DA, HSe b sifi il 7, 2 Eas
— NIXER Y NV R PN NRIELSETE At T, AR AFREE? AR
YAT, BATH A DKE N, ARk

R: /&, &2, FMIRHBIRZ IR E SR AR, RIGEXA . ERE b
D@ A . KOYRETE, X NAZASRARBEA TR 2 2l i) — e, ks
AR — s — B — BufE — Bl

T: Xt

R: Jr DUZIE RS AE IR I AR 22 K5 A R TR

T: R ULIR S TR Z R E

R: Xf.

T: HRIFRIRERABIIR S IX R o

Excerpt 8.5 Lisa (Classroom observation)
T: Do you think that you have more leisure time than before? Yes or no? Yes or no?
S: Silence

T: Do you think you have more leisure time than before? Yes or no? Than your high school

time, yes or no? W& ¥ ?
S: Silence

T: Free time, more free time. Do you think you have more free time than that in your high

school, yes or no?
S: Some students answer yes.

T: Yes, yes. Then, what's the result? With so much free time, what's the result? What’s the
result? En? Would you please use one word to describe your university life? ...OK, ABFRATM
AT K. How do you think about your university life? You can just sit down, and give me one

word. One word, only one word. How do you think your university life? One word.
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S1: Lazy,

S2: Free,

...

T: Busy, OK. How about you?
S11: Just so so.

T: Just so so. OK, come back to our text book.

Excerpt 8.6 Lisa (SRI)

R: MRIAIE T 2EAR—A R, #ERXAHTT . RIBERIXA S, do you think that
you have more time , more free time than your high school? 44/ H 3 A ] &5 i) st

TR B ?
T: R, XHSGEARDXHE, 2 A8,
R: BURRFSRAR ZHEX AN, SRR ?

T: X, RIREBRIN . BEAEBXAREYE? HU2 AT BT 2/ B ERIRHEL, Btk
WAt R, MATEYT, BRI UHAIYY . FESE PR E TR 5 R se X AE A,
bt XA EONRAE RN E 17, XMz NS 7, sexXE
fJa—Ble W EHHEIEAME, RERAKIMENBAEFER ECLER T, B
PARFCRT A0 — N o 2RJE i A 21 R D3 BL I TR 3 11 1) A At A2 i Ae RSt 28 55 3 7
TAFRIER, HARUWREKN L 1o WX ZMRIMR AR, EEATHZAA
KEEEMFX ARG AT 4, S5 31> 7 RIRIN T2 T, A AR RE BRI A 17

R: F A TELE L% TAE?

T: b, A TAR. FrPAEm R AT, XHRATR UEAR G845 VRBLAE K22 A B R A2
IR 2 72 JXHE TR B0 TR RN T2, it AT B2 do you think, Al ATT[RIF ) tAR fij 52,
HE yes M no AT LL 1o AATTHIEUE yes. 181 B2 FRARIFAR AT LU IR B — AN REWS B
AATTA SRR R, BN SLEAAN IR . SRS FERIT ST, Al A Dl
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Excerpt 8.7 Nancy (Classroom observation)

T: OK, very good! Thank you for your bravery. And here, 'l would rather lose' pay attention to
'lose', 'in the cause', because, cause, right? ‘That I know someday would triumph than to
triumph in a cause that I know someday would fail'. Ok, now, you have a chance to ask for a

student to translate the sentence. You can choose any of us. ik —/v [7] 2 e F5 AT TR0 % —
TR ARGEAFE LR A URIEIR Z, AR A — T . G AR — XN T,

S1: Can | say a number?

T: The number? I trust you. You couldn't know their names, right? 4f, HAERENL 5 —45
IR, 5 R KR4 5 (toward the whole class). B3R, 4 Ki&— M4 FEHT lucky number.

S1: Twenty-three.
T: Twenty-three, Ok, who is the lucky 23? Let me have a look, 23. 23, -+ =, [S2] [F]%%.
SS:  (burst into a laugh secretly)

T: Ok, sit down, please, thank you! OK, could you translate the sentence? You know, she really
trusts you, right? Could you translate the sentence?

Excerpt 8.8 Nancy (SRI)

R: SRJ5 Jb T 8 BVRAE Y 50 3m] A I e BE T 7 — AN/ st ik — AR

wAE], R JEIEXAN AR, B AR EEMOREAT Y . O AR

P EE?

T o WICAFIIME T2 AR AT LG AR AR R [l B X A ). RO B SR 3R ik A 2h i

NFEERE e —, Xt 7 3O AERA 7K — MR, DOv#EER R

FURLIZ LIS 2 T AR AE B B i — 28 . KRR AR — AT B RR R A A B B — A
H

AL . A s A ] B AR R — T, R EE XA AR I BB A B AR
HR SRRy, e R T, HSEMIZIER D . R ERRE

AT B W AFIXA2E AR R B k. FIR 22 RERIL S, XFETFAEN%E
A RE I, ORISR, A/DNOEEABFREAR? besittE Tz E—
e

o
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Excerpt 8.9 Susan (Classroom observation)

T: OK, is that the difficult time? No, let's look at your answer, move on to see. There are really
a lot of students seem sleepy. EHH 1R 2 [F] 2= 24T HRMEFIFEF1G, FrDAMERATERRANF
FRIET—F ! How do we search? JE AR AWe? WriF#ikinG . for example, we have [S1].
B A4 [studentl's name] L K FRIRA T ZF % . [S1] Weiti When he was born in...and he
stops at an accupuncture. flEE T EX MR ST 5 IX B, SRE UL . [S2] - And then [S2]
will continue to read. 28 J5[S2]t 4k 2218, (FAEMR AT S IR E . Of course,[S2] has to finish
this himself, [S2] 7] DAIX —Bist5e, XHIE. the one who failed, that's right, to find out the
word himself will be punished. A RE#E FRI A2 220 BTN A RIS —/K X
£

Ss: Wi, H—FA&RPE? XWr53CER ! (many students begin to complain)

T: W5 —/NBE, X 4—rim. M2 Onehindered words?

Ss: one hindered words! (Students answer together)

T: So, if you don't want to take a dictation, pay attention. That's right! Zn S AR5, 1A

Ho BAZMTMUHETT4EWE?  Monitor 14?2

SS: Monitor!

T: OK, Monitor, that's right! MFF4AEE, (EAERR AL,
S1: ELERRAL?

T: Right!

Excerpt 8.10 Susan (SRI)
R: R4 I SERE R AL 4 28 IR ?

T HCEM B, RERWUXAES, ORI AR ROE AR 78— R, B
FEAE R — N BN A B RAT 5, A /B30T, Brils
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T: X, FrRAERRGERR, SR M ROE R — T U 1 H B Ay B AR E ok,
PRON AT A 24— ubile R Sorry, SRJRMAL T 2. SRR B A B BLXAMELL, A
UL RARAE, AT PLRA ARIAR, R JR IR M3k

Py
2
SIS
2n
(%E
ﬁ
=
I
Eils

BAN. s, RAMNEERTIN, Bk

T: X, DERZ .

Excerpt 8.11 Susan (SRI)

R: FACH IR BREA A, IREERMNEE—HERE. B4t B aX
FEIVESR . IR R IRIX R ESR N AEVE AT 4 7

T: REIEARE, R NEOUH Tt B s s —H, R EM, SR ovE A
FER. B HHRERAHEMATRARNE . ERIREE —HmEAE T WiE, X
MEATH T REA R T o T — R4 TP,

Excerpt 8.12 Lisa (SRI)

R: AR RARBER] 7 — N RAER) . A AR S — i, I DRI e SR Bk,
JREBX A WORD U B . AR A BRZAZE BT PEAN RS . IXAN 37 B AR IF I AR 4
. AEHELr. WA TLEM A or B HEEHRILAERE LW A RIEE, B
FENR I XA AR R AT AR ?

T: B0y PPT EIBAS45 50/, PPT 2B, BEAEH—48). Bl EXEAT. 51
WAF B EFE ARG WEARZFEN, R EREIT—A Word, JF—4 PPT. REA
B5, FOARSBCEREI A4 BREEGARBRIZMEIERARTE, AR5 TS T
S, SMTERIRIE S SRR L. HERIBFE 7l AR, RS & 12 md
Word - .

Excerpt 8.13 Nancy (SRI)
R: At A XM, H— Word XS i A 2 H PPT (172
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: ORI HEAFH I Word FTRESSEE PPT #RAF R S5, SE{EHE—Leig, frilk
B HA € AR E . Fr ASRBUBLAE A, AE DR A I Eomt . Word e X SR A5 AT
RERARTT(E, KOVRMA T Z AT e . SR r g —4, BLSEEm,
i - MNERNFTEN. ERARNAE, s IHRSC MK seic 2 M PPT 1. Jir
ARl it 75 2 5 B A R PHg w1 % 1Y Word.
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