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ABSTRACT

This study uses the lens of community of practice and teacher development studies to
show the teacher development processes of three young novice American teachers who
participated in the TaLK (Teach and Learn in Korea) programme, a Korean language-
teaching programme launched in 2008. Hired as ‘TaLK scholars’, after four weeks of
TaLK orientation they were allocated to local primary schools to teach after-school
English classes for 15 hours a week. The study conceptualises these two sites each as a

community of practice.

The fieldwork for this study was carried out from February 2012 to November 2012.

The data were collected through diary entries, interviews and classroom observations.

The findings from this study are that, first, both the TaLK programme and the host
schools must do more to engender a sense of belonging, so that young novice teachers
can become legitimate members of their two communities. Secondly, novice teachers
can best develop their identities as practitioners when they are allowed and encouraged
to be creative in their learning and teaching activities. Thirdly, working in a new
linguistic and cultural environment demands intensive learning on the part of all

collaborating teachers, and this requires an openness to cultural difference.
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CHAPTER 1

INTRODUCTION & CONTEXT

1.1 Introduction
This chapter will begin by explaining the context of this study, South Korea, and the
status of English in that country. As we will see, the Korean government perceives
English and native English speakers as marketable resources. Then, one of the practices
of this study, the TaLK programme, will be introduced, with reference to issues arising
from its programme statement. The reason and rationale behind the term ‘TaLK scholar’
will also be explained. This will be followed by presentation of the research questions
and a description of the aim of the study. Finally, the structure of the study will be

briefly outlined.

1.2 Context of this Study: South Korea

1.2.1 English fever in Korea
Korea is undergoing intense ‘globalisation in the space and experience of
transnationalism’ (Park & Lo, 2012:148). As a result, even though many Koreans see
their country as monolingual and monocultural, it is, in fact, in the process of transition
towards multi-lingualism and multi-culturalism (Park & Lo, 2012). With the underlying
belief that adopting English, together with western beliefs and customs, is key to

successful globalization, the relentless objective has been to educate young and old

15
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alike to perfect their English. Therefore, in Korean society, the linguistic competence of
having native-like English ability is perceived as a ‘crowning achievement’ (Park & Lo,

2012:149).

This potent desire to learn English, labelled the *English frenzy’ (yeongeo yeolpung)
(Park, 2010:22) or ‘English fever’ (Block, 2012), has increased the importance of
English teaching in Korea, and caused greater reliance on native English speakers.
English language skills represent “a form of symbolic capital, convertible into economic
and social capital, and distributed unequally within any given speech community

(linguistic stratification)” (Pavlenko & Blackledge, 2004a:10).

Figure 1: English advertisement

Wwww.naver.com
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AR - oY "AR-AI7| FHHOI Ol M Ay HOMIRA 20| AZX N WUWS

WALME . RIBA  MYRA HH Favey
KBS© pApx NElsts Beorun
H.m. m::.-.--. .._. n man n:_.



17

N

100 SHof| 7| 220] £H, 2201 2117 |4 \/

T O BQI7 b AR otBiLICt -3

The screenshot above is from ‘naver’ one of the main Korean internet search engines.
The advertisement says ‘I no longer use body language when overseas’ — basic English

completion within 100 days, office worker Minki, KIM [Registration] ©lgl\uii

By identifying the use of body language with a lack of ability to speak English, the
advertisement is accrediting that ability as superior to using gestures for communication.
The image of a man’s smiling face represents the joy of achievement that comes with
English speaking competence; without that competence, we infer, one is left feeling

ashamed.

Skill in English has become ‘cultural capital’ (Bourdieu, 1977 cited in Lin, 1999:394,
Author’s italics). In Korean society, some students have access to that important form of
capital, while others do not. This is often split along urban and rural lines, with access to
English being easier in urban areas. In particular, in urban areas high-income families
have more opportunities to access particular sets of linguistic resources associated with
learning English, such as by registering at schools where native speaker teachers are

employed.

1.2.2 Language policy of Korea
‘Though South Korea is a country with prevalent monolingualism in Korean, English
has always been a language of importance, representing access to positions of power

and material opportunities’ (Park, 2010:25).
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Every country has its own policy on languages. When language policy is designed,
foreign language subjects are selected based on the assessment of their ‘utility’ (Bae,
2000:19), which here refers to the needs of the people who use that language (Bae,
2000). Although English is not in frequent use in Korean society, it is important as an
‘international language’ (Bae, 2000:20). At the same time, opportunities to meet English

speakers and learn English from them has ensured a good quality of English education.

The Korean government is urging Koreans to be ‘global citizens’ (Jeon, 2012:251), thus
aligning with the phenomenon of ‘globalization” (Jeon, 2009:241). However, this
citizenship is somewhat misinterpreted in Korean society, where it is taken to mean
enhanced English ability (Jeon, 2009). This view has been reinforced by the government,
which is investing considerable effort into its English education policy development.

The TaLK programme is one result of this effort.

1.2.3 TaLK: Governmental English education programme —
the issues it raises
Following a Korean government decision to create a national programme whereby
English classes in elementary schools in rural areas would be taught collaboratively by a
Korean teacher and a non-Korean teacher, in 2008 TaLK was launched. It aimed ‘to
attract native speakers of English, both overseas ethnic Koreans and foreign nationals,

to rural elementary schools’ (Jeon, 2012:240).

In order to entice participants, TaLK offers housing, medical services, settlement funds
and leaving bonuses. This is an attractive package for young graduates starting out. As
TaLK scholars, they are required to attend a four-week training course. Details of that

training are shown below.
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Table 1: A brief outline of TaLK orientation

No. | Programme Credits When to Take
1 Online Pre- 17 hours Before arriving in Korea or directly after your
Orientation school placement™* (*if your arrival was delayed)
2 Main On-site 30~45 Right after arrival in Korea and before your
Orientation hours school placement
3 Mid-Semester
Orientation
4 Online In-service 15 hours After arrival at the school
Training

As stated on the TaLK homepage: ‘The training programme will cover topics related to

Korean culture, education, classroom management, as well as other related subjects that

are aimed at preparing the participants for both teaching and living in Korea.’
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Figure 2: TaLK orientation textbook

The picture above is the TaLK textbook shown to me by one of my participants. The

textbook contains information on Korean culture and Korean history.

Henceforth, the TaLK programme, which is the context of this study, will be discussed
in terms of socio-cultural aspects of Korean society and that society’s acceptance of the
linguistic commodification of English, with reference to several issues which arise from

TaLK’s own statements.



21

The TaLK team has coined some new terms: the participants are known as TaLK
scholars, their Korean co-teachers are Korean co-scholars, and the teacher in charge of
mentoring the TaLK scholar is the Korean mentor teacher. These terms will be used
throughout the thesis. The role of the Korean co-scholar is explained by TaLK as

follows:

This system is to select Korean scholars who will conduct afterschool
classes with non-Korean scholars in all districts.

The Korean scholars are university student or graduate student whom
eligible to communicate in English. They can co-teach lessons with non-
Korean scholars up to 9 hours per a week and according to the labour, they
can receive a prescribed amount of activity cost.

The purpose of this scholarship system for Korean students is for elementary
school students those whom deficient in their hearing ability in English by
providing supportive role from the Korean scholars so that they can focus on
the lessons with non-Korean teachers. Also, for Korean scholar
himself/herself, this will provide chances to improve their English capability
not to studying abroad by co-teaching with non-Korean teachers. At the
same time, they can enhance a sense of global citizenship through cultural
exchange.

http://www.talk.go.kr/talk/talk _new/content/content.jsp?menuld=020103

The TaLK programme focuses on team teaching with an English native speaking
scholar and a Korean scholar. As shown above, one TaLK teacher co-teaches after-
school classes with a mentor teacher and/or a Korean co-teacher. This team teaching
policy ‘obfuscates the potentially agentive role of local educators as they interpret and

implement the policies’ (Hornberger & Johnson, 2007:510) in different ways.

1.2.3.1 Differentiation in locality
In order to deploy and host young people travelling to Korea, over the last ten years,

two Korean government education agencies/institutions have put in place a programme
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of recruitment. The TaLK programme is under the auspices of two organizations
affiliated to the Korean government, the Ministry of Education (MOE) and the National

Institute for International Education (NIIED).

Figure 3: Description of MOE & NIIED

The Ministry of Education The National Institute for
MOE International Education
NIIED

is one of the executive bodies of the South Korean

Government. Since 1948, MOE has assumed the responsibility

of establishing and reforming education policies, standardizing

public school exams and the national curriculum, and funding \'ﬁ

domestic and international programs. To achieve its vision to "E D

advance the country through education, the Ministry of m Ll DAL

Education oversees and financially supports the endeavors of

the National Institute for International Education (NIIED).

is an executive government organization under the Ministry of
Education (MOE). Established in 1962 to enhance
international exchange and cooperation, NIIED plays a key

i -t cultural identity for overseas Koreans and allocation of

o, iaidd

4 role in the development of human resources, cultivation of
o =
—

government scholarships to international students.

Under NIIED, there are two nationally recognized public school English programs strengthening English education in Korea: English
Program in Korea (EPIK) and Teach and Leamn in Korea (TaLK). Both EPIK and TaLK Office are under the Department of Foreign
Language Education Support of NIIED.

As stated in the information reproduced in the above figure, NIIED runs two English
language programmes in schools: English program in Korea (EPIK) and Teach and
Learn in Korea (TaLK). These two programmes are broadly similar in their basic format
in terms of hiring people and allocating them to schools, but they differ in terms of

detail.
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Figure 4: English advertisement

Y Yoach and Leam inKorea, | x |
€ C  wwwialkgok

English Program in Korea (EPIK) Teach and Learn in Korea (TaLK)
. « Position
Professional Teaching Position Educational Scholarship
+ Grade Level + Grade Level
Elementary / Middie / High Schools Elementary School
« Location « Location
Metropolitan and Provincial Areas Rural Areas ONLY
. + Teaching Type (Hours) + Teaching Type (Hours)
Regutar Curriculum (22 teaching hours per week) Afer-School Classes (15 teaching hours per week)
« Eligibility + Eligibility
Minimum Requirement: B.A. Dogroe Associate’s Degree or enrolled in a
Must be a citizen of one of the following countries: B.A. Degree Program(3rd year or higher)
Australia, Canada, Ireland, New Zealand, South Africa, Must be a citizen of one of the following countries:
UK USA

As shown in the advertisement reproduced above, the TaLK participants’ position is
determined as that of ‘educational scholar’. TaLK scholars teach for 15 hours a week in
after-school classes in elementary schools, which are in ‘rural areas ONLY’. The
emphasis on the word ONLY creates a rather negative image of rural areas, as it seems
to be designed to ensure that applicants are aware in advance that they will be allocated

to rural locations. This leads to the perception of rural areas as poor.
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Figure 5: Description of TaLK programme

Under the direction of
government initiative

the TaLK Program fosters English growth and leaming in under
privileged areas of South Korea-areas with a lesser ability to
and attract foreign English ESL (English as a Second
Language) teachers. This strategic directive assists in

balancing and expanding the excitement and access to
English learning in areas where this opportunity may have
been previously non- existent or limited.

Our Scholars are awarded
teaching positions in the following
Areas

Busan Metropolitan City, Incheon Metronpolitan City, Sejong Metropolitan Autonomous City, Gangwon-do, Chungcheongbuk-do,
Chungcheongnam-do, Gyeongsangbuk-do, Gyeongsangnam-do, Jeollabuk-do, and Jeollanam-do, Jeju Special Self-governing
Province

As shown above, the TaLK publicity states that ‘the TaLK Program fosters English
growth and learning in under privileged areas of South Korea’, which are less able to
‘attract foreign English ESL teachers’. With this prejudiced explanation, the Korean
governmental organizations are creating certain negative images of the locations.
Although the publicity also uses positive terminology, stating that ‘our scholars are
awarded teaching positions’ (my italics), it nevertheless creates an impression that the
areas specified are poor and under-privileged. In addition, by stating that the programme
is intended to overcome inequalities between rural and urban areas, the publicity

actually reinforces the impression that those inequalities currently exist.

The programme also seems to be part of the government’s active participation in

promoting South Korea as an English language market, and it therefore enhances the
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perception of English and native English speakers as marketable resources (Heller,

2003).

The programme is explained on the NIIED homepage as shown below:

Figure 6: Description of TaLK programme from NIIED Homepage

www.niied.go.kr/eng/contents.do?contentsNo=99&menuNo=370 d

Mission

~ Support primary school English education in rural areas
« Foster cross-cultural exchange and understanding

) About TaLK

« Created in 2008 upon the ideals of service, compassion and creativity, TaLK is a unique Korean government scholarship
program and is available to university undergraduates or recent graduates who wish to explore Korean culture while teaching
English in the Korean countryside.

TalK scholars serve 6-month or 1-year terms and form working partnerships with Korean university students and teachers
to prepare and lead English classes in the after school English program at the elementary school.

« Available placements : Chungcheongnam-do, Gangwon-do, Gyeongsangbuk-do, Incheon, Jeju-do and Jeolla-do

O Eligibility
Citizenship : Australia, Canada, Ireland, New Zealand, South Africa, the United Kingdom and the United States of America

» Education : Bachelor's degree holders or current students who will have completed at least their 2nd year of studies at a four-year
university, or Associate's degree holders

) Application Process

* Apply online: www.talk.go kr “create a My Page account
Undergo initial and final screening by the local offices and Seoul TaLK Office, respectively
+ Submit additional materials (required documents) *as stated on the Web site

O Duties

= Complete the one-month orientation in Korea *prior to teaching
» Serve at the designated elementary school
Teach for 15 hours per week in the after school English program
Fulfill duties/responsibilities in the TaLK Contract
e ——

According to the explanation of the purpose behind launching the TaLK programme,
the Korean Government has recognized that there is currently inequality of access to
resources, hence this attempt to attract young graduates from English speaking countries
to teach in Korean schools. These teachers typically come to Korea early in their careers,

and have been contributing to the transition that Korea is currently undergoing.
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The two mission aims stated in the above screen-capture from NIIED are to ‘support
primary school English education in rural areas’ and to “foster cross-cultural exchange
and understanding’. The TaLK homepage expands upon these aims, mentioning the
intention to ‘strengthen English education in rural areas by giving young children the
chance to interact with native English speakers’ (TaLK homepage). This reflects the
values and ideas of the Korean government, and that idea is stressed again in the
statement that TaLK teachers are placed ‘almost exclusively in rural areas of South
Korea as part of a government initiative to support and improve public school education’

(TaLK homepage).

1.2.3.2 Differentiation in language ownership
The TaLK advertising materials use the term native speaker. For example, the TaLK
website states that ‘“TaLK ... invites native English speakers to teach English at a rural

elementary school’ (TaLK homepage).

The term native speaker, Won-uh-min in Korean, is a popular one in Korea. According
to Kim (2009), a native speaker is a person who learned a native language in the country
that speaks the language as mother tongue and therefore can speak the language
proficiently. In Bloomsfield’s definition, ‘the first language a human being learns to
speak is his native language; he is a native speaker of this language’ (Bloomfield,
1933:43). These definitions represent native speakers as people who have lived in the
country of the language, have spoken the language from their early years, and have
therefore acquired a proficient linguistic competence in that language; in addition, they

have internalized the culture of the country.
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However, the term is deeply problematic. Indeed it is best understood as ideologically
constructed. The term native speaker normally refers to users of English rather than of
other languages. It contains a view of language as a commodity that is marketable
(Heller, 2003), as well as ideas about ‘legitimacy’ (Bourdieu, 1982 cited in Heller,
2003:474, Author’s italics), that is, ‘who has the legitimate right to define what counts
as competence, as authenticity, as excellence, and ... who has the right to produce and
distribute the resources of language and identity’ (Heller, 2003:474). The tendency to
perceive language as belonging to a nationality, so that a person is born as a speaker of
the language (Mey, 2006), is pervasive, and many Koreans place a higher value on
classes run and taught by native speakers. However, according to Mey (2006:94),

‘native speaker is a figment of our imagination’.

In this research, the language | am concerned with is English. Koreans perceive native
English speakers as those who best represent ‘Western culture’ (Holliday, 2006:385).
Especially in the field of education, native English speaker is usually used as an
ideological term that reveals superior status compared to native Korean teachers, with
the native English speaker being perceived as a professional in terms of the language.
Native English speakers are therefore viewed as ‘ideals both of the English language
and of English language teaching methodology’ (Holliday, 2005 cited in Holliday,
2006:385). Based on this belief, many schools and language institutes in Korea have
started hiring young native English speaking teachers. They often use the fact that they
employ native speakers in their advertising, to show that they are providing a good

quality of education. An example of this type of advertisement is shown below.
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Figure 7: An example advertisement

qoey " SLERIZUSOIEED
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The advertisement states that ‘more than 100 professional teachers in Pagoda Language

Institute are ready to make your speaking perfect’.

The value on native English speakers has risen rapidly in Korean society, so that they
have now reached the status, in Mey’s cynical description, of ‘uncrowned king of
linguistics’ (Mey, 1981:73 cited in Firth & Wagner, 2007:763), more highly prized than
the native speakers of other languages, such as Gujarati, Viethamese, Chinese, Japanese

or Russian.

Native English speakers working as teachers in Korea may be called ‘native assistant

teachers’, “native teachers’, ‘native teachers for special programmes’ or “native assistant
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teachers for special programmes’ (Bae, 2000:322). In this study, the participants will be
referred to as ‘young novice American teachers’, or according to the term from the

TaLK programme, ‘“TaLK scholars’.

A participant in the TaLK programme ‘must be a citizen of one of the following
countries: Australia, Canada, Ireland, New Zealand, South Africa, U.K and U.S.A’
(http://www.talk.go.kr//talk/talk/talk_intro/intro.jsp). | perceive the assertion ‘must be’
rather problematically, as it reveals the assumption by the Korean government that a
language is ‘owned’ by certain countries and, therefore, only people who come from
those countries are eligible to teach English. This recalls Bourdieu (1977:653),
‘discourse of “the match” or “mismatch” between language and speaker’ (Park, 2010:24
cited in Jeon, 2012:240), as the Korean government matches English with people from

the suggested nations as authentic and legitimate native English speakers.

The value of English in Korean society and the Korean government’s decision to import
young people illustrate the way the government perceives segyehwa (globalization)
(Jeon, 2012:241), seeing Korea as part of ‘the global English-teaching market’ (Jeon,
2012:240), and also assisting the phenomenon of commodification not only of English
itself but also of the speakers of the language (Jeon, 2012). By doing this, the Korean
government is accelerating the inequality between English speaking countries and non-

English speaking countries in their reception by Korean society.

1.2.3.3 Differentiation in ethnicity and language
The TaLK literature also mentions the possibility that participants might share a Korean
heritage: ‘In particular, for candidates of Korean ethnicity, this will be a meaningful

occasion to better understand their cultural roots and discover a new sense of self
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identity” (TaLK homepage). ‘These overseas ethnic Koreans work as native-speaking
English teachers in their “homeland” through a government-funded English-teaching
programme called Teach and Learn in Korea (TaLK)” (Jeon, 2012:240). Thus, it seems
that TaLK aims to offer ‘Gyopo “overseas Koreans”’ (Lo & Kim, 2012:260) an

opportunity to learn about their heritage.

However, the entitlement of these ““returnees” (saldaon saram)’ (Lo & Kim, 2012:261)
to hold ‘the symbolic capital of being native English speakers and “ethnic” Koreans’
(Block, 2012:280) is both enacted and challenged by local Koreans (Block, 2012).
These ‘ethnic-Korean’ TaLK scholars are ‘constructed as “bilingual global citizens”
who came back in service to the nation; yet, at the same time, they [are] also positioned
as less “real” English teachers, whose connections with Korea limit their ability to
provide “authentic” English teaching’ (Jeon, 2012:240). Moreover, as shown by Cho
(2012), some Korean ethnic English teachers, male teachers in his study, experienced
‘contradictory feelings of privilege and anxiety in South Korea, mediated through their
linguistic capital of English® (Cho, 2012:219), and were conflicted regarding their
identity as native speakers (Cho, 2012) due to their identical appearance to local
Koreans. Similarly, in this study, some of the American TaLK scholars struggled with
this, as their appearance was similar to that of the local Koreans so that they were

‘almost the same but not quite’ (Bhabha, 1994 cited in Cho, 2012:227).

1.2.3.4 Differentiation between ‘youth’ and professionalism
On the TaLK website, the programme is introduced as shown in Appendix 5. The

eligibility criteria to join the TaLK programme are stated as:
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Figure 8: Eligibility criteria for TaLK applicants

‘ Teach and Learn in Korea (TaLK)

+ Position
Educational Scholarship
+ Grade Level
Elementary School

-+ Location
Rural Areas ONLY

+ Teaching Type (Hours)
After-School Classes (15 teaching hours per week)

- Eligibility
Associate’s Degree or enrolled in a
B.A. Degree Program(3rd year or higher)
Must be a citizen of one of the following countries:
Australia, Canada, Ireland, New Zealand, South Africa,
UK, US.A.

» Go to TaLK

(http://www.talk.go.kr/talk/talk new/intro.jsp)

According to the information on the TaLK homepage, standard applicants are ‘recent
college graduates and graduate students’, or those who have studied at a university for
at least two years. Thus, even though EPIK states that candidates can have ‘a maximum
of 62 years of age’ (EPIK Homepage), mention of recent graduates and of a bachelor
degree, and the fact that participants need to be mobile and willing to live in Korea,

reveal an assumption that applicants will be young.

My interpretation of ‘young’ is broad. Clearly youth is socially constructed and there is
no cut-off point. It is understood that people may take an undergraduate degree at any
point in their lives. However, as my participants were all under 30 at the time of the

research, | feel that this reflects the construction of participants as imagined in the TaLK
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and EPIK literature. The TaLK scholars in this research were aged from 25 to 27 years
when they joined the study. In terms of ‘developmental periods in early and middle
adulthood’, this age belongs to ‘early adulthood” when young people are ‘entering the
adult world’ (Levinson, 1978 cited in Dannefer, 1984:102). Hence the participants were

‘young’ in age and ‘novices’ in teaching.

According to the TaLK website, ‘“TaLK scholar’ is a ‘title awarded by the Korean
government’; the monthly payment is referred to as a ‘scholarship’. TaLK also advertise
that they offer ‘numerous opportunities’ to these TaLK scholars, including the chance to
explore Korea. Meanwhile, the Korean government focuses on the TaLK scholars’
‘creativeness’ and ‘uniqueness’. They expect that these qualities will be sufficient to

motivate classes in Korean schools to higher achievement.
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Figure 9: Description of TaLK scholars’ lives in Korea

(& www.talk.go.kr/talk/talk_new/content/content.jsp?menuld=010203

Our Scholars enjoy a life

Our Scholars enjoy a life of not only teaching but also
exploring the culture- thereby producing new vivid memories to
reflect upon for a lifetime. Through our Program, Scholars are
expected to create unique and creative English lessons,
motivate their classes toward a higher achievement of English
proficiency, and serve as a role model to the community;
Korean and foreign alike. The spirit of our Program
encourages a life of exploration both inside the classroom and
out of it, offering numerous opportunities for our Scholars to
expand as an individual, and learn about the culture of our
Program as we reach out to rural areas and excite
schoolchildren to approach, engage, and improve upon their
English skill set.

Teach and
Learn in Korea

Successful applicants are awarded the titles, South Korean
Government ‘TaLK Scholar’, and have the full support of the
Korean education government behind them. The TaLK
Scholarship is an opportunity for our Scholars to apply
concepts and knowledge acquired from inside the classroom,

We expect our Scholars to act as community leaders, leading
with exemplary behavior and a sense of work ethic that
encourages the increased growth and future of our already

and lead a classroom of Grades 1 through 6 as an English as successful Program. The TaLK Program has had over 3,000

a second language instructor. The TaLK Program places an
emphasis on awarding scholarships to Education and English
majors, but not limited to this. Our Scholars fulfill roles as
ambassadors abroad from their respective countries to South

active participants, and your successful application and
participation in the Program continues our tradition of providing
international ESL teachers, and leaders, both here, as well as
back home.

Korea and its education system.

At the same time, as shown above, the government perceives TaLK as a scholarship
programme, and consider the participants as scholars, even though they are teaching
students in Korean elementary schools. Thus the qualities of creativity and uniqueness
are associated with the TaLK scholars being ‘young’, rather than with any teaching
qualification or other capabilities. This positioning of the novice teachers at ‘student’
level immediately places them in a low position, as the word student implies ‘learner’.
This also reveals the usual contrast between experts and novices, whereby experts are

considered as professional, and as being creative and unique due to their experience of
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teaching, whilst novices come fresh to teaching; they are creative and unique but still

immature, and need supervision due to their lack of experience in teaching.

This also creates different understandings among the different actors involved in TaLK.
Whilst the novice teachers perceive their participation on the programme as their ‘job’,
by calling them “scholars’ the TaLK team reveal their perception that they are offering
opportunities which the participants have applied for, and that by granting a
‘scholarship’, they are allowing the participants the chance to explore Korea while
experiencing teaching by showing their *English proficiency’. This seems worse than
simply having low expectations of the position, as the TaLK scholars are perceived as
being without experience, untrained and, therefore, somewhat less-qualified to be

considered as ‘teachers’.

1.3 Research Questions and Research Aims
This thesis explores the teacher development of three young novice American teachers

by focusing on national language policy and its implementation in local schools.

My research questions are:
1. How do young novice American teachers work within schools and what does
this tell us about the usefulness of the TaLK programme?
2. What opportunities and challenges are there for young novice American teachers
to develop as teachers in their Korean elementary schools?

3. How do young novice American teachers respond to cultural and social



35

differences during their time in Korea?

Based on the research questions, the aim of this study is to explore the novice teachers’
teacher development in practices where a national language policy was being

implemented at local level.

First, 1 will consider how policy and practice work for novice teachers. According to
Hornberger, there is almost always some degree of gap ‘between policy and
implementation, and ... policies may change or get overruled” (Hornberger, 1998:444-
445). Also, the language policy at state level may be implemented differently at the
school level, according to each school’s need, as ‘when governments or states decide to
intervene in areas involving language, they usually have primarily non-linguistic
agendas ... when planning does occur, unintended outcomes may result, implementation
may be incomplete or inappropriate, and evaluation may be sketchy or non-existent’

(Ricento & Hornberger, 1996:404).
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Figure 10: Description of TaLK programme benefits

The program, which began in April of 2008 under the direction The TaLK Program is unique in many ways. It is only one of

of South Korean President Lee Myung-Bak, is designed to two government-sponsored English programs here in South
support public English education in the rural areas of Korea, Korea, and the only program that provides an opportunity for
where the access to higher quality educational resources are individuals with at least 2 years of post-secondary education to
limited. come to South Korea for an once-in-a-lifetime experience. In

addition, under exceptional cases, individuals are able to
choose a six-month commitment, with the normal requirement
Local lasting one-year. All participants begin their scholarship term

Application with an intensive, month-long training which provides a safe

Offices

and supervised environment for our participants to adjust to
their new surroundings. The training program provides the new
Scholars with information on Korean culture, education,
classroom management, practical teaching experience, and
much more aimed at preparing the participants for both
teaching, and living in Korea.

We provide benefits to our participants to ensure a comfortable
living experience, and also time to pursue other personal
interests. These benefits include, but are not limited to health
insurance coverage, accommodations, entrance and exit
allowance, and cultural experience field trips.

In the above advertisement, by promoting the TaLK programme as a ‘once-in-a-lifetime
experience’, TaLK seems to emphasize the positive expectations of participating.
However, in this study, the gap between the policy and its implementation in the schools’
practice was significant, and this led to the TaLK scholars being marginalized from both
communities of practice, left to float between the TaLK programme and the local school
to achieve their goal of learning about Korea, teaching and teacher life. Therefore, |
want to focus first on the mismatch between the image promoted by TaLK, and the

reality the TaLK scholars faced in their schools.

Secondly, I aim to illustrate how the opportunities and challenges that the young novice
American teachers faced in their schools influenced them in terms of their teacher
development. | explore what they were learning in practice and how their identities-in-
practice influenced their practice, both of which are cases of “situated learning’. Also, |

look at how the TaLK scholars, named and positioned as students, deliver their
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linguistic expertise to the students while at the same time creating an image of their role
as something uncomplicated and simple, which could reveal their creativity and

uniqueness.

Thirdly, 1 aim to describe the kinds of cultural differences that three young people
observed and commented on during their early days working in a new school. | explore
how difference and sense of belonging were revealed in the practice and how the TaLK
scholars were positioned to cope with, or escape from, the situation. | also aim to find
out whether the novice teachers were forced to change any foregrounded beliefs and
personal habits in order to achieve sense of belonging, or whether they were treated as
having been ‘awarded’ membership of the community of practice as described in the

TaLK promotional material, and also how this influenced their teacher development.

This study will focus on three young people - Abigail, Evan and Fiona. Their

biographical accounts will be briefly presented in section 3. 6. 1.

Based on the background of Korea’s ‘English fever’, and the Korean government’s
actions to increase the importance of English education by launching the TaLK
programme, in chapters 4, 5, and 6 of this thesis, the usefulness of the programme, the
TaLK scholars’ opportunities and challenges in their Korean schools, and their teacher

development will be discussed with empirical data.

1.4 Structure of this Study

This section has explored the context of the study and the TaLK programme.
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Chapter 2 comprises a review of previous research, in order to show the theoretical
frame of this study. Three main theories/studies are discussed, namely ‘communities of
practice’, ‘situated learning’ and studies on teacher development, along with several

analytical concepts from each theory.

Chapter 3 describes the research design, methodology and methods implemented in this
study, and gives the rationale for each. It also includes the biographies of the three

participants in this study: Abigail, Evan and Fiona.

Chapter 4 gives a description of the TaLK scholars’ everyday school lives and
interaction with the teachers in their schools. In this way, the thesis discovers and

reports how the TaLK programme is actually implemented in the local schools.

Chapter 5 discusses the opportunities and challenges that TaLK scholars encountered in
their school lives, and how they managed those issues. It also explores how different
types of opportunities and challenges influenced the TaLK scholars in terms of their

‘situated learning’.

Chapter 6 explores the cultural and social differences that TaLK scholars found in their
practice, and their reactions to them. This chapter also looks at how the TaLK scholars
both differentiated themselves from, and perceived sense of belonging with, local
Koreans, and how this influenced their perception of themselves as teachers in their

Korean schools.

Chapter 7 presents a summary of the study, and conclusions.



CHAPTER 2

THEORETICAL FRAMEWORK

2.1 Introduction
This chapter discusses the theoretical framework that underpins the research. To study
the development of novice young American teachers (TaLK scholars), previous
research on teacher development and teacher identity are investigated and discussed. In
particular, in this study, Lave & Wenger (1991) and Wenger (1998)’s concepts of
‘communities of practice’ and ‘situated learning” will be applied. These areas connect

directly to my research questions, which are:

1. How do young novice American teachers work within schools and what does
this tell us about the usefulness of the TaLK programme?

2. What opportunities and challenges are there for young novice American teachers
to develop as teachers in their Korean elementary schools?

3. How do young novice American teachers respond to cultural and social

differences during their time in Korea?

Section 2.2 will address the theory of communities of practice, which will assist in
analysis of the data in Chapters 4, 5, and 6, in order to answer the research questions
above. In that section, the TaLK programme and the local schools will be described as
communities of practice, the TaLK teachers as agents/brokers, and the Korean mentor

teachers as coordinators.

39
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Section 2.3 will review situated learning. In order to address research questions 2 & 3, it
will consider several concepts in situated learning with specific reference to teacher
development. These include legitimate peripheral participation, learning-in-practice, and

identities-in-practice, encompassing narrated identities and enacted identities.

2.2 Communities of Practice (COP)

To expand our understanding of the TaLK programme and the local schools as
communities in which the participants of this study were constructing their teacher
identity by negotiating and interacting with the other members, Lave & Wenger (1991)
concept of communities of practice provides a suitable theoretical framework.
According to Eckert & McConnell-Ginet (2013:45): ‘Communities of practice emerge
as groups of people respond to a mutual situation.” Such communities have existed
throughout human history (Snyder, Wenger & Briggs, 1999), sharing cultural practices
that reflect their collective learning (Wenger, 2000).

The most significant feature of communities of practice is ‘learning through an identity
of participation’ (Wenger, 1998:271). Such communities evolve through people’s
participation, and represent ‘the basic building blocks of a social learning system
because they are the social “containers” of the competences that make up such a system’
(Wenger, 2000:229). This perception of communities is highly relevant to an
understanding of two institutional practices included in my research — the TaLK
programme and the local schools — as they are the practices in which the TaLK scholars
are trained for a specific time, and where they experience existing social norms and

cultural features, therefore learning what it means to be a teacher in Korean schools.
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As ‘social ‘containers’ (Wenger, 2000:299), each community of practice contains
certain elements of a learning system. In the process of learning, negotiation among
members is essential for the growth of the competence of the community (Wenger,
1998). Therefore, a community of practice ‘can be defined as an ongoing collective
negotiation of a regime of competence, which is neither static nor fully explicit. In this
sense, the construct of community of practice “politicizes” the concept of learning by
locating it in a social context where the experience of participation — and therefore
learning — is always a claim to competence’ (Eckert & Wenger, 2005:583).

In a community of practice, people are ‘informally bound together by shared expertise
and passion for a joint enterprise’ (Wenger & Snyder, 2000:139). Wenger (1998) notes
that we constantly interact with other people who are situated inside, outside or on the
boundary of the community, and that one person may belong to one or several
communities at the same time. Communities may be large or small (Wenger, 2000), and
may gather regularly or only rarely (Wenger & Snyder, 2000). Moreover, the
community may be visible as one that shares a physical place, such as a building, or
invisible because it is connected virtually, through ‘cyberspace’ (Kramsch, 2011:355).
According to Canagarajah (2003:234), a community of practice is ‘an invisible
community, decentered and translocal, and theoretically anyone can participate in its
activities’. Yet while communities may vary in form and size, they share the same basic
functions: participation and learning. This learning could be achieved through positive,
neutral or negative experiences in the practice (Wenger et al., 2002a; Wenger,
McDermott & Snyder, 2002b). Through interaction, joint learning and building of
relationships, the members of the community of practice *‘develop a sense of belonging

and mutual commitment” (Wenger et al., 2002a:34).
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Participation in the practice is linked to the negotiation of meaning. In the process of
interaction with others and with the world, we influence each other and learn through
negotiating meanings (Wenger, 1998). As Wenger notes: ‘Practice is about meaning as
an experience of everyday life’ (1998:52, Author’s italics). It is the process of learning
through granting meanings to experience; and although some experiences are repeated
as everyday routine, the repetition itself represents a new aspect of experience (Wenger,
1998). In this study, the TaLK scholars were interacting with the Korean teachers in
their local schools and learning what it means to be a language teacher in Korea through
their experience of daily routines and occasional events.

The reason we learn from even repeated routines can be found in the perception of the
practices as social practices. ‘Social practice’ (Wenger, 1998:47) does not refer to
activity itself. Rather, it is the ‘historical and social context that gives structure and
meaning to what we do. In this sense, practice is always social practice’ (1998:47). Here,
Wenger emphasizes the continuity and fluidity of meaning through actual experience.
Practice is a location where people are engaged in the ‘productive process’ of
constructively negotiating meaning, a process that ‘is at once both historical and
dynamic, contextual and unique’ (Wenger, 1998:54), and which ‘involves the
interaction of two constituent processes’, namely ‘participation’ and ‘reification’
(Wenger, 1998:52).

Wenger explained how participation and reification would be produced in a practice.
First, he saw communities of practice as organic structures (Wenger, 1998). The term
participation refers to ‘the social experience of living in the world in terms of
membership in social communities and active involvement in social enterprises’

(Wenger, 1998:55). It represents ‘both action and connection’ to other members of the
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community (Wenger, 1998:55). Essentially participation is rooted in ‘situated
negotiation and renegotiation of meaning in the world’ (Lave & Wenger, 1991:51).
Secondly, Wenger employed the term ‘reification’ to ‘convey the idea that what is
turned into a concrete, material object is not properly a concrete, material object’
(Wenger, 1998:58). Here he suggests that forms within society can develop in new and
autonomous ways, independently of their original context (Wenger, 1998). In the
situation focused upon in this study, the allocation of the TaLK scholars to the local
schools may have caused changes and development of the forms in those schools, as the
novice teachers’ participation would generate the need for negotiation and co-
participation between the TaLK scholars and the established members of the school
community.

Together participation and reification create a duality essential to ‘the human experience
of meaning’ (Wenger, 1998:52). They are not dichotomized categories. Rather, the two
dimensions interact and ‘transform their relation’ in terms of ‘the possibilities for
negotiating meaning’ (Wenger, 1998:68, Author’s italics). “Whereas in participation we
recognize ourselves in each other, in reification we project ourselves onto the world,
and not having to recognize ourselves in those projections, we attribute to our meanings
an independent existence. This contrast between mutuality and projection is an
important difference between participation and reification” (Wenger, 1998:58). Thus,
participation and reification coexist and complement each other (Wenger, 1998).
Similarly, ‘we really cannot separate acceptance, participation, practice, and learning in

a COP framework as they are all mutually implicated” (Gee, 2005:590).
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2.2.1 Community

The personal relationships between members constitute an important feature of
communities (Wenger, 1998), and for that reason a main focus of this study is on the
individual TaLK scholars and their school relationships. Because the membership of
communities of practice is continually changing, as new participants (TaLK scholars in
this study) join and others leave (Wenger, 1998; Roberts, 2006), so too the relationships
among the people in the community change. According to Eckert & Wenger (2005), ‘a
practice is a way of doing things, as grounded in and shared by a community’
(2005:583, Author’s italics), and is established through the co-relationships among
members. To explain the co-relationship between practice and the community, Wenger
suggests three elements of community: mutual engagement, a joint enterprise and a
shared repertoire (Wenger, 1998, 2000; Lave & Wenger, 1991; Nickols, 2003; Davies,
2005).

Mutual engagement among participants is ‘the source of coherence of a community’
(Wenger, 1998:72), and relates to its functioning (Smith, 2003). As practice is a product
of people’s actual participation and interaction, and as there are as many characters and
ways of thinking as there are people, ‘what makes engagement in practice possible and
productive is as much a matter of diversity as it is a matter of homogeneity’ (Wenger,
1998:75). To achieve mutual engagement, members must strive to understand what they
can and cannot do, and how each participant’s different abilities influence and link with
the work of other members (Wenger, 1998). Through those links, it is the relationships
among the members that take precedence, rather than their differences (Wenger, 1998),
and in this way those members ‘build their community’ (Wenger, 2000:229). Through

exchange of ‘semiotic means’, that is, ‘the meaning-making work that goes on around
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giving and taking meanings from words, symbols, objects, places, or persons’ (Gee,
2005:592), participants can be mutually engaged in the practice. Furthermore, such
mutual engagement tends to filter out influence from outside the community (Wenger,
1998). On the other hand, if the members of the community fail to mutually engage,
influences from outside the community will be felt within it. In this study, the local
schools were places where cultural/social diversity was created due to the allocation of
the TaLK scholars to their practice. For each school to function as a community, mutual
engagement was required to produce and share a meaning that would bind the members
firmly together.

The second element, joint enterprise (Wenger, 1998:77), relates to what the community
of practice ‘is about’” (Wenger, 1998:52, Author’s italics), and is ‘the result of a
collective process of negotiation that reflects the full complexity of mutual engagement’
(Wenger, 1998:77), creating shared goals for which participants are mutually
accountable, and which become integral to the practice (Wenger, 1998). In this research,
this element refers to the teaching and collaboration of the TaLK scholars and Korean
teachers in the local schools, as their mutually shared goal in the classroom is to create
successful team teaching through cooperation and negotiation.

Gee (2005) points out that it is difficult to determine exactly what constitutes a joint
enterprise. He notes that if the term is used to apply to any group that shares things,
including practice, then it must be defined ‘so generally and vaguely that it covers
everything’ (Gee, 2005:592). According to Wenger (1998), the important element is the
creation of mutual accountability, whereby participants accept and accommodate their
differences and varied aspirations. Even in the absence of a uniform understanding of

the enterprise, it can still be a ‘collective product’ (Wenger, 1998:79). However, while
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there can be no clear boundary to a joint enterprise, and the responsibility for decision
making rests with the members (Davies, 2005), | prefer to perceive this as autonomy
rather than vagueness. This autonomy, combined with a co-operative relationship
among members, opens the possibility of negotiation, whereby members can follow the
regulations of the community whilst also showing creativity (Wenger, 1998). The scope
for creativity tends to increase over time, so that while newcomers will usually follow
instructions and procedures as given, long-standing members tend to be more flexible
and practical when carrying out tasks (Wenger, 1998). This links directly to the practice
of this study, where novice teachers (TaLK scholars) were learning by following
instructions from the school, whilst the other old-timers (the Korean teachers) could
show flexibility with regard to those instructions.

Wenger’s third element, shared repertoire, refers to the capability produced among the
community (Wenger, 1998). It is related to ‘the degree of self-awareness’ (Wenger,
2000:239, Author’s italics) and the history of mutual engagement in the community, and
‘remains inherently ambiguous’ (Wenger, 1998:83). Shared repertoire comprises shared
resources that have been produced or inherited by the community, such as ‘language,
routines, sensibilities, artifacts, tools, stories, styles’ (Wenger, 2000:229), which are
then interpreted by the members according to their usage. This suggests ambiguity,
which Wenger argues is not the same as absence of meaning. ‘Rather, it is a condition
of negotiability and thus a condition for the very possibility of meaning. It is how
history remains both relevant and meaningful” (Wenger, 1998:83). Hence, shared
repertoire comprises the results of mutual engagement in the practice through various
mediums, such as language and routine (Wenger, 1998). The ways in which the TaLK

scholars might achieve self-awareness in the local schools, how this awareness might be
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recognized and legitimated by the local people, and through which mediums it might be
shared and negotiated in the practice, may be revealed through looking closely at the
TaLK scholars’ shared repertoire in their local schools.

In this study, the TaLK scholars’ relationships with the people in their local schools will
be examined through Wenger’s three dimensions. This will be further explained in

Chapter 4 with the actual data from the TaLK scholars.

2.2.2. Two communities of practice and the interaction of
coordinators and brokers/agents

To enhance understanding of the connection between the TaLK programme and the
local schools, and in order to give a logical justification for the application of
communities of practice theory in this study, this section will examine the TaLK
programme, the local schools, the Korean mentor teachers, and the TaLK scholars in
relation to that theory.

In this study, the TaLK programme and the local schools are perceived as separate
communities of practice. The TaLK scholars are considered as agents /brokers and the
Korean mentor teachers and members of the TaLK team are seen as coordinators

(Lave & Wenger, 1991). These terms will be explained below.

2.2.2.1 The TaLK programme as a ‘community of practice’
The TaLK programme includes two groups of people: the TaLK team, who act as the
coordinator, and the TaLK scholars, the participants. The programme as a whole has

been developing as a community of practice. It has been creating, expanding and
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exchanging knowledge to develop the capabilities (Wenger et al., 2002a) of the
individual TaLK scholars by offering training sessions and tracking each teacher until
the end of their contract with their local school.

As a community of practice, the TaLK programme needs to fulfil the criteria of
enterprise, mutuality and repertoire. Enterprise is ‘the level of learning energy’ (Wenger,
2000:230) that reveals how leadership is involved in the engagement of the members
and therefore in the learning toward shared goals. Mutuality, or ‘the depth of social
capital’ (Wenger, 2000:230) also needs to be combined with the articulation of the
enterprise. In their communities of practice, participants mutually engage with one
another and find ways to interact by ‘receiving and giving help’ (Wenger, 2000:230).
Finally, repertoire refers to ‘the degree of self-awareness’ (Wenger, 2000:230) in terms
of how the connection to the practice would influence understanding of the
community’s development from diverse perspectives, facilitating a reconsideration of
assumptions and patterns and thus uncovering hidden possibilities for the future.

In the TaLK orientation programme, the TaLK scholars are trained by the TaLK team to
achieve the shared goal, namely to deliver English lessons in local schools. During their
training, the TaLK scholars stay in shared accommodation, living and studying together
for three weeks at the TaLK training centre and then for a week in the relevant
provincial office of education (POE). During this time, they build trust and friendships.
This interaction is then continued through social network services (SNS). Each
generation of TaLK scholars has an SNS group on Facebook (see Appendix 2), and all
TaLK programme participants, including members from the POEs and TaLK team, can
communicate in this way. The interaction posted officially on the SNS is chiefly about

teaching and TaLK related issues, and is mainly positive or neutral in order to avoid
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conflict. In contrast, the teachers’ offline communication usually excludes the TaLK
team and the POEs. Through the conversation both online and offline, the TaLK
scholars seek ways to move forward in terms of personal development and the
development of their communities of practice.

In the process of learning, language is ‘highly significant in classifying ways of
transmitting knowledge’ (Lave & Wenger, 1991:105). During their training the TaLK
scholars are exposed to the language used by experienced teachers, and this links into
their actual teaching practice. Moreover, the participants learn through the experience of
their community of practice in all three dimensions, and this links to the process of
developing their identities as teachers.

The TaLK team itself can be perceived as similar to a ‘project team’ (Wenger et al.,
2002a:42). First of all, the team members are recruited by government and ‘have a
direct role in accomplishing the task’ (Wenger et al., 2002a:42). The TaLK programme
was launched and is processed at national level as a project to support the learning of
English among children in rural areas, and the TaLK team is affiliated to the Ministry of
Education of Korea. However, despite this similarity to a project team, the programme
as a whole reveals the features of a community of practice in terms of ‘passion,
commitment, and identification with the group and its expertise’ (Wenger et al.,
2002a:42), as | will show in Chapter 4.

In the final month of their contract, TaLK scholars are asked to submit an essay
detailing their experience in their schools and in Korea (see Appendix 3). These essays
provide feedback for TaLK, albeit that the feedback is mainly positive, as the TaLK
participants know that their essays will be read by the TaLK team members. By

investigating the current participants’ experiences in order to enhance their programme,
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TaLK builds on the collective experience of its members, and thus strives to be an

efficient community (Wenger et al., 2002a).

Therefore, in view of all the points stated above, in this study | take the TaLK

programme to be a community of practice.

2.2.2.2 The local schools as ‘communities of practice’

The local schools have stronger boundaries as communities of practice compared to the
TaLK programme. First of all, they each have a clear physical form, comprising
buildings and grounds. Also, the schools fulfil the criteria of enterprise, mutuality and
repertoire discussed in the previous section. The engagement among the people in the
schools is more structured and immediate, and there is a clear hierarchy of leadership,
where position reveals role and power relationship. In the schools, the teachers interact
and seek to improve their systems, curriculums and schedules in ways that are efficient
for their shared goal of educating children. ‘Education’ can be defined in various ways,
but here | use the term to refer to actual teaching in the classroom.

Each local school in this study has a clear history from its establishment to the present
day. In each case, this long history is a source of pride within the school, and all
members, new and old, are registered in the system. ‘Newcomers arrive, they learn the
necessary knowledge and skills by actually engaging in the practices of the community,
and in time they, too, become experts and full-fledged members of the community’
(Kanno, 1999:131). Within the school, members circulate: the students will move to a
higher grade every year; new teachers will arrive, and others will leave. All the time,

these newcomers and old-timers are interacting and therefore starting to share a history.
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As Wenger (1998) points out, practice involves a shared history of learning, so that
more recent recruits to the practice need to do some catching up. This occurs as the
newcomers and long-standing members share their competences ‘through a version of
the same process by which they develop’ (Wenger, 1998:102); this is also the process of
reproducing their membership. In the practices (the local schools), the TaLK scholars
(the participants) were learning.

A community of practice functions as a place where the members of the community are
learning (Kanno, 1999), and ‘places learning, or learners, squarely at the centre of
inquiry’ (Lave, 1996:157 as cited in Kanno, 1999:127). The meaning of learning
becomes parallel to the ‘identity-making life projects’ (Lave, 1996:157 cited in Kanno,
1999:127). In the case of schools, teachers and students are learning in the practice
through interaction with each other, and this influences their identity formation.

In her study, Toohey (1998) perceived the school as a community of practice and all the
participants in the classroom as members of that community. She considered the
students as ‘participants situated in one or more particular local communities and
engaging in the practices of those communities’ (Toohey, 1998:63). Creese (2003)
shared this perception of the classroom as a community of practice.

Similarly, in this study | see the TaLK scholars as participants in two different
communities of practice, but for the sake of consistency in terminology, I will continue
to use the term ‘TaLK scholar’. Also, as my focus is on the interaction between the
TaLK scholars and the Korean teachers, the established members in the schools, I will

consider the schools as a whole as a huge community of practice.
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Therefore, there are two communities of practice in this study: the TaLK programme
and the local schools. Identity exists in the relations between individuals and between
them and their locations, and also in their “participation in communities of practice.
Thus identity, knowing, and social membership entail one another’ (Lave & Wenger,

1991:53).

2.2.2.3 Korean mentor teachers as ‘coordinators’

A coordinator is ‘a community member who helps the community focus on its domain,
maintain relationships, and develop its practice’ (Wenger et al., 2002a:80). Their role is
essential to vitalize the community of practice, by organizing events and connecting
community members (Wenger et al., 2002a). Such coordination involves leadership;
however, the meaning of leadership here differs somewhat from the traditional sense,
referring rather to an ability to gather people together so that members of the
community are able to achieve a shared goal (Wenger et al., 2002a).

With specific reference to the communities of practice in this study, the TaLK team
coordinates implementation of the TaLK programme by allocating TaLK scholars to
local elementary schools after training. Meanwhile, in each of these local schools there
IS @ mentor teacher, who also acts as a coordinator. This coordinator role is very
important, especially in terms of cooperation between two different communities of
practice. The TaLK programme and the local schools may be considered as two separate
communities, which interact through ‘boundary encounters’ (Wenger, 1998:112) in one-
to-one conversation between a TaLK team member and a mentor teacher. ‘The

advantage of such private conversations is that interlocutors are by themselves and can
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therefore be candid about their own practices in an effort to advance the boundary
relation’” (Wenger, 1998:112).
To be successful, a coordinator must perform several roles in their community, as

detailed below:

= Identify important issues in their domain.

= Plan and facilitate community events. This is the most visible aspect of the
coordinator role.

= Informally link community members, crossing boundaries between
organizational units and brokering knowledge assets.

= Foster the development of community members.

= Manage the boundary between the community and the formal organization,
such as teams and other organizational units.

= Help build the practice — including the knowledge base, lessons learned, best
practices, tools and methods, and learning events.

= Assess the health of the community and evaluate its contribution to members
and the organization.

(Wenger et al., 2002b:80)

As coordinators, a member of the TaLK team and the mentor teacher stand at the gates
of their respective communities of practice, and cooperate with each other to implement
the TaLK programme in the school. As a starting point, information is given to the
mentor teacher, who then delivers their interpretation of that information to the

community members. The element of interpretation means that the actual
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implementation of the programme will be constantly changing, according to the agreed
needs and goals. The mentor teachers also investigate the feasibility of implementing
the TaLK programme in their school and, therefore, the programme will be

implemented based on the school’s particular situation.

2.2.2.4 Mentoring of trainees

According to Dewey, ‘the teacher is engaged, not simply in the training of individuals,
but in the formation of the proper social life’ (Dewey, 1897 cited in Bae, 2000:313). In
her study on young students’ learning, Hart (2014:196) states that ‘educational
professionals have the potential to provide stability, familiarity and support to young
people, as they plan their futures in the crucial period towards the end of school and
college’. In this case, the learners are young novice teachers, but Hart’s point can be
applied to investigate the Korean mentor teachers’ role in terms of supporting the TaLK
scholars whilst they are ‘learning-in-practice’ (Lave, 1996:155). This will be examined
further in Chapters 4 and 5, with the empirical data.

In the TaLK programme, in each elementary school one Korean teacher takes on the
role of mentor teacher. However, as Bae pointed out, elementary school teachers in
South Korea do not study English as their university major, so their knowledge of
English and their teaching skill in the subject can vary (Bae, 2000). Moreover,
elementary school English teachers are expected to possess a range of tangible teaching
skills that will allow them to conduct various ‘fun’ activities with their students (Bae,
2000). Therefore, the Korean mentor teachers in elementary schools do not necessarily

have a thorough knowledge in English, and their skills are likely to be oriented towards
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practical teaching. In contrast, the TaLK scholars they are expected to mentor may be
experts in the English language but not in teaching. According to Bae (2000), the native
English speaking teachers in elementary schools are expected to possess not only
flexibility and *sensitivity to the point of compassion’ (Bae, 2000:323), but also a ‘well-
developed sense of humour’ (Bae, 2000:323).

As argued by Copland (2010:466): “The role of the mentor teacher or tutor depends on a
number of variables, but they are typically expected to offer support to the trainee as
they learn to teach, provide suggestions and advice with regard to improving practice,
and assess the trainee’s teaching against a set of criteria issued by the institution or an
awarding body.” To carry out this role, the mentor teacher will usually offer a feedback
session after observing the trainee’s classes (Copland, 2010).

Unfortunately, the Korean mentor teachers in this study were not able to offer
meaningful support for the TaLK scholars. Often, the mentor teachers themselves had a
low status in the school, and they also lacked both ability and will to open up
communication in English with the TaLK scholars. This will be discussed further in

Chapter 4.

Next the focus will shift to the TaLK scholars. As will be explained below, they are
agents and brokers belonging to both communities of practice: the TaLK programme

and the local school.

2.2.2.5 TaLK scholars as ‘agents’ and ‘brokers’
Based on the discussion above, I consider the TaLK programme and each local school

as communities of practice. Further, I consider the TaLK scholars as agents, that is
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individual persons who have intentions of their own; and as brokers who interact with
two communities of practice.

The term ‘agency’ (Giddens, 1984 cited in lervese & Tuttolomondo, 2014:245) ‘refers
to the ability and possibility for an individual to make choices and to act autonomously
within a system of norms and constraints. Agency implies not only that the individual is
endowed with a certain grade of competence but also the presence of favourable
environmental conditions in order to express this competence’ (lervese & Tuttolomondo,
2014:245).

Lave (1991) studied apprentices as individuals involved in the learning process within a
community. Apprentices ‘have the opportunity to see community practice in its
complexity early on and have a broader idea of what it is about than just the particular
tasks in which they are engaged or that are most easily observable’ (Lave, 1991:69).
Hence, they are on the periphery of the community, and try to become legitimate
through participation (Lave, 1991). With regard to learning, | consider the TaLK
scholars of this study as being apprentices. However, with regard to ‘capability and the
opportunities to participate to express their own priorities, strategies and aspirations’
(Biggeri, 2014:45) and to promote them in the decision-making processes (Hart, 2009,
2013; Biggeri & Santi, 2012), | perceive the TaLK scholars as agentive beings who act
as brokers between two communities of practice: the TaLK programme and the local
schools. Therefore, in this study, the TaLK scholars will be considered as agents and
brokers rather than as apprentices.

First of all, the TaLK scholars are agentive beings. As such, they are unique individuals,
so will receive and interpret the same input differently. Then, ‘[t]he history objectified

in instruments, monuments, works, techniques etc. can become activated and active
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history only if it is taken in hand by agents who, because of their previous investment,
are inclined to be interested in it and endowed with the aptitudes needed to reactivate it’
(Bourdieu, 2000 emphasis in original cited in Blackledge, Creese, Barag, Bhatt, Hamid,
Wei, Lytra, Martin, Wu & Yagcioglu, 2008:551). Due to the ‘multiple choices in
relation not only to the possible lines that we can produce but to the form of the play
itself” (Davies & Harré, 1990:52), in the practice, we act as ‘agent (producer/director) as
well as author’, and at the same time as ‘multiple audiences’ (Davies & Harré, 1990:52).
Agency represents ‘one’s course of action as one from among various possibilities’
(Harré & Van Langenhove, 1991:400). ‘From a situatedness perspective, knowledge is
generally constituted by the relation or interaction between an agent and the situational
context they are acting in’ (Renkl, 2001:14134). In the practice, the agent will interact
with others and thus negotiate a certain course of action, and this process will produce
knowledge and meaning of the action in the practice.

‘The agent has little possibility of fashioning an identity that implies mastery, for
commoditization of labour implies the detachment of the value of labour from the
person’ (Lave, 1991:76). This point is relevant to my study, as | will show that in the
school practice the TaLK scholars’ presence as agentive beings is neglected, and they
are considered only in terms of their role as agents who deliver knowledge of the
English language to the people in the practice. The TaLK scholars may focus on
teaching as teachers; however, in the practice they may be considered as temporary
visitors to the school, English native speakers who will speak English for the benefit of
the students. In that case, the values of the TaLK scholars themselves are not considered
by the local people. As will be discussed in Chapters 4 & 6, this influenced the TaLK

scholars’ status of belongingness in the practice.



58

In the construction of their own identity, all teachers are individual agents. Here the
term agency refers to humans’ ability to influence their own lives and environment,
albeit that at the same time they are themselves shaped by a range of factors, both social
and individual (Lasky, 2005). As ‘agentive beings’, individuals are ‘constantly in search
of new social and linguistic resources which allow them to resist identities that position

them in undesirable ways’ (Pavlenko & Blackledge, 2004a:27).

There are further reasons why | perceive the TaLK scholars as agents. First of all, they
have membership of more than one community of practice, and secondly, having been
trained by TaLK, upon moving to the local schools they transfer knowledge from one
community of practice to another. During the TaLK training, the programme’s intention
with regard to the teaching of English is delivered to the TaLK scholars. They are then
sent as agents to the local practices to deliver that intention. In the actual practice, the
TaLK scholars in this study became neither full members nor intruders (Wenger, 1998).
As such, they adhered to what was expected of their role as brokers. However, they did
wish to become closer to being full members of the community than was required by
that role. This might have been because they considered it necessary in their role as

‘agents’. | will illustrate this argument in Chapter 4, with the empirical data.

Secondly, the TaLK scholars were acting as brokers in the practice. The term ‘broker’
was introduced by Eckert (1989) in her study about ‘jocks and burnouts’ and their ways
of producing ‘new ideas, new interests, new styles, and new revelations into their clique’
(Wenger, 1998:109). Brokers have multi-membership of different communities,

enabling them to transfer elements between the practices; such activity is ‘a common
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feature of the relation of a community of practice with the outside’ (Wenger, 1998:109).
Boissevain (1974), Kadushin (2004) noted that, ‘brokers are people who span structural
holes, mediating loose times’ (Eckert & Wenger, 2005:587). As brokers, TaLK scholars
experience an ‘immersion’ (Wenger, 1998:113) form of boundary encounter. They are
fully immersed in the practice and learn the ways of interaction of the original members
(Wenger, 1998), but are interacting on the boundary, and so remain as neither fully
inside nor fully outside (Wenger, 1998).

Brokering refers to ‘a number of boundary processes through which knowledge can be
transferred’ (Roberts, 2006:631). In this study | will show that, at the same time as
acting as agents to deliver the Korean government’s policy of using native speakers to
teach English, the TaLK scholars also act as brokers transferring knowledge between
the TaLK programme and the local schools. To some extent, the TaLK teachers were
serving as brokers for the English speaking world, not through their own intention but
because they were following the national TaLK programme. They were learning to be
teachers by participating in the programme, but their efforts also functioned to advance

the importance of English, as emphasized by the Korean government and by TaLK.

In summary, the TaLK programme and each local school are communities of practice
that are continuously evolving. Each includes people who play a role as coordinator
between the two communities, and who deliver information to their community
members. Because they act not only as gate-keepers of their respective communities of
practice, but also as interpreters of the programme who can therefore influence its actual

implementation, their role invites close attention. In particular, the mentor teachers’ role
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is a highly important factor in the teaching performance and experience of the TaLK

scholars in the local schools.

2.2.3 Three modes of belonging

In terms of the participation in social practice, the three elements encompass both an
‘emic’ and an ‘etic’ perspective, focusing on each person, who is also a member of a
‘sociocultural community” (Lave & Wenger, 1991:52). Within these co-existing layers
and perspectives of learning, the individual becomes ‘a full participant, a member, a
kind of person’ who is ‘able to be involved in new activities, to perform new tasks and
functions, to master new understandings’ (Lave & Wenger, 1991:53). In this way, the
individuals and the practice evolve mutually. At the local level, it is expected that the
status of each participant will shift from marginal to peripheral and then to full
participation (Toohey, 1999).

In a practice, there are “discursive channels’ (Giampapa, 2004:192), such as ‘ethnicity,
language, race, gender ... citizenship’ (Giampapa, 2004:192). In conjunction with these
channels, by participation in the field people undergo ‘a process of negotiation [of
identity] across spaces and time’ (Giampapa, 2004:193). In the process, interactions
within the local practice will be meaningful for the participants’ ‘global participation’,
explained according to three ‘“modes of belonging’, namely ‘engagement’, ‘imagination’,
and ‘alignment’ (Wenger, 2000:228). Here, knowing, learning, and sharing knowledge
comprise ‘an act of participation in complex “social learning systems™ (Wenger,
2000:226).

In any society, culture ‘represents a framework through which people communicate

about, make sense of and interpret their worlds’ (Kohler, 2015:21), and to belong to the
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local Korean society and culture, the TaLK scholars were seeking ways ‘to develop the
resources necessary to participate in shared meaning making” (Kohler, 2015:21); that is,
learning to engage with the practice ‘in context-sensitive ways’ (Kohler, 2015:21). By
participating in the TaLK programme and through their placements in local schools, the
TaLK scholars were joining in the ‘social learning system’ by undergoing the three
‘modes of belonging’ (Wenger, 2000:226, Author’s italics). Some of the TaLK scholars
managed to shift their position from marginal to peripheral, while others did not. This

will be further studied in Chapter 4, with the empirical data from the TaLK scholars.

Among the above-mentioned modes of belonging, we enter into engagement with other
members of the community through talking or doing something together (Wenger, 1998,
2000). Engagement is a combined implementation of a three-dimensional process as a
consistent negotiation of meaning, formation of a trajectory and development of history
of practice (Wenger, 1998). In this process, ‘[w]e learn what we can do and how the
world responds to our actions’ (Wenger, 2000:227). We engage with a certain task, and
that task both influences the creation of identity of the community and creates
connection, so that ultimately we become part of the community (Wenger, 2000).
Clearly, this engagement has limitations with regard to space, time and boundary
(Wenger, 2000). However, the limitation of boundary could itself be an important
resource, as it could accelerate the need for cooperation and thus lead to inviting people

into a practice of mutual engagement (Wenger, 1998).

The second mode of belonging, imagination, is an important mechanism that imposes

meanings on our experiences (Wenger, 1998). To explain this further, Wenger (1998)
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tells a story about two stonemasons. When asked what they were doing, one answered
that he was making square bricks that could be placed one on top of the other. The
second stonemason replied that he was building a cathedral. Although the experience
was the same, the meaning ascribed to it was different, and thus the masons’
understanding of themselves was also different (Wenger, 1998). Through the
perspective of imagination, the circumstances make sense. To position ourselves in the
community, we use imagination to °‘[construct] an image of ourselves, of our

communities, and of the world” (Wenger, 2000:227-228).

The third mode, alignment, links our local activities to the broader meaning of actions,
in order that those activities may be ‘effective beyond our own engagement’ (Wenger,
2000:228). Here, the concept of alignment ‘does not connote a one-way process of
submitting to external authority, but a mutual process of coordinating perspectives,
interpretations, and actions so they realize higher goals’ (Wenger, 2000:228).

As brokers between two communities of practice, the TaLK scholars in this study tried
to engage as insiders of their local school practices, just as they belonged to the TaLK
programme. By experiencing teaching, and building relationships with the Korean
teachers in their schools, they were learning. They were also imagining themselves in
the ‘particular space’ (Giampapa, 2004:193) of their future classrooms, their future
selves as teachers and future jobs in relation to their experience in Korean schools. They
were asking themselves whether their teaching was adequate to lead the pupils to learn
English while having fun, and whether their efforts to build relationships with the
Korean teachers were good enough. Whether they recognized it or not, they were

undergoing the modes of belonging: ‘engagement, imagination and alignment” (Wenger,
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2000:226, Author’s italics). This process will be discussed further in Chapter 4, with the
empirical data in relation to the TaLK scholars’ accessible communication channels in
their schools.

The reasons for participation in the practice vary according to the individual; for
example, some might find value in the community itself; some are pursuing a personal
connection, while others are seeking to improve their skills (Wenger et al., 2002b).
Consequently, it is unrealistic to expect that the participation of each member of a
community will be equal (Wenger et al., 2002b); similarly, the meaning of learning will
also be different. Each individual has different interests, different perspectives on events,
and different interpretations of their experience. Therefore, it will be useful to look at
each TaLK scholar’s role in the programme and in the practice: how he or she functions

and what it means.

2.3 Situated Learning and Teacher Development
In this section, the focus will move to learning through participation. Whilst people are
engaged in a community of practice, through their daily lives there, ‘learning is part of
their changing participation in changing practices’ (Lave, 1996:150).
This emphasizes the importance of learning in terms of achieving legitimacy in the
community of practice. The legitimacy is acquired through actual participation in the

practice where the individual is situated.

Eckert (2006) points out that:
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In the course of regular joint activity, a community of practice develops
ways of doing things, views, values, power relations, ways of talking.
And the participants engage with these practices in virtue of their place in
the community of practice, and of the place of the community of practice
in the larger social order. The community of practice is thus a rich locus
for the study of situated language use, of language change, and of the
very process of conventionalization that underlies both.

(Eckert, 2006:1)

According to Eckert, the community of practice is a crucial site for ‘the experience of
membership in broader social categories — one might say that it is the grounded locus of
the habitus’ (Bourdieu, 1977 cited as Eckert, 2006:2, Author’s italics). However, in
Wenger’s understanding, in terms of the ‘emergent structure’ of the practice, ‘the
habitus would be an emerging property of interacting practices rather than their
generative infrastructure’ (Wenger, 1998:289). He likens this to ‘Giddens’s (1984)
notion of structuration” (Wenger, 1998:289), but with the difference that practices are
seen as ‘specific contexts for the knowledgeability of actors’ (Wenger, 1998:289). This
is also slightly different from Bourdieu’s understanding of practice as revealed in the
structure (Wenger, 1998).

Something that is not considered in Eckert’s reflection upon situated learning is the
situation of bilingual/multilingual practice. Of course a community of practice is “a rich
locus for the study of situated language use, of language change, and of the very process
of conventionalization that underlies both’ (Eckert, 2006:1). However, in a practice

where the newcomers’ language and cultural background differ from the local language
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and local norms, their process of situated learning could encounter a variety of
opportunities and challenges.

With regard to teaching, Richardson & Placier (2001) have noted that, ‘teachers
constantly change as a result of their everyday classroom practice, participation in
teacher development programmes or professional conversations with colleagues. The
change within this perspective is understood as voluntary and naturalistic’ (Richardson
& Placier, 2001 cited in Kubanyiova, 2007:45). This idea of teachers interacting in their
communities of practice has been applied in the present study in order to enhance the
understanding of schools as individual practices to which the individual TaLK scholars
are allocated, and which then exert influence on the ways in which those teachers
perform their teacher identity.

Furthermore, identity can change in the process of acquiring membership of a
community (Lave, 1996). People try to communicate with others inside and outside the
community, and on its periphery; in doing so they take on social roles to act out, and
through that, they experience learning (Lave, 1996). ‘Learning from our interactions
with other practices is not just an intellectual matter of translation. It is also a matter of
opening up our identities to other ways of being in the world” (Wenger, 2000:239). As
there is no clear distinction between communities of practice in the social world,
‘multimembership is an inherent aspect of our identities” (Wenger, 2000:239).

Through the process of acquiring membership, participants are learning. Lave &
Wenger (1991) conceptualized this as ‘situated learning’, which links participants,
practice and learning to compose communities of practice. This concept will be

explained in the following section.
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2.3.1 Learning and legitimate peripheral participation

Learning is ‘never simply a process of transfer or assimilation: Learning, transformation,
and change are always implicated in one another, and the status quo needs as much
explanation as change’ (Lave & Wenger, 1991:57). The learning is also ‘what produces
practice as an emergent structure’ (Wenger, 1998:86). It needs to be understood as a
social process (Wenger, 2000) that is situated in the practice (Lave & Wenger, 1991). As
Wenger (1998:96) argues: ‘Learning is the engine of practice, and practice is the history
of that learning.” People learn through their participation. The participation is reified
through the process of negotiation of meanings and this in turn influences the
development of the practice and becomes part of its history (Wenger, 1998). In this
sense, each individual who learns through the practice also affects the practice (Wenger,
1998). In this study, not only are the TaLK scholars developing, but so is the practice;
they are learning together, in a mutual process. Therefore, the change concerns not only
the new, but also the old. In the process of mutual engagement of the new and old and
the members and the practice, the status quo of the practice undergoes change. So, the
development is a mutual process of learning together in the practice.

So, ‘[l]earning is located in coparticipation, and the focus is on what kinds of social
engagement produce distinct types of learning rather than what kinds of cognitive
processes are involved in these learnings’ (Varghese, Morgan, Johnston & Johnson,
2005:29). Meanwhile, according to Smith (2003:1), ‘learning involve[s] a process of
engagement in a ‘community of practice’’; that is, participation.

Participation is ‘a socially situated process by which newcomers gradually move toward
fuller participation in a given community’s activities by interacting with more

experienced community members’ (Morita, 2004:576). In this process, ‘legitimate
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peripheral participation’ (LPP) (Morita, 2004:576 Author’s italic) is an ‘evolving form
of membership’ (Lave & Wenger, 1991:53) that involves °‘the engagement of
participants who have varying degrees of familiarity with the practices of the
community’ (Toohey, 1998:63).

There are three modes and degrees of legitimate participation: ‘full participation’,
‘peripheral participation” and ‘marginal participation’ (Davis, 2005:565). Newcomers
learn first through marginal participation in the practice, and then move toward
peripheral participation, aiming for full participation (Lave & Wenger, 1991). The
linkage between learning and participation, that is, learning in the situation, confers
legitimacy upon the composition of communities of practice, and contains meaning in
terms of moving toward full participation (Toohey, 1998, 1999). In this case, the TaLK
teachers were ‘learning by doing’ (Kramsch, 1993:3) and ‘learning by thinking’
(Kramsch, 1993:3) in their practice.

The notion of learning by participation in the practice can be further explained in terms
of the multilayers of participation that are ‘entailed in membership’ (Haneda, 2006:812)
of a community of practice. In this regard, Haneda (2006:812) pointed out that one
limitation of community of practice theory is that it ‘bypasses the issue of power with
respect to who can assign certain roles and identities and thus control trajectories that
lead (or not) to full participation’, as it is possible that by labelling certain individuals as
such, their marginalized status can be legitimized (Haneda, 2006). | agree with Haneda
on this point, as in the practice, a certain invisible boundary was created and imposed
around each person, according to their position and role, and this applied equally to the
TaLK scholars. As will be discussed in Chapter 4, there existed in the schools a

hierarchical relationship among established members (the Korean teachers), and this
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served as an obstacle to the TalLK scholars’ trajectory towards becoming full
participants of the community.

Haneda (2006) also highlighted the need for critical examination of the concept of
community and the classification of different learning types. However, whilst | agree as
to the need for this, I nevertheless consider that it is the idea of autonomy in community
of practice theory that allows us to perceive each individual as distinct from others, able
to capture meaning in unique ways, even from the same experience as illustrated earlier
with the story of the stonemasons.

There are some limitations to the concept of legitimate peripheral participation (LPP).
First, like communities of practice theory, LPP neglects the importance of power in the
practice. According to Roberts (2006:626-627), ‘while meaning may be negotiated
within communities of practice, it is vital to recognize the role of power in this process’,
as ‘power may be evident in terms of the degree of participation’. He also commented
that whilst Lave & Wenger (1991) ‘note the significance of power in shaping the
legitimacy of peripherality and participation, they fail to explore the implications of the
distribution of power’ (Contu & Willmott, 2000; 2003 cited in Roberts, 2006:627).
Secondly, according to Davies (2005), Wenger (1998) and Lave & Wenger (1991)
failed to draw clear boundaries or distinctions between the three concepts of legitimacy.
However, as ‘the boundaries between communities of practice are not fixed, but flexible,
continuously shifting, porous in nature and difficult to identify’ (Roberts, 2006:631),
and also, as participation is a process of negotiation subject to continuous evolution, the
distinctions cannot be explicit. As one participant’s interpretation of his or her status in
the community might not match the perceptions of other members, so their position in

terms of legitimacy in the community may always be floating, rather than fixed.
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The understanding of learning in terms of participation emphasizes its nature as a set of
relations that is dynamic and constantly evolving (Lave & Wenger, 1991), and this point
is underlined by Anderson, Reder & Simon (1996:5), as ‘much of what is learned is
specific to the situation in which it is learned’. In this regard, ‘legitimate peripheral
participation’ (Lave & Wenger, 1991:29) is the key concept used to explain how
learners become full participants recognized as appropriate in the practice (Davies,
2005). They do so by participating at first in a limited way, with limited responsibility,

without excessive pressure (Davies, 2005).

2.3.2 Learning-in-practice and identities-in-practice

Communities of practice theory considers ‘the social interactive dimensions of situated
learning’ (Roberts, 2006:624), based on the fact that interaction is a feature of
communities, while communities of practice emphasize learning in the practice.
‘Situated learning’ (Roberts, 2006:623) ‘makes the link between learning and identity
by viewing learning as an identification process’ (Varghese et al., 2005:29). The central
concept of situated learning is ‘the interactions between novices and experts, and the
process by which newcomers create a professional identity’ (Lave & Wenger, 1991
cited in Li, Grimshaw, Nielsen, Judd, Coyte & Graham, 2009:1). When people are
allocated to a ‘real-life context’ (Renkl, 2001:14134), within that context ‘the learning
experiences have positive effects on “real-life” problem solving” (Renkl, 2001:14134).
Nevertheless, the notion of situated learning is vague (Renkl, 2001).

To see the actual learning of the TaLK scholars as they experienced challenges and

opportunities in their schools, this section will discuss situated learning theory, and in
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particular the concepts of ‘learning-in-practice’ (Lave, 1996:155) and ‘identities-in-
practice’ (Lave, 1996:157).

First, novices are ‘learning-in-practice’ (Lave, 1996:155; Kanno & Stuart, 2011:239) to
be full participants of the community (Lave, 1996; Renkl, 2001). In Lave’s (1991) study
exploring Vai and Gola’s apprenticeship (Lave & Wenger, 1991; Herrington & Oliver,
1995; Lave, 1996), she was able to observe that ‘the shifting practice of tailoring across
the lifetime, the daily round of life as a master, and the practice of learning to tailor
were all similarly patterned but differently lived aspects of the life in the tailor shops’
(Lave, 1996:153). From this Lave concluded that ‘intricately patterned relations
between practices, space, time, bodies, social relationships, life courses - ubiquitous
facets of ongoing communities of practice - are both the content and the principle of
effectiveness of learning’ (Lave, 1996:154).

Unlike learning by doing, ‘in learning-in-practice, the practice is the ultimate mission;
novices learn because they need to do their part in the practice’ (Kanno & Stuart,
2011:239). Therefore, this concept is appropriate to examine the challenges and
opportunities the TaLK scholars faced in everyday life in their schools.

Secondly, Lave developed the concept of ‘identities-in-practice’ (Lave, 1996:157),
whereby ‘subjects, and the world with which they were engaged, mutually constituted
each other’ (Lave, 1996:157). This emphasizes the close relationship between identity
and practice (Kanno & Stuart, 2011). According to Kanno & Stuart, ‘identities develop
only in situ, as one takes part in the practices of a community and learns the ways of
being and doing in the community’ (Kanno & Stuart, 2011:240). Through this process
of learning in the practice, the identity of the individual in the practice also changes

(Kanno & Stuart, 2011). As in Kanno and Stuart’s study on L2 language teachers, the
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TaLK scholars in this study were learning in the situation and therefore ‘learning to
become’ (Kanno & Stuart, 2011:239, Authors’ italics) teachers.

Wenger (1998) noted that apprentices are trained in a place separate from the work
place. Once assigned to the actual practice, they begin to learn indirectly what life in the
practice is like, through observing their seniors’ daily routines. With time, they build
their knowledge about the practice and its atmosphere. The allocation to the practice is
the starting point of participation in it (Wenger, 1998), and in the case of the TaLK
scholars in this study, it was the start of their second participation.

Based on her finding in the case of Vai & Gola, and on the discussion of theories of
learning, Lave (1996) raised the following three questions: ‘What are theories of
learning about?” (Lave, 1996:155, Author’s italics) ‘What is a theory of learning’?
(Lave, 1996:156, Author’s italics) and ‘What would happen if we took the collective
social nature of our existence so seriously’? (Lave, 1996:157).

In relation to the first question, Lave (1996) stated that theories of learning ‘[theorize]
about “education,” knowledge, culture, and their production and reproduction’ (Lave,
1996:156). As to the nature of theories of learning, Lave borrowed Martin Packer’s
proposal of three stipulations of such theories. These are ‘telos’, which refers to ‘a
direction of movement or change of learning (not the same as goal directed activity)’;
‘subject-world relation’, ‘a general specification of relations between subjects and the
social world (not necessarily to be construed as learners and things to-be-learned)’; and
‘learning mechanism’, the ‘ways by which learning comes about’ (Lave, 1996:156,
Author’s italics). There are various ways of participating, ways of becoming a
participant, and ‘ways in which participants and practices change’ (Lave, 1996:157), so

that finally, ‘people are becoming kinds of persons’ (Lave, 1996:157) in the practice.
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Lave perceived these stipulations as useful to trace the trajectory of learning of
individuals and also to understand the mode of learning achieved (Lave, 1996). Hence
they can also be used to represent the TaLK scholars’ identities-in-practice.

The *identities-in-practice’ concept (Lave, 1996:157) proposes ‘a mutually constitutive
relationship between identity and practice’ (Kanno & Stuart, 2011:240). On this basis,
Kanno & Stuart (2011) classified identities as ‘narrated identities’, which are
‘discursively constructed’, and “‘enacted identities’, that is, ‘identities that are enacted in
practice’ (Kanno & Stuart, 2011:240). For the TaLK scholars in this study, their
identities were enacted and narrated in the practice, and that in turn influenced the
cultivation of the school practice. In the Korean schools where the TaLK scholars were
learning to become language teachers, their identities as language teachers were
developed in the situation through mutual engagement with the practice, and in the
process of development, narrated identities and enacted identities were revealed in their
daily lives in the local schools as their ‘identities-in-practice’ (Lave, 1996:157).
Therefore, in studying the TaLK scholars’ teacher development in relation to the
management of opportunities, challenges and differences in their local schools, the two
concepts of situated learning — ‘learning-in-practice’ and ‘identities-in-practice’ -
provide a suitable framework for analysing the empirical data. These two concepts will

be applied in Chapters 5 & 6 of this study.

2.3.3 Teacher development / learning of novice teachers
As mentioned before, novices are learning in the practice, and through the learning they
are able to become their expected selves. In a school setting, novice teachers are

learning to be mature and skilful teachers who are perceived as experts.
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2.3.3.1 Novices and experts

Through their participation, novices can achieve an expertise in the practice. This
expertise is part of the ‘ongoing movement towards full participation and the formation
of identity within a particular community of practice, which is constantly evolving’
(Lave, 1993 cited in Billett, 2001:438). It “needs to be considered situationally” (Billett,
2001:441). As argued by Cobb & Bowers (1999:6), ‘learning is synonymous with
changes in the ways that an individual participates in social practices’. Thus, learning is
part of the process of becoming expert, and thus moving toward “full participation’ in
the practice.

Hence, the journey of novices towards acquiring expertise is also the process of
formation of their identity as they move toward full participation (Lave & Wenger,
1991). To be a full participant, the novice needs to achieve shared knowledge of the
practice, and this ‘knowledge is constructed through problem solving’ (Billett,
1996:437). This argument acknowledges the novice teachers’ lack of experience when
starting their careers, and also the crucial role played by confronting problems in the
process of construction of knowledge (Kagan, 1992). The beliefs and knowledge of
novice teachers who have ‘little knowledge of pupil and procedures’ (Kagan, 1992:133)
are contested in the practice (Kagan, 1992).

According to Billett (2001:445), there are “four qualities for full participation’. First of
all, “learning about a social practice is realized through the process of becoming a full
participant’ (Billett, 2001:445). Secondly, ‘engagement over time is required for the
appropriation of situationally germane knowledge and skilfulness’ (Billett, 2001:445).
Next, Billet echoes Lave & Wenger (1991) point that full participation assumes the

capability to implement ‘new activities and [perform] new tasks’, and therefore to show
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‘new understanding’ (Billett, 2001:445). Finally, ‘individuals are defined by, as well as
defining, their relationship with the social practice in which they participate’ (Billett,
2001:445). Thus novices become experts in the practice by achieving legitimacy as
members of the community of practice and by perceiving their roles in the practice.

The process of becoming a full practitioner in a community of practice involves both the
production of continuity with, and the displacement of, the practice of established
members (Lave & Wenger, 1991). Newcomers and old-timers are dependent on each
other: newcomers in order to learn, and old-timers in order to carry on the community of
practice. At the same time, the success of both new and old members depends on the
eventual replacement of old-timers by newcomers-become-old-timers (Li, Grimshaw,
Nielsen, Judd, Coyte & Graham, 2009), who have themselves become experts in the
practice.

Britzman (1994) distinguished between ‘role’ and ‘identity’: ‘Role is a public function
assigned externally, whereas identity involves inner commitment’ (Kanno & Stuart,
2011:239). Teachers’ identities and roles seem interconnected, because if the role is
socially constructed, identity must shape and interpret it (Britzman, 1994). The teacher
identity becomes more concrete as novices gain experience and become more confident.
In the process of construction of their teacher development, as novices, the agents (the
TaLK scholars) accept the role of teacher. In their Korean schools, they face a
continuous process of constructing and being constructed into that role, during which
they embody ‘learning to teach’ (Mayer, 1999 cited in Clarke, 2008:8). As they
accumulate teaching experience, the social role as teacher develops into their identity as

teacher, which is continuously reconstructed (Clarke, 2008).
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One crucial point in the transition from adopting the role of teacher to revealing a
teaching identity is that novices should imagine the role of a better and more confident
teacher (Clarke, 2008). ‘Teacher thought is socially constructed’, while at the same time,
it is enacted individually (Miller March, 2003 cited in Clarke, 2008:10) according to
each person’s previous experience, current context and future aims. This teacher
thought will shape the teachers’ imagination of their future selves, and strongly
influence the process and speed of their identity formation (Clarke, 2008). By managing
opportunities and challenges in the practice the novices undergo learning, and by
adopting new roles, they take on new identities (Clarke, 2008).

The distinction between and mingling of teachers’ role and identity should be
considered alongside the TaLK scholars’ identity construction. In this study, the role
and identity as teacher is discussed with reference to the participants’ lives and
experiences in Korea. For example, one expectation of the TaLK/EPIK training is that
EPIK teachers “can focus more on helping students build confidence and have fun in the
classroom’ (EPIK Homepage). This seems to urge the TaLK scholars and EPIK
teachers to use their sense of fun to encourage elementary schoolchildren to learn
English, which is actually only one of the teacher’s roles. However, as they become
more experienced, and undergo various interventions affecting role assumptions and
identity formation in training and in practice, the TaLK scholars reveal various roles as
teachers in various ways. These interventions and the identity formation will be studied

in depth in this study, mainly through the words of the TaLK scholars themselves.
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2.3.3.2 Subjectivity & Symbolic competence

The subject is a ‘symbolic entity that is constituted and maintained through symbolic
systems such as language’ (Kramsch, 2009:17; Schueller, 2011:440). As ‘subjectivity is
produced discursively ..., we are formed as subjects through the symbols we create, the
chains of signification we construct, and the meanings we exchange with others
(Kramsch, 2013:1), and through this ‘interaction with our environment through the
discourse of others — a subjectivity-in-process’ (Kristeva, 1986 cited as Kramsch,
2013:1). Due to the power dynamic between them and the experienced teachers, the
novice teachers’ subjectivity was frequently challenged and threatened in the practice.

In common with communities of practice and situated learning theory, which explain
peoples’ learning process in terms of participation and reification, subjectivity places a
huge importance on experience. People consider ‘the experience as one that engages
their emotions, their bodies, and the most intimate aspects of themselves’ (Kramsch,
2009:2). These concepts are relevant to the relationship between the individual and the
practice, since: ‘We only learn who we are through the mirror of others; in turn, we only
understand others by understanding ourselves as Other’ (Kristeva, 1991 cited as

Kramsch, 2013:1).

Subjectivity itself is symbolic (Kramsch, 2013). “The creation and maintenance of a
subject, emerges and develops through the use of symbolic forms like language, image,
music’ (Deacon, 1997 cited as Kramsch, 2013:1). Subjectivity represents ‘our conscious
or unconscious sense of self as mediated through symbolic forms” (Kramsch, 2009 cited
in Kramsch, 2013:1 Author’s italic). Just as Kramsch felt that, during her experience in

Paris, various symbols arbitrated for her ‘a different reality and a different subject
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position’ (Kramsch, 2009:7), for the TaLK scholars symbols such as the Korean
language and Korean maps would mediate a different reality and subjectivity in the
practice. Different language use places the speaker in a different *symbolic space’
(Kramsch & Whiteside, 2008:664). The TaLK scholars were physically located in the
same space with the local teachers, but they could not create a shared symbolic space,
due to difficulties in mutual engagement.

“The word “symbolic”, when applied to entities such as “symbolic reality”, “symbolic
self”, or “symbolic power”, refers not only to the representation of people and objects
in the world but to the construction of perceptions, attitudes, beliefs, aspirations, values
through the use of symbolic forms’ (Kramsch, 2009:7, Author’s italics). In these usages,
‘symbolic means “produced and reproduced through the use of symbols”; it is contrasted
with material or physical’ (Kramsch, 2006:103, Author’s italics). Hence, ‘symbolic
competence’ (Kramsch, 2011:358; Kramsch & Whiteside, 2008:664) means ‘the ability
not only to approximate or appropriate for oneself someone else’s language, but to
shape the very content in which the language is learned and used’ (Kramsch &
Whiteside, 2008:664). The TaLK scholars’ symbolic competence in English was
somewhat undervalued by local teachers due to the symbolic barrier of the local schools,
where they were positioned as a medium of commodification in the market of English
(Heller, 2003), rather than as qualified and prepared to teach. Moreover, because the
local people perceived the TaLK scholars as temporary visitors who would leave after

six months, they did not legitimate them as members of the community.
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2.3.3.3 Teacher development

Teacher development is an on-going process accomplished by the teacher’s efforts with
regard to use of an appropriate curriculum, teaching skills and the implementation of
planning and skills in the practice (Bae, 2000). According to Gregorc (1973:3), teacher
development has four stages: ‘becoming, growing, maturing and the fully functioning
professional’. At the stage of ‘becoming’, teachers develop their expectations on the
role of teacher and the school as social institute (Bae, 2000); at that stage their
commitment to teaching is ‘ambivalent’ (Gregorc, 1973:3). Next, in the ‘growing’ stage,
the teachers become sensitive to the expectations of students, parents and co-workers,
and they establish a certain level of knowledge on curriculum, teaching skills, materials,
and themselves (Bae, 2000). At the maturing stage, teachers tend to devote more to
teaching than is expected of them, and re-inspect the ideas they have come to hold about
themselves and about teaching (Bae, 2000).

According to Lee (1992), the process of teacher development involves five stages:
training, formation, growing, full-growth and maturing. He also gave approximate time
spans for these stages, suggesting that the stage of formation would cover the first one
to four years of teaching experience, while the stage of maturing would be reached only
after twenty-one or more years of teaching (Lee, 1992).

Bae added to the discussion on teacher development by arguing that it is not a linear
process, but one that is continuing, complex and circular (Bae, 2000). The fact that a
teacher has spent longer in the profession, does not necessarily mean that s/he has
developed in positive and appropriate ways. Moreover, variables related to the practice,
and to personal and family issues, would influence the teacher development in both

positive and negative ways (Bae, 2000). It is noticeable, however, that both Lee (1992)
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and Bae (2000) omit any discussion of initial teacher training and situated learning. As
the TaLK scholars were ‘learning-in-practice’, and each practice was different, so too
their learning processes varied.

According to Choi (1992), elementary school teachers in their first to third year of
teaching are in the stage of ‘survival’ (Choi, 1992 cited in Bae, 2000). This would apply
to the TaLK scholars in this study, all of whom were young and in the early stages of
their teaching career. Although they were in charge of afterschool English lessons, they
held very little power in their schools.

The stages discussed above show the general outline of teacher development within the
teaching practice. By passing through these stages and processes, novices are
legitimated as expert.

In Chapters 5 & 6, based on situated learning, the concepts of ‘learning-in-practice’ and
‘identities-in-practice’” will be employed to investigate learning by participation and the
formation of identities through ‘acquiring a particular skill set or knowledge’ (Kanno &

Stuart, 2011:239).

2.3.3.4 Becoming a teacher through learning
Among the varieties of identity, which include social, social cultural, ethnic, gender and
class identity (Norton, 2000), | want to focus on teacher identity. | consider teacher
identity as ‘identity-from-below’ (West, 1992:22); that is, unlike nationality, which
significantly labels who one is and where one belongs, teacher identity is derived from

self-perception and experience.
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Identity is multi-dimensional (Kramsch, 2009) and socially constructed (Kanno &
Stuart, 2011:239). It can vary according to ‘context, occasion, and purpose’ (Blommaert,
2005:203), and involves ‘a semiotic process of representation’ (Blommaert, 2005:203)
that must be ‘understood as social constructs’ (Blackledge et al., 2008:534). ‘Our social
identities signpost particular subjectivities and in voicing these identities we show
ourselves as active, creative individuals able to construct social meanings’ (Creese,
Bhatt, Bhojani & Martin, 2006:27). According to this argument, an individual’s
epistemological perspective of him or herself influences their subjectivity and therefore
identity construction.

According to Sim (2006) novice teachers can achieve “first-hand knowledge of a variety
of representations of teachers’ work’ (Sim, 2006:79) through experience. Thus, teacher
identity develops in the process of learning through participation in the teaching practice.
This has been observed by a number of studies focusing on various nationalities; in the
case of this research, the participants are US nationals working in Korea. Among the
previous works on teacher identity that focus on novice teachers’ teacher identity and its
transition process, Kanno (2003), Kanno & Stuart (2011), Clarke (2008), Varghese et al.

(2005), and Kubanyiova (2006) are briefly discussed below.

Kanno (2003) presents detailed accounts of four Japanese immigrant students, and
explores how they adjust to the life and practice in Canadian schools. By revealing the
four participants’ in-depth narratives, Kanno shows the influence of the linguistic
capital that each participant possesses for their identity negotiation in new contexts, and
identifies language proficiency, isolation, and language as capital as important elements

linked to the discourse in the school. In a study focusing on bilingual people and their
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identity negotiation in unfamiliar contexts, Kanno (2003) perceives bilingualism and
biculturalism as a whole rather than separate in representing the person. In her study,
only one of the four participants, Rui, had English competence when first arriving in
Canada. Kikuko, Kenji and Sawako struggled to negotiate their identities, but Rui, who
was already bilingual, did not show much desire to be accepted or recognized by
Canadians, and experienced hardly any struggle. Sawako, who had experienced a warm
welcome in America, expected to gain easy access to Canadian society, but was
disappointed; she interpreted this as ‘the close-mindedness of English-speaking
Canadians’ (Kanno, 2003:108). Both she and Kikuko were frustrated at being excluded
by English speakers when they tried to approach them. After struggling, both eventually
gave up. In Kenji’s case, his “athletic ability’ (Kanno, 2003:109) bridged the gulf with
his English-speaking peers, and the community accepted him despite his broken English.
However, this easy access to the community left his English ability on a plateau, since
he could communicate without improving his language (Kanno, 2003).

Kanno’s study shows that ‘the identity shift is not always from the dominant to one’s
ethnic culture; rather, it may be more accurately characterized as a move away from
polarization to a middle ground’ (Kanno, 2003:128). In this light, the language
difference between the person and the practice would cause the need for negotiation
with the culture of the practice. Through either accommodating or rejecting this need,
the person either keeps to their own culture or adjusts to the culture of the society where
the target language is spoken. The voluntary nature of this decision supports Blackledge
& Pavlenko (2001) argument by revealing how people feel insecurity in situations that

are culturally unfamiliar.
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Kanno & Stuart (2011) apply two concepts from Lave & Wenger’s situated learning
theory - ‘learning-in-practice’ (Lave, 1996:155) and ‘identities-in-practice’ (Lave,
1996:157; Wenger, 1998:215; Kanno & Stuart, 2011:239), to conduct case studies of
two novice teachers working as teaching assistants (TAs): Amy, ‘a 28-year-old, white,
native-English-speaking, American female’, and John, ‘a 33-year-old, white, native-
English-speaking, American male’ (Kanno & Stuart, 2011:241). As TAs, both taught
students for three quarters (semesters) in the school year. The authors ‘explore how
novice L2 teachers learn to teach and come to identify themselves as professional
language teachers’ (2011:236). They focus on the process of the two novice teachers’
identity transition, tracing the changes in their self-perception as teachers over the three
semesters, as they try to become more confident educators.

Kanno & Stuart (2011) distinguish between role and identity, noting that ‘at the
beginning of the year both John and Amy were playing the role of a teacher rather than
internalizing the identity of a teacher’ (Kanno & Stuart, 2011:245). They argue that
‘becoming an L2 teacher requires the commitment of the self, not just playing an
assigned role in the classroom’ (2011:239). Although they do not state any detailed
distinctions between role and identity, they quote the participants’ use of ‘role’ and *act’.
For example, in one interview, John states that ‘you have to play the role’ (John IN
10/05/04) (Kanno & Stuart, 2011:245), while they quote Amy as saying, ‘I sort of
learned how | need to carry myself even if it doesn’t feel natural.... | have to act’ (Amy
IN 12/09/04) (Kanno & Stuart, 2011:245). This self-perception lasted until the second
quarter; by the third quarter they were commenting on ‘their self-identification as

teachers’ (2011:245).
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During the first quarter, Amy’s classes did not hold the students’ attention. Amy was
concerned about losing authority in class, and when she realized that her ‘casual
demeanour in class’ undermined ‘classroom management’, she decided to be more
‘authoritative’ (Kanno & Stuart, 2011:242). However, in the second quarter, she was
still struggling with grammar and looked for strategies to overcome her weakness. She
observed other experienced teachers and began to amend her approach. For example,
instead of producing instant answers to students’ questions, she promised answers and
next lesson offered more complex ones. In the third quarter, she had moved on from
‘earning enough respect from her students to facilitate student learning’, to being self-
assured. By showing these changes in the participants, Kanno & Stuart (2011) illustrate
how they not only chose, but also were forced to negotiate their identity in the practice
according to a number of variables. In this study, both Evan and Fiona mentioned the
need to observe the classes of experienced teachers, something that was not offered by
their schools. In contrast, Abigail was able to observe and learn from the Korean
teachers in her school, and this facilitated her formation and formulation of a
paradigmatic framework, and learning though it. Abigail also faced a ‘reality’ that was
somewhat at odds with her imagined teacher ideal. This will be discussed in Chapters 5
& 6.

In Kanno & Stuart’s study, although there were differences between Amy’s and John’s
experience, the outlines of their identity transitions were similar. Eventually, after ‘a
year of learning-in-practice experience’ (Kanno & Stuart, 2011:245), their teacher
identity strengthened; they became more confident and adopted the identity of teachers

rather than playing the role of teachers. This research represents one of the many
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features of identity: as an on-going process, which is under construction in the
classroom.

The focus on identity as socially constructed is also found in Clarke (2008). Taking
‘socio-discursive and socio-cultural approaches’ (2008:08), Clarke explored novice
language teacher identity in a college in the United Arab Emirates (UAE). In his study,
Clarke (2008) explains positional identity with dialogue that is representative ‘both of a
theory of language and ... of “self””” (Clarke, 2008:24). He observes that ‘inasmuch as
discourses are socially valued ways of talking, thinking and acting, they reference what
we can call “positional” identities in that they relate to our alignment vis-a-vis social
relations of power, of entitlement and defence’ (Clarke, 2008:25). As he notes, the
participants’ discourse reveals their relationships in terms of power, their self-
positioning and their perceptions of rights and values.

Clarke (2008) investigates the practices of designing a training course to fulfil the
learning needs of student-teachers. To confirm the link between practice and theory, the
programme was designed to focus on ‘teaching practice, preparation and review’
(Clarke, 2008:55). It also contained elements covering the basic principles of teaching,
and a unit intended to develop the teachers’ use of the English language in the
classroom. Finally, it included ‘Complementary studies, [which] involves an emphasis
on broadening the students’ general education while at the same time fostering
awareness of potential links between a range of education-related topics and the English
language classroom’ (Clarke, 2008:56, Author’s italics). As the student-teachers
followed the programme, their responsibility for contributing in the lesson increased
from “peer micro-teaching’ in the first semester to ‘60% of a full teaching load” (Clarke,

2008:58) in the final semester. As Clarke demonstrates, the participants benefited from
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a rigorously designed year-long training scheme, coming to develop a more confident
teacher identity than they had at first shown. According to Clarke, ‘the students seemed
to exude a whole new sense of self as they reconceived themselves as teachers’ (Clarke,
2008:20). 1 will use Clarke’s concept of complementary studies to encompass learning

opportunities in the widest sense. This will be discussed mainly in Chapters 5 and 6.

Clarke’s finding recalls Borg’s statement that ‘teacher education can also be the source
of new beliefs for teachers’ (Borg, 2011:378). However, Borg (2003) has also noted that
change of behaviour and change of cognition are unrelated. Through teacher education,
the teacher’s development is processed individually in various ways (Borg, 2003).

Varghese et al. (2005) reported three case studies, and here the focus will be on their
study of pre-service and in-service bilingual teachers in America who participated in a
‘professional development programme’ (Varghese et al., 2005:28). They found that the
teachers actively participated in ‘more challenging process’ in the practice, through
which they ‘often developed conflicted and marginalized professional identities’
(Varghese et al., 2005:29). In the practice, situated learning created ‘the link between
learning and identity by viewing learning as an identification process’ (Varghese et al.,
2005:29), thus echoing Lave & Wenger (1991) view of learning as an ‘evolving form of
membership’, which is ‘neither completely internalized nor externalized’ (Varghese et
al., 2005:29). For the TaLK scholars in this study, learning was situated in
‘coparticipation’, and °‘social engagement’ through the coparticipation produced a
unique type of learning (Varghese et al., 2005:29), such that “changes from below”
(Morgan, 2009:90) would allow them to try to ‘redress the social injustices and

institutional obstacles’ (Morgan, 2009:90) that impeded their learning.
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In addition, the researchers identified ‘different ways of being and engaging’ in
bilingual teaching (Varghese et al., 2005:29). Some of the teachers understood their
teacher role as being limited to inside the classroom, whilst others saw the role as
extending beyond it. This shows how the locality a teacher is covering could differ,
according to each individual’s understanding of their role as teacher.

In a study using both qualitative and quantitative methods, Kubanyiova (2006) quotes
Lortie (1975) point that “what teachers learn in teacher education programmes is filtered
by prior experiences accumulated over the years of “apprenticeship of observation™”
(cited in Kubanyiova, 2006:4). She stresses that there can be no change without
motivation. According to her quantitative data, there were no changes among her
informants over the course of a training programme, and she insists that while most of
the participants did enjoy the course, this did not lead to them making changes to their
teaching practice. She also asserts that EFL teachers tend to interpret improvements in
their own linguistic competence as professional development, and then fail to link
professional development in skills with teaching practice (Kubanyiova, 2006).

Whereas the participants in the studies by Kanno (2003), Kanno & Stuart (2011), and
Clarke (2008) were novice teachers, the participants in VVarghese et al. (2005) were both
novice teachers and experienced teachers, and those in Kubanyiova (2006) were
experienced teachers. However, her research showed that novices were more open to
learning and therefore might have adopted elements of the training programme that
were resisted by more experienced teachers (Kubanyiova, 2006).

Unlike the participants in Kubanyiova (2006) study, the TaLK scholars in this research
are novice teachers; moreover, the training period is very short compared to that in

Clarke (2008). Immediately after the four weeks of training, the respondents in this
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study were allocated to elementary schools, where they conducted classes, either alone
or with their co-teachers. In this situation, it was interesting to observe whether the
participants’ teacher identity construction would take place and, if it did, what kinds of
opportunities and challenges there would be for them to negotiate with. In the process of
learning to teach, the TaLK scholars were expected to acquire professional knowledge
on the subject, English, and on the skills for effective teaching. Even though, as | show
in later chapters, the young novice teachers struggled in the early stages of teaching,
there is evidence that they adopted many of the strategies learnt from the training
sessions, and this seems to have influenced the process of their development as teachers,
and linked to their move toward ‘middle ground’ (Kanno, 2003:128) in their schools.

Based on the previous research, we can conclude that teacher development is a process
endlessly evolving in the practice, and it takes time to reach a certain level. The TaLK
programme contract lasts for six months, including one month of training, so the actual
teaching experience is only five months. This is a relatively short time for any
development to take place, but in fact the TaLK scholars were socialized in their
teaching practice and also learned through various experiences. As a result, they were

developing as teachers. This will be discussed further in Chapters 5 & 6.

2.3.4 Team teaching and the classroom as a learning practice
For negotiation in the teaching practice, ‘Teachers can use a variety of interactional
patterns. Learning and teaching are highly situated and one would expect patterns to
change depending on interactants and institutional culture’ (Creese, 2006:437). In team

teaching, teachers need to negotiate and agree on which language will be used to
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conduct the classes; usually this will be the target language. Also, they need to negotiate
their roles and which parts of the lesson each will conduct. Furthermore, the teachers
need to negotiate the boundary of their teacher talk, which will be used to ‘elicit
relevant knowledge from students’, ‘respond to things that students say’ and ‘describe
the classroom experiences that they share with students’ (Mercer, 1995 cited in Creese,
2006:438).

A crucial element in team teaching is the teachers’ negotiation of their willingness for
collaboration (Lasky, 2005). In negotiation, ‘individuals attempt to evoke, assert, define,
modify, challenge and/or/support their own and others’ desired self-images’ (Ting-
Toomey, 1999 cited in Blackledge & Pavlenko, 2001:244). Based on this notion of
negotiation, identity can be ‘viewed as reflective self-images constructed, experienced,
and communicated by individuals within a culture and within the context of a particular
interaction’ (Ting-Toomey, 1999 cited in Blackledge & Pavlenko, 2001:244). The
TaLK programme promotes a successful team teaching format of one Korean teacher
and one TaLK scholar, which is somewhat different from the traditional classroom
format of ‘one teacher — one class’ (Creese, 2006:435). Therefore, in this study, the
classroom needs to be understood as a practice where complex interaction occurs
(Creese, 2006), so that teachers’ negotiation for collaboration is needed (Blackledge &

Pavlenko, 2001).

2.4 Summary and Conclusion
This chapter has introduced and discussed the context of my research, and examined
several concepts that will be used to study the young novice American teachers’ identity

transition.
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First, this chapter looked at the theory of communities of practice. A community of
practice is one in which members learn through participation (Wenger, 1998). Practice
refers to meanings in everyday life, and through participation members’ experiences are
reified. By participating, newcomers can interact with people in the community, and
through reification, newcomers start to create knowledge in practice. Hence the
combination of experience and reification creates meanings in the practice (Wenger,
1998).

The three elements of communities of practice are mutual engagement, joint enterprise
and shared repertoire (Wenger, 1998). For mutual engagement, members of a
community interact and need to know what they can and cannot do. This relates to their
‘source of coherence’ (Wenger, 1998:73) in functioning (Smith, 2003). Joint enterprise
is the result of negotiation in mutual engagement toward the community’s shared goal
(Wenger, 1998). As Gee (2005) and Davies (2005) pointed out, there is no clear cut
boundary, and decision making lies with the members of the community (Davies, 2005);
| perceive this not as vagueness, but as autonomy.

In this research the TaLK programme and the local schools are perceived as
communities of practice: both fulfil the criteria of enterprise, mutual engagement and
repertoire stipulated in communities of practice theory. The shared repertoire is the
capability created among community members by their practical use of ‘language,
routines, sensibilities, artifacts, tools, stories, styles’ (Wenger, 2000:229), representing
the history of a community which is inherent and shared by members (Wenger, 1998).
The Korean mentor teachers are perceived as coordinators who interact with the other
community (the TaLK team) as representatives of their local schools. The TaLK

scholars are perceived as agents and brokers. Each individual has intention of self as an
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agentive being. For agent beings, according to Lasky (2005), people and their context
are intertwined and reciprocally influential. Identity is fluid and ongoing. As TaLK
programme participants, the novice teachers were expected to deliver the TaLK
programme’s intention of offering opportunities for elementary school students in rural
areas. As agents, their course of action in their local schools can be perceived as their
decision chosen from various possibilities (Daives & Harré, 1990). As agents and
brokers, they were transferring knowledge from one practice (TaLK programme) to
another (local schools) by positioning neither as insiders nor as outsiders (Wenger,
1998).

Secondly, this chapter has studied situated learning theory. People learn in the situation.
They seek legitimacy for membership of their community, through legitimate peripheral
participation. The novice teachers wanted to acquire legitimacy in the practice, and to
do so, they were learning in their practice.

Two main concepts of situated learning have been introduced. Learning-in-practice
means the learning of novices in their practice to be full participants of the community.
Identity-in-practice refers to the co-relationship and co-influence of the novices and
their practice. Novices cause changes to and are influenced by the practice.
‘Communities of practice correspond to the different subject positions individuals adopt
on a moment-to-moment and day-to-day basis, and indeed throughout their lifetimes,
depending on who they are with” (Block, 2009:25). Thus, within community of practice
theory, it is important to understand situatedness in the practice. Situated learning theory
itself ‘cannot completely capture the complexities of a novice teacher entering,

participating, and engaging in the language teaching profession’ (Block, 2009:30).



91

Thirdly, this chapter has discussed prior research on teacher development. Several
studies have shown the process of novice teachers’ development in the practice where
they were situated, whether or not they had undergone a planned training programme.
Britzman (1994) distinction between the teacher role and teacher identity has also been
briefly discussed, and | perceive those two as being interconnected, as they are socially
constructed in a situated practice.

The above points will be discussed in greater depth with empirical data in Chapters 4, 5
and 6. The study will apply triangulation of the theories, looking particularly at the ways
in which the TaLK scholars managed difference and sense of belonging in their entering,
joining in and engaging in their local school practices in Korea. In this way, the study
will observe how the young novice American teachers start to adopt the role of teacher
which they have observed or learned, until, with experience, they come to recognize
themselves as teachers and to develop in that role, interacting with the people in the

practice, and therefore learning.

In the next chapter, the methodology and method used in this study are presented.
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CHAPTER 3

METHODOLOGY

3.1 Introduction
This research is designed as an ethnographic study with three in-depth case studies. This
chapter will present the rationale for the methodology and methods applied. It will also
describe the research design, provide a time-line and give details of the methods used

for data collection.

The aim of this study is to explore the teacher development of three novice teachers
through their daily lives. It investigates how the gap between policy at national level
and its implementation at school level would influence those novice teachers. In
addition, this research explores the three novice teachers’ considerations of and
reactions towards issues and challenges that occurred as a result of that gap, and

because of the differences between them and the local Korean school teachers.

My research questions are:

1. How do young novice American teachers work within schools and what does this
tell us about the usefulness of the TaLK programme?

2. What opportunities and challenges are there for young novice American teachers
to develop as teachers in their Korean elementary schools?

3. How do young novice American teachers respond to cultural and social

differences during their time in Korea?
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My research questions seek to understand the relationship between participants and the
local practice and how this influences the novice teachers’ teacher development. This
requires taking a close look at the relationships of those teachers with others in their
schools.

This chapter explains the methodologies and methods applied in this study. Section 3.2

discusses the methodological approach, and describes the research design.

3.2 Methodological Approach
Ethnography provides a description and interpretation of the culture and
social structure of a social group ... The main purpose and central virtue of
this approach is often considered to be its production of descriptive data free
from imposed external concepts and ideas. Its goal is to produce ‘thick
description’.

(Geertz, 1973 cited in Robson, 2002:186)

To provide such thick description, ethnographic study starts from the empirical evidence
in context and arrives at a theory inductively (Blommaert & Dong, 2010).
Ethnographers describe people’s daily lives. ‘Linguistic ethnography argues that
ethnography can benefit from the analytical frameworks provided by linguistics, while
linguistics can benefit from the processes of reflexive sensitivity required in

ethnography’ (Creese, 2008:232).

In my study, linguistic ethnography functions as a base to understand small phenomena
in the larger picture of society. This is because, first of all, ‘identities are embedded

within the relations of power’ (Pavlenko & Blackledge, 2004a:15) of local and global,
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and to study the relations and the position of the actors in the context, it is necessary to
look closely and in detail at the situation. This is key to understanding the bigger picture
of society, and can be achieved through ethnographic methods. For example, the TaLK
scholars in this study are situated in a dichotomic position in the Korean context: a
rather powerful position as a speaker of a powerful language, albeit not an official
language in Korea, and a powerless position as a speaker of a minority language. This
mixture of powerfulness and powerlessness was a feature of the TaLK scholars’ lives in

Korean society and in their Korean schools.

Second, ethnography encompasses linguistic ecology. As this study is about people in a
certain context, it contains an ecological aspect. When the researcher works together
with the study participants, she becomes part of the research, and this was the case in
the data collection scheme of my study. This is described by Erickson as an “‘ecological

relationship with auditors’ (Erickson, 2004a cited in Creese, 2008:232).

‘Linguistic ethnography views language as communicative action functioning in social
contexts in ongoing routines of peoples’ daily lives. It looks at how language is used by
people and what this can tell us about wider social constraints, structures and ideologies’
(Copland & Creese, 2015:27). Therefore, in this research, linguistic ethnography
provides a useful methodological framework for studying the TaLK scholars’ daily lives

and their process of learning to be teachers in the context.

3.3 Research Design
In my research design, there were two settings: the TaLK/EPIK programme, and the
schools. First of all, 1 was curious about the TaLK/EPIK programme and its

implementation in real teaching practice, as well as its influence on the TaLK/EPIK
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scholars’ teacher development. Before | moved into the actual context, |1 had the
opportunity to meet with two people from NIIED: one in charge of EPIK, and one
involved with the TaLK programme. Through the meeting, | gained a sense of a gap
between the policy and the reality. The representative from EPIK mentioned that even
though the basic requirement for EPIK programme participants was that they should
hold a BA degree, applicants who did not possess a TEFL/TESOL/CELTA/ESL or
equivalent qualification would be excluded from the paper application assessment
process (see Appendix 4), thus indicating a difference between the advertisement and
the actual criteria for recruitment. That EPIK excluded applicants without these
qualifications at the first stage of the assessment process was ‘shared knowledge’ in the

EPIK practice.

After their arrival in Korea, TaLK scholars complete several stages during their time on
the programme. First, the TaLK programme offers three weeks of training, called
‘TaLK orientation’. Then, the TaLK scholars are moved to the educational office of
their allocated province, and receive another week of training there. Thus, in total, they

get four weeks of training.
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Figure 11: TaLK orientation & School allocation scheme

.. : Teaching in a local
Proviencial office of school

Education training

Feb, 2012 for 3 weeks Feb, 2012 for 1 week From Mar, 2012
to Jul, 2012

The above figure shows the sequence of the TaLK orientation and school allocation.
The detailed content of the programme of training is shown in Appendix 5.

| designed my research to explore both settings directly by participating in and
observing both the TaLK orientation and the schools. However, my request to observe
the orientation, which | submitted along with a research plan (see Appendix 6), was

refused.

With no possibility of gaining direct access to the TaLK orientation programme for
observational purposes, | turned to focus on the policy documents themselves (see
introduction to this thesis) and to the way my three key participants interpreted them in
their school practices.

In this way, | gained detailed information about the TaLK training through the

experiences reported by the TaLK scholars.
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The second setting comprised the seven local schools to which the TaLK/EPIK scholars
were allocated. Fortunately, after overcoming some challenges, | received permission
from all seven schools; however, owing to limited space, in this thesis only three
schools will be introduced, alongside the three key participants. Appendix 7 & 8 show

the time schedule for the fieldwork.

In the school setting, |1 wanted to explore the TaLK scholars’ daily professional lives.
During the fieldwork, I tried to write down my opinions on happenings | observed,
rather than talk about them in the school. At the same time, | had to build relationships
with the participants, as | had no previous connection with them. Owing to the issues
and challenges they faced in the local schools, during the interviews the participants and
| often gossiped about the schools and the teachers, and were therefore in a *situation of
deliberate positioning of others’ (Harré & Van Langenhove, 1991). Although this had
not been intended or anticipated, it might have contributed to the rapid building of close
relationships between me and the TaLK scholars. As the interviews themselves became
less structured and more open, | let the participants talk freely about their experiences in
their schools. This seemed to work well, as | was perceived by the participants as
someone who listened to their story and was on their side, and this deepened the
relationship. As the interviews were mainly about the TaLK scholars’ schools, the
Korean teachers, teaching and issues they were experiencing, | decided to conduct them
away from the school environment.

In this section, | have explained the design of my research, and specified the two broad
settings of the research: the TaLK programme and the local schools. | have also

described the setting of the training received by the TaLK scholars.
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3.4 Finding Gate Keepers & Recruiting Participants
One early challenge | encountered was finding gatekeepers to connect me to the
participants, as | did not know anybody involved with the TaLK programme. |
addressed this by using e-mail to contact people in the English Education Department in
the Ministry of Education. | also sent e-mails to people in the EPIK and TaLK teams.
The senior officer in the English Education Department in the Ministry of Education
found my e-mail in his junk folder, and as the department was planning to send two
people to England to advertise the TaLK/EPIK programme, he asked them to meet me
before they returned to Korea. During our brief meeting at Heathrow airport I was able
to get some idea about the programme, but because of confidentiality regulations | could
not get access to information about actual TaLK participants. Therefore, | decided to

look for participants directly on my own.

| began by asking for help from the English department where | had studied for my MA
degree. They had many students who studied TEFL/TESOL by distance learning, and
my information leaflet and consent form was sent out through their internet server.
Secondly, | distributed information leaflets (Appendix 9,10) and consent forms
(Appendix 11,12) around local schools where the TaLK programme was being
implemented. | sent this information to five schools in Korea on three occasions, twice
whilst in England and once immediately after | arrived in Korea, but unfortunately,
there was no response at all. Thirdly, from November 2011, | started looking for
potential participants on Facebook. As the relevant Facebook groups were closed, | had
to find a way to gain access. | contacted the group managers with details of my research

(see Appendix 13) and they allowed me access to the group page. So, at this point, they
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became the gatekeepers between me and the TaLK scholars. The invitation message
was posted on the group page, and then | sent a Facebook message to individual TaLK

scholars in the group, as shown below.

Figure 12: Facebook messages to TaLK participants

ng Shargn Y
B cebook Recruitment

| saw you on Chungnam TaLK teachers' group. Plesss
don't be scared. &

This is Soyoung Yun. | am a doctoral researcher in the
University of Birmingham. This is my profile on the
Website of Birmingham University.
http://www.birmingham.ac.uk/schools/education/depas
ents/language-discourse-society/doctoral-
researchers/yun-soyoung.aspx

i $ibla A mais vananrabl meaiaat in Vaima mabioo B

7 WG oI IWETILY 10 unrty (DOrm In 1yo s W e
¥ new to Korea as a language teacher,
4) new to real language teaching circumstance.

Also, | need to recruit some current TaLK teachers

1) Who have signed in their 2nd contract with TaLK tew
(for another 6 months)

2) Who are currently aged from twenty to thirty (born
1981 to 1992),

3) Who were new to Korea as a language teacher in
August, 2011.

4) Who were new to real language teaching
circumstance in August, 2011.

I you have signed in your 2nd contract with the Tal »
wam, and have an interest on my research, thes e

= % your help and time. | look forward
Mg Som you.

ws Sancerely,
Swng Yun

Soyoung Yun - University of Birmingham
Soyoung Yun, Doctoral Research student, the fwe
birmingham.ac.uk

As shown in the above picture, in each message | specified the group page in which |
had found the TaLK scholar’s name. Then | included my information with the link to

the university homepage, so that potential participants could satisfy themselves that my
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research intention was genuine. | also briefly listed the features I was looking for in
participants, and gave a description of my research (see Appendix 13).

After contacting around 150 people through the Facebook message, many of them
showed interest, but did not join in the research for various reasons: no financial
compensation, too much work, loss of interest, or fear of being detected by TaLK as
participants. By the time | arrived in Korea only five people had confirmed their
participation, and of those, one dropped out immediately after the first interview.
Although he gave me permission to use the first interview data, it has not been included

in this study.

So, at the very beginning of my fieldwork, there were only four participants. I first met
the final two participants on the way to a café to interview one of the TaLK scholars
who had already joined the research. It turned out that the three knew each other, so
while they were exchanging greetings | gave the two | had just met the information
leaflet and my card. A few days later, they confirmed their participation. However, to
maintain confidentiality, | did not inform their acquaintance who was already part of my
research of their agreement to participate. So the number of participants increased to six,

but I still thought that | needed at least one more person.

As the final option, | visited one of the schools to which | had previously sent
correspondence regarding the research, the school was where | was attended when | was
an elementary school student. At the same time, according to my researcher diary which
was written on 25™ of March, 2012, all the sudden, | was curious how much that school

has been changed, and also how I might view the school differently from when | was an
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elementary school student. Also it looked easier to be accepted once | was one of the

graduates of the school. | am pleased to say the school agreed.

Overall then, eight TaLK scholars responded positively to my participation request
(Appendix 14). Except for the one who dropped out after the first interview, the
remaining seven participants continued their involvement with my study until the end of
their contract, even though some of them went through crises as to whether they should
cease their participation. For me, this whole journey of recruiting participants was a
difficult but important learning outcome of undertaking doctoral work. It brought home
to be the challenges of negotiation with a range of stakeholders including novice
teachers, experienced teachers, head teachers and Korean government authorities. |
needed to be able to take account of all the possibilities in the process of entering the
field. Although the process of recruitment was a long and painful one, it was worthwhile,

as the seven participants provided rich accounts of their experiences in Korean schools.

Of the seven participants who took part in my fieldwork, only three will be introduced
in this thesis. These are Abigail, Evan and Fiona. The reasons for this are outlined
below.

First of all, due to the word limit, 1 could not include all the data from all seven
participants. As my research question is about how policy is implemented in the practice,
| decided to narrow the focus to one programme. Originally | was going to focus on
both the TaLK and EPIK government sponsored programmes but decided to settle on
one. The TaLK programme offers freedom in curriculum design, allowing scope for the

development of curriculum and teaching materials, while EPIK teachers have to use
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national textbooks; therefore I considered that TaLK would allow more opportunities
for the participants to learn as teachers. Among the seven participants, five belonged to

the TaLK programme.

Then, as the five TaLK scholars were of different nationalities, | decided to focus on US
nationals. This left four scholars. | also determined to the schools where | could achieve
the agreed of observations at least three times once in two months. Using these criteria,
three novice teachers who are American nationals who took part in the TaLK
programme and who were in the schools where gave me firm permission on observation
were selected for inclusion in this thesis. The brief biographical accounts of these three
scholars will be presented in section 3.6.1., to demonstrate their position at the time of

their participation in this study in 2012,

3.5 Research Methods
As this study is a linguistic ethnographic research with a case study of each participant
and his/her teacher development based on the research questions, three methods were
applied: interviewing, diary study and observation. The selection of research tool is an
important decision, and must be based on whether the tool is capable of finding answers
to the research questions. In this research these three methods seemed most suitable to

achieve a rich account of the participants.

3.5.1 Diaries
The participants in this research were asked to compose diaries over the three phrases of

the study, and to send the diaries via e-mail. As some of my participants had joined
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about a month late, I had to change the time schedule to be realistic for those people. As

shown in the table below, two different times were given, according to the point at

which the participants joined the research.

Table 2: Suggested Diary submission dates

Diary Old participants New Participants Memo
1° 15/Feb — 27/Feb 20/Mar — 30/Mar Prompt 1
2" 01/Mar —07/Mar | 01/April — 07/April Prompt 2
3™ 08/Mar — 14/Mar | 08/April/ - 14/April Prompt 3
4" 15/Mar — 21/Mar | 14/April — 21/April Prompt 3
5" 22/Mar — 28/Mar | 22/April — 28/April Prompt 3
6" 23/April — 29/April | 17/May — 24/May Prompt 3
7" 21/May — 27/May | 15/June — 21/June Prompt 3
g™ 18/June — 24/June | 15/July — 21/July Prompt 3

The plan was to collect eight diary entries for each participant, although in the end the

number of entries submitted differed among the participants. Also, the TaLK scholars

were asked to write their diary entries in a template, which | thought would give an

appearance of a somewhat official document that required their responsibility in

producing and submitting the diaries. Therefore, the basic format of the diary was the

same for all three participants.




Figure 13: Dairy Template
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soyoungyun0725@gmail.com

011-9815-7519

Name: 5" Diary

Date:

/ (2012
(dd/ mm /yy)

Because the diary entries were submitted via e-mail, all are in electronic versions. An

example is given below.

Figure 14: Example of a diary entry

Name: Fiona 2% Diary Date: 0804/12
(94 mm Iyy)

* The first impressions of the region, school, students and co-workers (refer to diary 1)

The classes of my school are arranged so that there is 3 classroom for each grade. There is s
teacher for each grade. There are also additional teachers for science and P.E. classes. There is a
separate science room and library. There is no English classroom thus | teach In the science room.
Ibse. also two other English teachers. One of the teachers is also from the U.S. | have many
materials technology wise. | am able to make copies and use the projector and computer. Thus, |
am able 10 use POWEIROIAL and conduct various games with my students. However, the school is
lacking on other supplles such as construction paper and other art supplies. The school did provide
me with some crayons, markers, scissors, and glue, | have been using these supplies to do some
activities. Also my mentor teacher has promised to get me some materials in the near future.

My daily routine consists of going to school before lunch, greeting the principal, vice principal and
other teachers in the lounge, eating lunch at the school, lesson planning, and teaching around 2:00
to about 6:00. My feeling about my new routine is that the teaching time is good however, due to
the bus schedule I find myself arriving to school very early before my classes begin. | feel that |
could be more productive if | were able to use that time at home. Also, | bring my lunch with me
rather than eating the school lunch since | am a vegetarian. However, the students and teachers
question me about my lunch. | explained to the students that | don't eat meat and they seemed to

understand. However, my mentor teacher still wants me to eat lunch alone in the nurse's room if |
decide to bring my own lunch. | feel that principal does not like that | am different and is unwilling
to accept me.

A new friendship that | formed was with the other English teacher that works at the school. We are
able to communicate better since there is no language barrier and we can share insights about
teaching. She also seams to understand my problems with the school.

Some points of learning from the TalX training program that have influenced my ways of teaching
are about classroom management, designing classes and teaching strategies. Qag. of the most
effective methods of classroom management that | have acquired from the training was thoahsss, |
stedkes. | draw a box on the board and give an X for each disruption. If the class gets three X's then |
punish the whole class by making them hold up their arms or putting their head down on the desk.
This seems to work well bacause the students seom to control each other. Another method was
the sticker chart system. If the class gets no X's then they get a sticker. If they get 10 stickers they
get candy, 15= game day, 20« movie. | also move disruptive students to different seats or put them
in time out. The TaLK training program aiso provided us with a list of topics we might want to cover
during the semester. This helped me to develop my curriculum for the semester. Also we were

taught how to design our classes. We were told to design a seating chart so that the disruptive
students were unable to bother others. Also we were told to pair the some advanced students with
less advanced students so they could help them, Some teaching strategies that | acquired from my
training was that we should do many songs and chants with lower grades and also do games to
make the class fun, We should also occasionally do some arts and crafts. For the higher classes we
should make the class more challenging and give them worksheets but also do games. The TalK
program is an afterschool program 3o we should make all our lessons fun. Two games that all
grades seem to enjoy are hangman and also "Crazy Cups”. These games help to reinforce the
vocabulary the students learn.

The actual working environment seems very relaxed and free. Teachers wear jeans and shirts to
school and | am able to design my own curriculum and lessons. However, the principal did not
seem to like my teaching system where | would teach the day’s lesson, then test the students using
2 worksheet and then play a game with them. e advised me to follow the TalK textbook. Since
then, | have not been following my own curriculum and have been teaching right from the
textbook.

Some happenings in the classroom are that | do not have a co-teacher thus, | teach alone. Itis a
challenge to teach the lower students because the language barrier Is immense. | try to explain
things using body language, gooale transiste and also some advanced students translate for me
sometimes, Also, one day the 1" grade homeroom teacher came Into my class to help and the
students seemed better behaved. They also seemed more interested to learn. Maybe they respect
her more and understand her more 5o they listen to her. My 3" grades seem very low leveled and
uninterested in learning. | try to do activities to keep their interest but they seem to only respond
to games. My 4" grade girls are very interested in learning and seem to put in a good effort. Also
my 4™ grade boys are very naughty. They do not seem to respect me. However, two of my &"
grade boys are actually very advanced in their English level so maybe they are bored and need
more challenging activities. My 5™ and 6™ graders are very good with English and behave well.
They actually understand me. One 5 grade student is my ideal student. She listens to me and
follows directions and seems to want to learn. She Is also always on time and never misses class.

She Is also very smart, | wish my other students were like her.
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The length of diary entries varied. Some participants wrote five to six pages, while
others wrote only one or two pages. Three diary prompts were given, as shown in

Appendix 15, 16 and 17.

The first diary prompt was given in February 2012, during the TaLK/EPIK training. It
asked the participants to give their impressions of Korea and their experience in the

TaLK programme.

Figure 15: First diary prompt

il.com

011-9815-7519

R L
soyoungyunO725(@gi

[1%] Diary Prompt Date: 13/ 02 /2012
(dd/ mm /yyyx)

1. In the first diary, you might consider writing about

e The first impressions of Korea, Seoul and the region that you are currently staying in

* The on-going impressions of Korea, Seoul and the region that you are currently staying in
* Happenings you experience in your new daily routines

* New friendship and relationships.

2. Could you also reflect on your learning experience while participating in the TaLK training programme
* The classes, sites, materials and resources in the training programme

* Particular points of learning during the training programme

¢ Happenings (social, personal, linguistic) during the training programme

3. Finally, you need to write about the things that you want to say more.

Please reference the diary-examples.

In March, the participants were asked to keep weekly diaries describing their life and
experiences in their new schools. These diaries were submitted monthly between April

and July, by e-mail.
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The second prompt asked the participants to give details about their school life, and the

third asked for general information about their life in the school.

Figure 16: Second diary prompt and general diary prompt

soyoungyun0725; il.com
011-9815-7519

2° Diary Prompt Date: From 03/April/2012

to. 09/April2012

1. In the second diary, you need to write about

* The first impressions of the region, school, students and co-workers
* The dlasses, sites, materials and resources of the school

* Happenings you experience in your new daily routines

«  New friendship and relationships.

. Could you also reflect on particular points of learning during the TaLK/EPIK training pragrame
that has your ways of classes, ping,
and et

. Especially in the second diary, you need to describe more about
* The actual working place (systems, curriculum and etc)
* The happenings in the classroom & your feelings about these
(social, [ ) you experience in your new daily routines

& feelings. about the happenings 5@ con
07
M

0
4. Finally, you need to write about the things that you want to say more. /

Please reference the diary-examples.

Based on the prompts shown above, the seven participants produced 50 diaries in total,
and I was able to see a variety of diary entries based on the same general prompts. Thus
the diaries provided ‘a documented account of novice teachers’ experience’ (Numrich,
1996:132), and gave me a rich picture of the TaLK scholars’ lives as teachers in South

Korea. Because | expected the diaries to function as periodic snapshots of the
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participants, the categories in the prompts match the research questions of the study, in

order to study the changes in the participants’ self-perceptions.

Assessing the richness of the diaries, | could see in almost every participant’s first and
second diary that they tended to supply (Numrich, 1996) general information according
to the given prompts, but later on they started to describe events around them in more
personal ways, with descriptions of their feelings. As the relationship between the
diarists and me grew closer, they seemed more open in talking about their inner feelings
and experiences. This naturally enriched the data. These young novice teachers, who
were newly exposed to an actual teaching context, supplied regular snapshots of their
teaching lives through the completion of their diaries.

In addition to this, as Numrich (1996) pointed out, the diary studies worked as a tool to
probe more deeply into the minds of the research targets than can easily be reached by
observation and interviews. They can also reveal ‘idiosyncratic variables’ (Gaies, 1983
cited in Numrich, 1996:132). To enter further into the minds of the TaLK scholars,
issues or variables such as challenges they faced and changes in their positioning as

teachers render the diary study more important as a method of obtaining data.

For the third diary entries, as mentioned before, general prompts were given; hence, the
presence of ‘researcher-administered” (Crosbie, 2006:9) features is undeniable.
However, as the TaLK scholars completed the diary entries with their own various
experiences, the diaries in this study also resemble *self-administered diaries’ (Crosbie,

2006:2). | would say that the diary in this study is a mixture of researcher-administered
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and self-administered, as the suggestions were very broad and the participants chose for

themselves some events to write about.

The diary entries from the TaLK scholars offered me an insight into how they perceived
their own stories in their local schools. In addition, there was ‘more’ than a researcher
expected to see. For example, one of the key participants, Abigail (see section 5.2.1.1)
made a note about working with other teachers, which became an important focus as my

study continued.

| have learned to be flexible in what | teach, because the homeroom teacher
and mentor teacher tend to add things that are not in my lesson plan. Usually
it has to do with activities. It isn’t a bad thing, just something to get used to. It
is their classroom as well. 1 am hesitant to stray away from the book even
though Amy said I could. I feel limited since the topics are so narrow. | guess
I could add in different activities. I also feel like |1 haven’t gotten to use much
of the information that | learned in orientation since | am coming to another
teacher’s set rules and plans.

[20.MAR.2012 - Diary 4/ Abigail]

In the extract above, Abigail was revealing her teaching scene, and showing that it was
the Korean teachers she co-taught with who held the authority in the classroom. She
also wrote about what she learned through her experience of teaching; in the practice,

Abigail learned that she had to be flexible.

As in the example above, ‘idiosyncratic variables’ (Gaies, 1983 cited in Numrich,
1996:132) are observed throughout my data sets: they showed me more than what | had
expected to see. Therefore, | could decide to investigate interesting episodes more
thoroughly, or to include some unexpected aspect that was noted in the diaries. | was

also able to gain direct insights into how the participants were feeling and thinking. As
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they were asked to complete a diary within a suggested period of time, the participants’
stories were continuously updated, and eventually 1 was able to collect seven or eight
diaries at one specific time; for example | received all the fourth diary entries in the

second week of March.

There are some limitations to diary study. First, the richness of the data provided by
informants could be significantly diverse, from very weak data to completely rich data,
since ‘the diary places a great deal of responsibility on the respondent’ (Robson,
2011:267). While two of my key participants produced long diaries, the third could not
be encouraged to produce anything other than fairly short entries. Second, Lee
(1993:116) points out that there is a danger of sample bias, as the participants could
change their behaviour. Third, keeping a diary seems a simple procedure, ‘but the
process does require discipline and patience’ (Bailey, 1990:218). Therefore, the diary
submission plan that was suggested in my information leaflet would be a task
demanding both time and effort, and would represent a significant burden for the

participants.

As one of my participants, Fiona told me, after signing the consent form she had
regretted it immediately and wanted to drop out, as the data collection scheme outlined
in the information leaflet seemed so demanding [4”‘. May. 2012 - researcher diary].
However, during our first meeting she changed her mind. This indicates how the
workload could influence the participants and lead to ‘sample attrition’ (Lee, 1993:116;
Robson, 2011:268). At the same time, it demonstrates the interactive function of the
interview, as that was the setting in which Fiona changed her mind and decided to

continue.
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3.5.2 Interviews
Alongside the diaries, | used interviews as a data collection method. Interviewing is a
‘talk-in-interaction approach’ (Baynham, 2010:1), which results in the creation of
shared stories between the interviewer and interviewee. | planned the questions | wanted
to ask, and used the diaries that had been submitted as prompts. The interviews were
audio-recorded for subsequent transcription, using two voice recorders in case of

technical problems with one of them.

In the field, my interview format was changing. It had begun with structured interviews
(see Appendix 18), and as | knew nothing about the participants the first interview was
basically seeking their personal information. In the second interview the format changed
to semi-structured (see Appendix 19), where | prepared broad questions in relation to
the opportunities and challenges that might be occurring in the schools. Subsequent
interviews were unstructured to allow the TaLK scholars autonomy in their choice of
story and issues they wanted to relate. Of course | also prepared some follow-up
questions in relation to issues and stories in their diary entries. Hence, at that point, the

data from different collection methods started to complement each other.

In terms of the power relationship between the TaLK scholars and me, the interviews
were constructed as informant interviews (Powney & Watts, 1987 cited in Robson,
2002:271). | wanted to create an atmosphere of equality, by avoiding probing
expressions. | left the pauses as they happened, as they were also part of the data
collection. Also, since the whole process of interviewing is considered one of co-
construction (Codo, 2008; Talmy, 2010; Talmy & Richards, 2011) between interviewer

and interviewee, | wanted to keep a healthy balance by being neither too subjective nor
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too objective. To be a successful interviewer, it is helpful to recall the following

essential precepts, suggested by Robson (2002):

=

Listen more than you speak

Put questions in a straightforward, clear and non-threatening way
3. Eliminate cues which lead interviewees to respond in a
particular way

Enjoy it (or at least look as though you do)

Take a full record of the interview

no

ok~

(Robson, 2002:274)

While | was interviewing, | bore these five elements in mind. | found that | could
become immersed in the conversation, even though I was still thinking about Robson’s
precepts, and was able to enjoy the interview. The advice was very helpful to me as a
researcher who was conducting interviews for the first time, and other novice

researchers may feel the same.

The interviews produced ‘extended accounts from informants’ (Codd, 2008:159). The
descriptive feature of the interview allowed the TaLK scholars to “specify, delineate, or
describe naturally occurring phenomena without experimental manipulation” (Seliger &
Shohamy, 1989:124) by talking about their lives in Korean schools. As my second
interview was semi-structured and subsequent interviews were unstructured, the
respondents’ perceptions and their unique responses seemed to be developed and
expanded more widely. ‘Less structured approaches allow the person interviewed much
more flexibility of response and at the other extreme is the “depth interview”” (Miller &

Crabtree, 1999 cited in Robson, 2002:269-270).

In the first interview, the participants were answering the questions I raised. In between

the answer and the next question, there were short awkward moments of pause: | was
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reading the next question, and the TaLK scholar was waiting to hear it. This happened
less as the relationship became stronger, and also they were asked to feel free to talk.
The opening of the interview changed from formal to the informal ‘How’s your life?’
From the third interview onwards, | brought the participant’s diary to the interview
scene with some parts highlighted if | could not fully understand them or if | needed
further explanation. In the interview, | asked about these things and about some of the
events reported in the diary that had led to some kind of outburst of personal feeling and

opinion.

The interview method does bear certain risks, such as that of misinterpretation by the
interviewer. However, as these were face-to-face interviews, | could reaffirm anything
that | had misunderstood. Also, whenever | asked a question that related to the research,
such as ‘What kind of teacher do you want to be?’, | tried to control my facial
expression and reaction, in case they noticed my greater interest in their replies and
looked for things to say that would look good in my data. In addition to this, | asked the
same or similar questions several times over the course of the interviews. The primary
reason for this was to see the change in their perceptions of teaching, school and life in
Korea. It was also to find out whether there were any fluctuations in their opinions or

behaviour.

To ensure the fluidity of interview conversations, when | was asking about events from
their diary, |1 would read the exact sentence, and this would elicit an instant and direct

explanation of the event.
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3.5.3 Observations
According to Grix (2010:130), observation is ‘the chief technique of data collection for
ethnographers and anthropologists, who submerge themselves in the culture, customs,
norms and practices of the people they are studying’. Grix also comments that ‘one of
the aims of actually being among the subjects of investigation is to understand how
everyday life is conducted” (in Punch, 2000:184) by ‘discerning specific patterns of

behaviour, gestures, use of language, symbols and tradition’ (Grix, 2010:130).

Each participant was observed three or four times in the nine-month period, and all the
observation dates were agreed with the school. To confirm the dates, | sent out a
document about observation dates to the local schools (Appendix 20). The classroom
observation was planned for three different time phases of their teaching: 1) The first
month (March, 2012), 2) the third month (May, 2012), and 3) the fifth month (July,
2012). Of course the observation dates were subject to negotiation with the Korean
mentor teachers, but in general, most of the participants were able to follow the
schedule as originally planned. I found it very valuable to be able to enter the schools
where my participants were working and to join them in their classrooms, where | was
present as an ““interested” observer’ (Clarke, 2008:3). | was able to feel each school’s
unique atmosphere, and this helped me to comprehend the nature of each participant’s

workplace.

In this research, participant (direct) observation was conducted. In the observations, |
sat in the classroom and wrote field-notes, while the participants wore microphones so
as to record their speech in the classroom. A field-note is an ethnographic account that
describes “the units, criteria, and patterning of a community’ (Hornberger, 1995 cited in

Creese, Takhi & Blackledge, 2015:267).



Figure 17: Examples of fieldnotes
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The main function of the field-note is to capture the moment that the researcher is

observing. This note-taking has the function of ‘recording snapshots of empirical

phenomena’ (Grix, 2010:130). As a cultural self (Creese, Bhatt, Bhojani & Martin,

2008:199), | was observing and writing the field-notes, and therefore they do contain

some of my personal features, such as ‘gender, ethnicity, age, social class’ (Creese et al.,

2008:200). Moreover, due to my immaturity as a researcher, some parts of the field-

notes also contain scribbles expressing my anger, where | treated them ‘as a place to

‘vent spleen, to have control” (Jackson, 1995 cited in Creese et al., 2008:203). Although
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| also wrote researcher diaries, my immediate feelings and emotional responses were

written in the field-notes.

Fieldnotes are primary data sets, ephemeral, neither right or wrong, an
interpretation to be contested and agreed upon and to be further analysed in
relation to other data sets. Like other data within qualitative research —
interactions, interviews, documents — they are partial and incomplete.
However, like other data sets they are also evidentiary.
(Creese et al., 2008:212)
Although a field-note itself is ‘partial and incomplete’, it is also evidentiary data that
triangulates with other data. As field-notes were made for observations with all seven
participants’ classes, their ‘iterative nature’ (Creese et al., 2008:201) allowed me to
compare the nuances between them, to see my positionality in the field with each
participant. Although the process of making the notes was repetitive, the points | raised
were different not only in terms of content but also in terms of relationship with the
participant. The nuance of my field-note could be soft or judgemental, according to how

close I was to the participant, as this influenced how I understood their behaviour in the

classroom. Through the field-notes, | could see my different standpoints.

Also, even though my research interest was not on the students and the Korean teachers
in the classroom, it was unavoidable to glance at them during the observation process.
As an ethnographer, | tried to keep the gaze wide for a while. | was trying to understand
the TaLK scholars and their working practice and interaction with co-workers, and |

recorded what | observed in my field-note.

In summary then, the data collection methods used in the field were diary, interview and

observation. The dates when data from each participant were collected are shown below.
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Table 3: Summary of the three participants’ collected data

Name Born | Nationality E-mail Contract Gender | Contact Number
in
|| Abigail | 1988 | American Bl | Fom Female | 010 -2“9
- (Chinese/ et Feb.2012 Skype: z
g Italian) (6months)
=
< Diaries | 14
Interviews | 8
Number of observations & Fieldnote entries | 3
Field Documents | 10
Name Born | Nationality E-mail Contract Gender | Contact Number
in
= (Anglo) @gmail.com | TaLK
<>E Data Set from Evan
L Diaries | 6
Interviews | 7
Number of observations & Fieldnote entries | 4
Field Documents | 7
Name Born | Nationality E-mail Contract Gender | Contact Number
in
< (Bangladesh) | @aol.com 2012(6mon
Z ths)
9 Data set from Fiona
LL Diaries | 8
Interviews | 10
Number of observations & Fieldnote entries | 4
Field Documents | 18
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3.6 Study Participants & Data Analysis

3.6.1 Study Participants

In this section, | present biographical accounts of the three participants based on their
past history, present experience and expectations for the future. As Giampapa points out,
‘past, present, and future identities are historically, socially, and politically located’
(Giampapa, 2011:134).

For each participant, their data set is first summarized in table form. This includes name,
age in 2012, family origin, immigration history, family members, language (heritage
language), place of residence and previous teaching experience. Then their background,
present experience and future expectations are presented through their own words from
the interviews and diaries. This is intended to support understanding of the individual
participants, since ‘Autobiographical narratives have interactional as well as
representational functions. That is, autobiographical narrators act like particular types of
people while they tell their stories, and they relate to their audiences in characteristic

ways as they tell those stories’ (Hill, 1995; Schiffrin, 1996 cited in Wortham, 2000:158).

My intention here is not to analyse the content of the biographical accounts, but to
provide the reader with a sense of the three participants in relation to their past, present
and future, through their own voices. Knowledge of the key participants’ life histories
before their participation in the TaLK programme should orient the understanding of the
challenges and differences they encountered in the local schools. This is also intended to

provide a justification of the argument behind the research questions regarding
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communities of practice, and how these young novice teachers were working and

learning to be teachers in the different communities of practices.

3.6.1.1 Abigail
Abigail was 25 years old when the data were collected. About the first site on Abigail, |
wrote as ‘The TaLK scholar and her mentor teacher were nice, kind and generous’ [14.
Mar. 2012 - researcher diary]. She had come to Korea to join the TaLK programme, and
had signed a 6 months of contract in February, 2012, so when she joined this research
project she was in her first semester as a TaLK scholar. Abigail’s data were collected as

shown below:

Table 4: Data sets from Abigail (All dates refer to the year 2012)

Diary Interview Observation
FEBRUARY |1 | 26/Feb |1 | 15/Feb Phone interviewing
-Structured Interview
2" Joe/Mar |2 | 16/Mar
MARCH 3:: 13/Mar - In a medium-sized city in
47 | 20/Mar 3% | 26/Mar the south of Korea
5" | 28/Mar
APRIL 6" | 24/April [ 4™ | 09/April -face-to-face, 1%t | 09/April
(Full day)
MAY 5" | 08/May -Semi-structured
JUNE 7" 1 03/dune | 6™ | 04/dune interview 2" | 04/June
8" 122/dune | 7™ | 25/June -unstructured interview (Full day)
JuLy 8™ | 23/duly 3 | 23/duly
(Full day)
AUGUST o™ | 8/August In a medium-sized city in
the centre of Korea
-face-to-face,
-unstructured interview
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This table shows the dates when data were collected from Abigail. Diaries were
submitted via e-mail, and interviews were conducted under various conditions; in the
table I specify whether the interview took place via the telephone or face-to-face, and
also whether it was a structured or semi-structured interview.

Abigail wrote a personal blog on which she published several diaries related to her life
as an English teacher in South Korea. | got her permission to use the blog as a data set
in addition to other sources collected for this research. The diaries are labelled as pre-
diary-(number) and are six in number. This means that Abigail has produced six more

diaries than other participants.

Abigail’s background information is shown in the table below.

Table 5: Participant summary — Abigail
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As a language teacher, in Korea, Abigail was experiencing a stage in her journey
towards a final goal: to be an elementary school teacher in the USA. That goal was very
firmly stated in her data, and she held a clear career plan. Abigail believed that her
previous and current teaching experience would support her journey to be an accredited
teacher in the near future. Alongside this clear plan to be a teacher, she also expressed

her ideal image of a teacher as shown below:

Figure 18: Self description of Abigail

In the extract above, Abigail was clearly stating the value she placed on learning,
expressing her expectation that her future students would be ‘life-long learners’. As a
teacher who puts great value on learning through books, she mentioned that she wanted
to give her students ‘the tools to succeed’ in their lives by giving books as gifts. What

Abigail dreamed of for her future self was to be a teacher who cares deeply about
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learning, one whose students feel comfortable in her classroom and to whom students

feel free to talk.

3.6.1.2 Evan

Evan was 27 years old when the data were collected. According to the note | wrote in

my research diary, he was ‘tall, big of frame and seems sturdy’ [20.MAR.2012 -

Researcher diary]. He had come to Korea specifically to join the TaLK programme, and

had signed a year’s contract in August, 2011, so when he joined this research project he

was in his second semester as a TaLK scholar.

Table 6: Collection of Data sets, Evan

Diary Interview Observation Essays
Before 1% | Oct/2011
Joining |
the Project i
MARCH |1% {28/March |1% | 28/March
APRIL 2" Tov/April | 2™ | 19/April
37 1 23/April |
MAY 4" 103May |39 !o06/May |[1% |14/May
5" 1 17/May | |
JUNE 6™ [15/June | 4™ 19/June |2" i 19/June 2" | Topic:
| | | (Open Class) | PowerPoint
JuLY 5" 1 10/3uly | 13/3uly
| 3“ | (Hagwon
| | Observation)
6" | 16/uly | 4™ | 16/uly
AUGUST | 7™ | 28/Aug 7™ 1 01/Aug 3" | Farewell
| | | Speech

Evan contributed several data sets for this research project. An essay that had already

been submitted to the TaLK team is included as data here along with one other essay
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and the text for a TaLK farewell speech, written in 2012. The first essay was about his
desire to explore Korea. The title of the essay that had already been submitted to TaLK
was ‘Context, Flexibility, and the Negative Effects of Powerpoint’ (see Appendix 3). In
it, Evan tried to explain how a teaching strategy could be implemented in a real context,
and how it should be amended to be efficient; he was problematizing teaching practices
in Korea and arguing that they needed to be changed. The farewell speech was mainly
about his experience and what he had learned through his participation in TaLK. In
addition, Evan submitted eight diary entries.

Evan’s background is shown in the table below.

Table 7: Participant summary - Evan
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Evan described himself as a curious person, and also as ‘jovial and amiable’.

Figure 19: Self description of Evan

However, he also stated that other people did not approve of his liberal tendencies, and
that he experienced disagreements. Also, he was positioning himself as a smart kid, so
that although he was poor and could not join in activities with rich kids, he could still

compete with them.
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Fiona was 25 years old when the data were collected. In the research diary that was

written on 20" of March, 2012, | was stating about the first sight on Fiona as ‘she

looked thin and small so weak constitution. Also she looked introversive person’. She

had come to Korea to join the TaLK programme, and had signed a 6 months of contract

in February, 2012, so when she joined this research project she was in her first semester

as a TaLK scholar.

Table 8: Collection of Data Sets, Fiona

Diar Interview Observation
MARCH 1% 28/March
APRIL 2" 05/April 1 03/April 1 06/April
3" 17/April 2" 20/April
4" 23/April
MAY 5t 01/May 3" 03/May 2" 29/May(Open Class)
6" 24/May 4" 29/May
JUNE 7" 22/June 5" 08/June 31 21/June(Open Class)
6" 21/June
JuLy g™ 20/July 7" 03/July 4" 13/July
g" 13/July
o 20/July
AUGUST 10" 05/Aug

The table above shows the data sets for Fiona, and the dates they were collected. For

this research, Fiona submitted various kinds of data sets related to her teaching, her

relationship with the school and her life in her school and in Korea. Fiona met me ten

times for interviews. Classroom observations were conducted four times and she also

submitted eight diary entries.

Fiona aspires to give help to people who need it. That is one of the reasons why she

wants to become a doctor, and also why she decided to come to Korea. Before making
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that decision, she was interested in Korean pop music. Fiona’s background information

is shown in the table below.

Table 9: Participant summary - Fiona
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Fiona rarely talked about her family, so other information about her parents and older
brother was not given, except about her older brother’s forthcoming marriage with a
Spanish-American woman. Also, she did not give any particular explanation about her
family’s emigration to America, nor the language history of the family. Fiona is
bilingual in Bengali and English, but she did not explain the way her parents taught her

Bengali while the family were living in America.

When Fiona was asked to describe herself, she wrote as follows:

Figure 20: Self description of Fiona

Fiona’s statements that ‘I dislike people who are not responsible’, and that despite her
high grades in school she did not brag, as in her opinion ‘people who brag are very

immature’, show that she places a high value on responsibility and being modest.
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In this section, | have presented the data collection scheme, a summary of information
for each participant, quotes regarding their future expectation or personal characteristics,

and images of their classrooms.

Although the research yielded numerous valuable data sets (Appendix 21,22) and
themes that | will be able to develop in a further study, here only the data sets related to
answering my research questions are selected. Specifically, the cases of Abigail, Evan
and Fiona will be studied in-depth in relation to their experience and learning in their

schools and in Korean society.

The three data collection methods were mutually supplementary. Whilst | was doing the
fieldwork, when | saw a unique behaviour or teaching performance by a TaLK scholar
in his/her classroom, | could ask about it in the interview. Sometimes, they offered more
detailed explanations about the event in their diary. In addition, behaviour | had found
difficult to understand sometimes became clearer as | talked with the TaLK scholars and
read their diaries. According to Robson (2002), interviews ‘lend themselves well to use
in combination with other methods, in a multi-method approach. We could do a case
study that might employ some kind of relatively formal interview to complement
participant observation’ (Robson, 2002:270). So, the diary entries, interviews, and
observations complemented each other, and functioned ‘for triangulation purposes’
(Heller, 2006 cited in Cod0, 2008:162). As | was doing the fieldwork, reading diary
entries, asking questions related to those diaries in interviews, and observing the
participants in their classrooms, | could see how the data resources were connected, and

that was the first broad analysis of my data.
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| engaged with the data in the following ways:

=

During the data collection, I read the submitted diaries to prepare for interviews.

2. Interviews were structured around issues arising from the diaries. After | had
finished asking the questions related to the diaries, |1 conducted an open
interview, and various kinds of issues came up.

3. After | had finished the fieldwork, I read the data chronologically. I completed
transcribing whole interviews and | read the transcriptions of interviews and
diary entries together, chronologically. In the transcription, S denotes the
researcher, Soyoung; A means Abigail; E means Evan, and F refers to Fiona.

4. 1 also read the sets of field-notes for each participant. This ensured triangulation

of the data.

In the field, I could not ‘conveniently tuck away the personal behind the professional,
because fieldwork is personal’ (England, 1994:85, Author’s italics). When making field
notes | found myself observing the classroom from a teacher’s point of view, and
including many comments based on my personal values. In retrospect those field notes
revealed that I did ‘not yet know what is significant ... what to record” (Agar, 1980:161).
Furthermore, as a researcher in the practice | was a ‘socially located person’ (Cameron,
Frazer, Harvey, Rampton & Richardson, 1992 cited in Giampapa, 2011:133), and |
found it difficult to avoid reflecting on my own subjectivities (Cameron, Frazer, Harvey,
Rampton & Richardson, 1992). Albeit unwittingly, I was applying a paradigmatic
framework of compare and contrast. | was too focused on each individual teacher’s

merits, rather than the interaction of the people in the practice as a whole. Later, as |
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became more conscious of my role in the field as a linguistic ethnographer, | was able to
look at those interactions, and to write more widely about the people and events in the

practice.

Certainly, my field notes were an important part of the research process and of my own
learning process. However, given the prominence of my own voice in the early field

notes | did not want to rely on their portrayal of my participants.

In this study, the three participants’ stories and various data were analysed first in case
studies, to achieve a rich understanding of their lives in Korea and in their Korean
schools. In the process of data analysis, | then decided to switch to thematic analysis.
According to Miyahara (2015:69), ‘[T]hematic analysis is based on what Polkinghorne
(1995) characterises as ‘paradigmatic analysis’, where the researcher starts the analysis
by open coding of the data, building a set of themes by searching for patterns and
meaning produced in the data, and then labelling and grouping them in connection with
the theoretical framework of the research.” Whilst coding the data, the themes that
emerged were categorized.

As this research is about real people in the practice (Gray, 2009), at the first stage of
data analysis, as stated above, each participant was studied in-depth as a case study. ‘In-
depth case studies ... draw on many ethnographic research methods, whereby
researchers spend up to one-third of their total research time undertaking work in the
field” (Grix, 2010:12). This can be done by showing each case as ‘a complete
description of a phenomenon within its context’ (Yin, 2003:5), as revealed in their

stories. The descriptive case study gives effective access to each participant’s mind for
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in-depth examination. As stated by De Vaus (2001:234), ‘by developing a full, well-
rounded causal account, case studies can achieve high internal validity’. Thus, the use of
in-depth and descriptive case studies will enhance the internal and external validity of

this thesis.

The three cases in this study cannot be taken as representative of all TaLK scholars.
However, as mentioned earlier, these cases have their own value and can be
theoretically generalized; thus they possess strong internal validity. In the area of
identity study, internal validity is more important than external validity, as each person
is unique. Through case studies, more deliberated interpretation of the participants’

teacher development is revealed, and this will be presented in Chapters 4, 5, and 6.

3.6.2 Data analysis on diary entries
The diaries provided me with ‘a documented account of novice teachers’ experience’
(Numrich, 1996:132), a monthly snapshot of the teacher lives of young novice teachers
newly/recently exposed to a real teaching context. With a glance at these snapshots, |
could trace their feelings towards the Korean mentor teachers and the co-workers.
Through the diaries, | was able to see 1) the daily routines and issues with co-workers, 2)
what the TaLK scholars did to meet the challenges they faced, and 3) how they reacted

toward differences in the school.

With the diaries, | performed content analysis as shown below.
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Table 10: Content analysis on Abigail’s diary entries (see Appendix 23)

DIARIES - Themes o e B [ = T = A S e [
(05/Feb)  (09/Feb)  (17/Feb) (22Feb) (26/Feb) (W/Feb) (B4/Mar) (06/Mar) (1VMar) Q0Mar)  (Q8Mar)  (WAp)  (0/Jus) (22Jun)
1 Journey to Korea . .
2 | TaLK people . . . .
3 | Sightseeing . a . . . .
4 | TaLK orientation . O . . . . .
5 | Clues - Personal Character . . . . . . .
6 | Mention - Rural / urban . L] . .
7 | Issues on Korean . . . . . .
8 Koreans who want to talk with . .
her in English
9 | Abigail’s impression on Korea(n) . . . . .
10 | Comments on the students ° . . . . . . .
1 Observation . & . 3 %
school/lesson/teacher/students
12 | About School & life in there . . .
13 | Relationship with teachers . . . . .
14 | School Facilities e e
15 | Actual teaching experience . . . . .
16 | Hierarchical relationships 0 . .
17 | Initiate a classroom reform . . . )
18 | Instant feeling about teaching . . . . .
19 | Negotiation / co-teaching . . . . . .
20 | Explaining lesson . 1 . . . .
21 | Self: . . ® . . . .
22 | Discipline as a h . .
23 | Notice ion / p . D .
24 | Journey to back home P °

Content analysis on Abigail’s diary entries revealed that, once Abigail was actually in
the local school, she started to write about teaching, self-assessment, teacher discipline
and issues in the school. This might have been influenced by the prompts | suggested,
but it also reflected the fact that life in the Korean school was now her daily routine.
Over time, the diaries became more concerned with issues around teaching, materials,
negotiation in co-teaching, and then her journey to go back home. This general pattern

was also found in Evan’s and Fiona’s diary entries.

Then | moved to interview data analysis.

3.6.3 Analysis of interview data
There were two issues with audio recordings. First, as the interviews with the TaLK

scholars concerned their schools and issues they faced there, interviews were conducted
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away from school premises, in cafés or restaurants. As a result, the recordings were not
sufficiently clear; often, I could hear loud chatting from the next table more clearly than
the TaLK scholar’s voice. Secondly, the audio recordings were much too long; over a
year of fieldwork | collected a huge amount of interview data (see Appendix 24). This
made the transcription a time-consuming process. In Evan’s case there was one day
when he talked for about four hours, and it was normal for his recordings to be at least
one and a half hours. Appendix 25 contains the raw data of one of his interview
transcriptions; it is 21 pages long. This was a huge challenge in the data analysis.

To transcribe the interviews, | re-listened to the audio tapes and typed out the interview
content. ‘Recordings are transcribed in detail, and the transcript often becomes the main
object of participants’ gaze. The transcript is a material representation that stabilises the
ephemeral nature of interaction and affords close scrutiny of whatever the analyst has
chosen to highlight’ (Lefstein & Israeil, 2015:201). An example transcript is shown

below.
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Figure 21: Example of transcription

Interview 1 (Face-To-Face Interviewing / 28 Mar 2012) [length: 1:52:41]
In ( )

S: And I will put this device close to you.

E: Yeah. Those things are notorious for bad recordings. I’ve used something similar.

S: (put the recording device close to him) Are you okay (with this)?

E: Yeah, as long as it fits me I’'m fine. It looks like- uh, okay. Ah... Ok. I'll just speak LOUD.
We need to go through the info.

S: This is the information leaflet for the school, this is for the parents, actually I was thinking to
visit your school to explain those things but-

E: They don’t seem to want to do that. I can ask again tomorrow, and she asks it to the Principal
again?

S: Could you hand this to your mentor teacher?

E: Yeah.

S: With this, she will understand what the research about and she will understand that I’m not
interested in...

E: As opposed to (inaudible)- that’s fine.

S: This is the information and this is the consent form.

E: Uh, sure. It hasn’t changed from the one in e-mail, huh? Then, I’m fine. I don’t think that I
have a pen- (Pause). How many subjects do you have so far?

S: Right now ... I can’t tell you. (laugh)

E: Does we having experience with the ethnography an extra study at all? Oh, Ok. What is
today, the 28"?

S: The 28",

(Pause)

When | had finished transcribing, | read the transcripts and highlighted some items that

| perceived as things | needed to focus on (see Appendix 25).
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Figure 22: Example of highlight in transcript

(00:49:50)
And then you bring in the (matter of) exploitation of women... so that... control structure is basically there to
keep women to do debating with the men. Ok. Uh, feminist here. So. THEN, uh... a large hg(inaudible)-re
comes to exploited women, FOR... the purpose of, uh... sexual... LITERALLY they’re there for the men to
have fun. There’s no other STRUCTURAL reason why women exploited, this matter? Unless you assume that,
aman need to get it later (inaudible) makes solders. I HAVEN’T HAD SEX IN OVER A YEAR, I seem to be
doing okay... Why they can’t get away with that? Because men have power over women. And these women
are... totally screwed over. I (inaudible) usually what happens is that they take it one the chain and they move
on their life, because... that’s like me when I got motorcycle accident, what choice do I have? Well their choice
was to say, “Fuck you.” And so they are fighting that type of power. And they have... regi-(inaudible)-cies
because they have... considerably, humanly... offensive.

I did not do content analysis on the interview transcripts, due to the massive quantity of
material. Although | read the transcripts several times, this was not enough to manage
the huge amount of work efficiently. So, | decided to use Nvivo for data alignment

according to themes (Park, 2012).
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3.6.4 Reduction of themes from coded data

As mentioned above, | read the collected data several times. In linguistic ethnography,
data are ‘examined in terms of emergent meanings and significance for participants’
(different) perspectives, generating a far richer understanding of context and
contingency’ (Rampton, Maybin & Roberts, 2015:39). So, repeated reading of the
collected data was an important process that | had to undergo to achieve the required
thick description.

After several readings, all the data were coded together through Nvivo software.
Initially, the themes were too broad. | created separate folders for each participant, and
coded the data several times. The first coding was done with the raw data according to
person. In Abigail’s case, | did coding twice, for Evan three times and for Fiona once.
This was due to the difference in the amount of data they had supplied. The second
coding was done with the data coded once, then the third coding was done with the data
coded twice. During this process the important themes became clearer. Nvivo is a useful

tool to code a large amount of work into several themes.



Figure 23: Nvivo screenshot
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As can be seen in the above figure, when coding the data of diaries, interview

transcripts and field-notes through the Nvivo programme, numerous themes emerged.

For the purposes of data reduction and selection of themes, after coding those data sets

under the themes, I subordinated the themes to research questions. Through that process,

| could decide which themes would be discussed in this thesis and which will be saved

for later.

Some themes relate to the TaLK scholars’ family language history, immigration history,

education and interests. For a long time, | believed that these were important aspects

with regard to the identity positions of the TaLK scholars in relation to my original

research questions (see Appendix 26). However, as my research questions became more
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focused on interrelationships and negotiation in the TaLK programme and the local
school, the communities of practices to which they belonged as TaLK scholars, the data
relating to their lives before they were exposed to these two COPs became less
important. In the same way, at the beginning of the process all the themes seemed
relevant and important to me, but after several codings | could see the data and their
characteristics more clearly.

After this process, | printed out the themes that seemed related to my research questions,
then read them and highlighted the pieces of data pointing to the aspects | wanted to

discuss.

Figure 24: Reading of coded printed out fragments of data

Name: coworker observation

<Intemals\Abigalf\Dian/\20120313-Diary 3> - § 2 references coded  [9.85% Coverage]
Reference 1 - 8.25% Coverage

The first third grade class was my hardest to control. Since I am teaching the regular
curriculum, I go to their homeroom classroom. The first teacher is cute but she wanted
me to do the lesson, so I did a short introduction. And than went right into the lesson.
They were my rowdiest class and I think it is partly because she doesn't have a great
control over them as well as a rewards system. She doesn't command attention in the
way that some of the other teachers do. But they were pretty good. I want to give them
English names because the Korean names are very f hard.

Reterence 2 - 1.60% Coverage

She had much better control of her students. I like to see the different reward systems
that the teachers have.

<Intemals\Abigail\Dian/\201203282-Diary 5> - § 3 references coded  [18.87% Coverage]
Reference 1 - 5.16% Coverage

Tuesday Today, I had fourth grade and a make up class for 3-2 because of parent
day. They seem to retain the information we learned well.-The: teacher-and I work well
together.I.enjoy. the classes. She-is very expressive with her hands and facial features.
She took the repeating of the dialogue so I could write the script for our. role-play on
the board. I forgot that I meant to do that before the class. They were so excited for the
role-play. They did well in remembering the script. They were excited to use the starting
action prop. Some of them even acted it out as different characters came “onstage” and
used motions and appropriate gestures.

Reference 2 - 459% Coverage

At the end.of class, 1 saw.how.the teacher, handles. misbehaving, I didn't see it actually
happen but this is what I could understand. A boy had crumpled up a girl's homework
assignment. I think the girl is an outcast in the class. The teacher made him give his
paper to her, and he got the paper that he crumpled. The punishment I think was good.
But he cried silently and seemed very angry. I think he was embarrassed in front of his
peers. I.don't think that will-help the relationship between the two students though. I am
not sure how 1 would have done it differently.thougha,

Reference 3 -9.12% Coverage |
1 had a make up for 4-1 today. They had inventicn day during my normal class period.
They are the lovier of the two 4th grade classes. 112 teacher told me that many of them

1/13

As shown above, the mixture of fragments from diary entries and interview transcripts

that | coded through Nvivo appeared with the original reference name under the name of

e
G R

/

3-2 were singing and playing with the chant. They really enjoy songs. Most of them got likes
and dislikes. | got to the World and Me where it talked about international food. The only one
they didn't know was escargo from france. They did know it was snails. 3-1 did well, We
practiced the dialogue in pairs and many of them wanted to do it together. While | do the

repeat after me, she writes the dialogue on the board. So it worked out well. They seem to
get the likes and dislikes well, ©

<Infemnals\\Abigail\Interview
coded [4,12% Coverage]
Reference 1- 4.12% Coverage

S: Ok, then what is the best way to develop you, yourself as a teacher?

o8 A Ule.. I .lhlnk that really help me is to be able to see how different teacher to get
experience in the classroom... just see how different teacher runs their classroom. You can

kind of see what's working well in a classroom or what's not working well... so you can be

able to m:o X,o:wrsen. 80 think all of it. In experience, You will get better, you can do... um.

Yyou can do studying as well and do experi

ot waa;% ¢ Xperience several times so you can put what you are

.A* Um..'. But, then on the other end, the 6th graders, well some of them are very interested
in leaming and then some of them just ... | feel like that | am torturing them (laugh), they
just don't want to be learning there.... well, | don't know at that age they're is at the. top of the
school, and they're like “I don't wanna be doing this.”

Don't make me look like stupid, or like that kind of attitude, so they are just more like
problems with attitude that you have in the classroom. Um... and the middle one is probably
the ‘4"‘ grade, cause they... generally seem like they want to leam... so they start like
singing and like chanting and it's so fun to do um... they're willing to participate, so | kind of
like that class. And there are ones in 3'd and 4th, | can tell; the ones:.. the classes that are &
better controlled are the ones that have teachers that have a good reward system, in the
classroom, so they want to be able to get points... like a goal, or.a prize or something like
that, where the teacher.commands a ot of....| guess to get their.respect and attention, 50...,.
they-seem-to.listen. better,.even to me... be able to... - If she says something; they. stop.
talking. And- then come back and pay attention, so... | can see.that that makes a big
difference in teaching no matter like how interesting you are, or ...

S: Then maybe the hardest thing wil be... that... to get control over them and lead them.

A: Yeah... | mean some of them you can kind of get, cause the teacher will yell at them,
something in Korean, like “Pay attention again”, but some of it, what's hard for me, going
into different classrooms, cause | wasn't there for the first day, so | don't know like the
different ways that they have to get their attention, like the different reward systems that
they have in their classroom, so, for me, | don't know what | can say to be like, what they
normally say or not. When they're acting up and not paying attention, so I'm learning this as
well as like trying to teach a lesson, so for me tha¥s probably the hardest part where I'm
coming into the classroom and | don't know the rule 3 ...um... what is expected of them... |
am sure we all izarn as we go, but ... that's how | fe- |

Referénce 2-3.74% Coverage

5/13
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the theme. | again highlighted parts that seemed directly relevant to my research
questions, and also added some comments in relation to the pieces of data.

Then, to visualize the themes, | produced mind maps for each participant.

Figure 25: Mind map of Evan’s data

Want to make a girl friend loneliness Multicultural multicultural Background - FAMILY
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Through the mind mapping, the themes were shown visually, alongside their
subordinate themes. As a result of this process, the relationships between themes, in
terms of which themes could contain others, and which themes belonged to larger
themes, become clearer.

After this process, | produced three case studies. However, the resulting text was still far
too long, and in the end it did not help to answer the research questions. So, | decided to
revise the case studies into three thematic analysis chapters, and that is the current
version of my thesis. The three themes identified had overlapped across the three case
studies, so while the previous case study was vertical, the thematic analyses are

horizontal in terms of data analysis.
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Figure 26: Process of Data management

1. Case Studies on each TaLK scholars

>. Thematic analysis

>. Thematic analysis

>2. Thematic analysis @ @ @

Through the process of coding and reading the coded data set, the data were triangulated.
Data triangulation involves the use of multiple sources of data, ‘a process similar to that
used in some comparative analyses where the same object of study is analysed using a

number of different measures or variables’ (Peters, 1998 cited in Grix, 2010:137).
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3.6.5 Trustworthiness of my data
Before discussing research positionality, 1 would like to give a clear account of the
trustworthiness of my data, its rigour, and the steps taken to ensure its validity.
The crucial aspects relevant to establishing rigour and validity in
ethnographic/naturalistic research are: “Truth value’, ‘Applicability’, ‘Consistency’, and
‘Neutrality’ (Guba, 1981:79-80). The terminology related to these aspects varies

according to context, as shown in the table below:

Table 11: ‘Scientific and Naturalistic Terms Appropriate to the Four Aspects of
Trustworthiness’ (Guba, 1981:80)

Aspect Scientific Term Naturalistic Term

Truth Value Internal Validity Credibility

External Validity
Applicability Transferability
Generalizability

Consistency Reliability Dependability

Neutrality Objectivity Confirmability

As an ethnographer, | was engaged in naturalistic/interpretive study. Therefore, | will
use the naturalistic terms given above, each of which will be explained in relation to my

own research.

To ensure ‘credibility’ (Guba, 1981, Lincoln & Guba, 1985, Lincoln & Guba, 1986), it
IS necessary to ‘establish structural corroboration or coherence, establish referential
adequacy, and do member checks, in the hope that these actions will lead to credibility,

and produce findings that are plausible’ (Guba, 1981:83). In the field, | was engaged in
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‘prolonged engagement at a site’ (Guba, 1981:84) as a persistent observer (Guba, 1981).
This was required because ‘the raw material of ethnographic research lies out there in
the daily activities of the people you are interested in, and the only way to access those
activities is to establish relationships with people, participate with them in what they do,
and observe what is going on’ (Agar, 1980:31).

I spent sufficient time in the field to find out the characteristics of the practice (Guba,
1981) and to build trust with the participants. As a result, | was able to gain a rich
account of their experience in the schools and their interaction with the people there.
‘The technique of persistent observation adds the dimension of salience to what might
otherwise appear to be little more than a mindless immersion’ (Lincoln & Guba,
1985:304, Authors’ italics). It allowed me to recognize when ‘something happened [that]
| didn’t understand’ (Agar, 1980:31). | took photos of the classrooms and textbooks,
and made audio recordings of the TaLK scholars’ voices. These ‘referential adequacy
materials’ (Guba, 1981:85) provided snapshots of the school atmosphere, to be used as
‘a kind of benchmark against which later data analyses and interpretations (the critique)
could be tested for adequacy’ (Lincoln & Guba, 1985:313). | also recorded in my field
notes the characteristic situational features, problems and issues (Lincoln & Guba, 1985)
that | noticed in the schools.

Then, | did triangulation, not only of the sources and methods (Lincoln & Guba, 1985)
used for the data collection, but also of the different cases, since there were both
fundamental similarities and stark contrasts between the schools in their understanding
of the TaLK programme and TaLK scholars. In this way | was able to discover the

‘points of experience that make salient the differences between the ethnographer’s
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world and the world the ethnographer sets out to describe’ (Hornberger, 2006:222),
what Agar (1980:31) calls “rich points’.

Based on these rich points, | was seeking ‘coherence’ (Agar, 1980:31), that is, ‘an
interpretation that explains ... apparent contradictions’ (Guba, 1981:85). | made
assumptions based on ‘a point of view ... a context for the action, in terms of which the
rich point makes sense’ (Agar, 1980:31-32, Author’s italics), and then expanded these
assumptions via ‘Frame[s]’ that led me to ‘link up different kinds of knowledge in
different kinds of ways at different levels’ (Agar, 1980:32). This procedure contributed

to enhancing the credibility of my research.

‘Transferability’ (Guba, 1981, Lincoln & Guba, 1985, Lincoln & Guba, 1986) relates to
the fact that, in naturalistic inquiry, the external validity cannot be specified (Lincoln &
Guba, 1985). It means the applicability of the current research’s in-depth, fully-
developed interpretation to other contexts. Guba (1981:86) suggested three methods of
showing transferability, namely: ‘do theoretical/purposive sampling’, “collect “thick”
descriptive data’, and ‘develop thick description’. According to Lincoln & Guba
(1990:57), “transference can take place between context A and B if B is sufficiently like
A on those elements or factors or circumstances that the A inquiry found to be
significant’.

Through the in-depth case studies and the thematic analysis, |1 was able to ‘provide a
sense of vicarious, “deja vu” experience’ whereby readers ‘[could] “learn” from the
experience, and, as is the case with all learnings, make application even in situations
that do not appear on their faces to be similar’ (Lincoln & Guba, 1990:57, Authors’

italics). At the beginning of my data analysis, the field notes, interview transcripts and
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participants’ diary entries had become a huge corpus, representing the 'entire record of
the field experience as it ha[d] evolved over time' (Emerson, Fretz & Shaw, 2011:171). |
read them carefully, with 'emotional distance’, 'to undertake an analytically motivated
reading' (Emerson, Fretz & Shaw, 2011:174). By doing so, | was 'reviewing, re-
experiencing, and re-examining everything that ha[d] been written down, while self-
consciously seeking to identify themes, patterns, and variations within this record'
(Emerson, Fretz & Shaw, 2011:173-174). Thus, the cases in my study were used ‘as a
basis for re-examining and reconstructing [my] own construction of a given
phenomenon’ (Lincoln & Guba, 1990:58).

In Chapters 4, 5, and 6, | have presented many of the issues my participants faced in the
practice. Through their stories, I have reviewed their experiences to show how their
paradigmatic frames as teachers were created, contested and developed in the practice.
Through comparing and contrasting the three case study schools in two steps of data
analysis - case analysis and then thematic analysis - | have been able to achieve thick
description (Lincoln & Guba, 1981). As a result, the findings of my research could be
applied in other teaching contexts, including those in which a national language policy

IS running.

The third crucial aspect is ‘dependability’ (Guba, 1981; Lincoln & Guba, 1985, Lincoln
& Guba, 1986). This is closely linked to credibility, to the extent that there can be ‘no
credibility without dependability’ (Lincoln & Guba, 1985:316).

In my research, dependability is established via ‘overlap methods’; that is, a
‘triangulation process, whereby different methods are used in tandem’ (Guba, 1981:87),

and by ‘dependability audit’, whereby there is ‘someone competent to examine the audit
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trail and to comment on the degree to which procedures used fall within generally
accepted practice’ (Guba, 1981:87).

As mentioned in section 3.5, | used several data collection methods. Issues emerging
from my participants’ diary entries and from classroom observation were revisited in the
participant interviews. In this way, the ‘different methods [were] pitted against one
another in order to cross-check data and interpretations (Denzin, 1978 cited in Guba,
1981:85). Issues mentioned for the first time in interviews were revisited later in order
to confirm the Truth value/Credibility (Guba, 1981) of my research and to strengthen
the dependability of the data.

Throughout the whole process of my research, from data collection, through
interpretation and finally presentation, my supervisor acted as a dependability audit
(Guba, 1981) by questioning me on the rationales for the themes I chose to interpret and

by providing advice.

In order to ensure the fourth aspect, ‘confirmability’ (Guba, 1981, Lincoln & Guba,
1985, Lincoln & Guba, 1986), Guba (1981:87) suggests two steps, namely
‘triangulation’, as already mentioned above, and ‘practicing reflexivity’. In relation to
these steps, Lincoln & Guba (1985) referred to Halpern’s (1983) six audit trail
categories:

The *(1) raw data’ from my fieldwork were linked to ‘(2) data reduction and analysis
products’ (Lincoln & Guba, 1985:319); that is, | produced summaries of written field
notes and other data sets using themes to link to *hypotheses, concepts, and hunches’
(Lincoln & Guba, 1985:319). When selecting from the coded data, | considered

carefully, and during the process of coding them under the themes, my stance as a
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researcher was changing (Emerson, Fretz & Shaw, 2011). From that point, the huge
corpus of data from the field was refined and started to show its “particularity’ (Duff,
2006 cited in Hornberger, 2006:234), what Geertz (1973) called “thick description’.
Then, the themes, relationships of categories, findings and their connection to the
existing literature, and conclusions were subjected to ‘(3) data reconstruction and
synthesis products’ (Lincoln & Guba, 1985:319). | was 'inductively' processing the
qualitative coding, 'creating analytic categories that reflect the significance of events
and experiences to those in the setting' (Emerson, Fretz & Shaw, 2011:175).

In the process of data analysis, | made analytical ‘(4) process notes’ (Lincoln & Guba,
1985:319) about procedures and decisions | had made in relation to methodological and
theoretical considerations, and about points regarding trust values of my data, based on
the ‘perspective on the dialectical relationship between social reality and our
representation of it, [which] has implications for understanding the crucial role of
evidence about consequences in validity research ... The practices in which we engage
help to construct the social reality we study’ (Moss, 1998:11 cited in McNamara,
2006:40).

Then, this was linked to “(5) materials relating to intensions and dispositions’ (Lincoln
& Guba, 1985:320). The notes that had been written in the field, and the questions and
lines of inquiry that had arisen from the fieldwork, were then scrutinised more closely
within the theoretical and methodological frameworks | applied. With regard to the final
category, ‘(6) instrument development information” (Lincoln & Guba, 1985:320), |
produced case study reports on each participant, then performed thematic analysis,
before producing the written thesis, the “final product’ (Lincoln & Guba, 1985:384) of

my research.
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Thus, “criteria for judging products are interrelated, and strength in one set of criteria
may contribute to strength in another set, just as strength and power in some forms of
quantitative analyses may be thought of as lending strength to other criteria’ (Lincoln &
Guba, 1990:58). Hence, consideration of the four interlinked aspects — credibility,
transferability, dependability and confirmability — has ensured the trustworthiness of my

data.

According to Hornberger (2006:230), “inference is always about the logical connection
the researcher draws from research evidence to claims about the evidence — and also
reflexively back on the inferential construct itself’. In this research, | was asking myself
why things happened in a certain way in relation to ‘what power, what interests ... wrap
this local world so tight that it feels like the natural order of things to its inhabitants’
(Agar, 1980:26). The inference process requires ‘justification backed by evidence’
(Chalhoub-Deville et al., 2006:3) and must be critically constructed with consideration
of ‘who is making these inferences and for what purpose’ (Chalhoub-Deville et al.,
2006:3). In this case, | was interpreting and presenting the TaLK scholars’ performance
in the classroom, their stories about their life and experience, their interaction with other
teachers in their schools and the connection between the experience and the happenings
in the practice. Therefore, | began by focusing on each case, then identified and
explored themes across those three cases. This also contributed to establishing the
‘authority” (Hornberger, 2006:223) of the researcher in terms of “interpretation of data —
the right to claim that he or she has “got it right” in reporting findings’ (Hornberger,
2006:223). According to Erickson (2004b:486), 'neither ethnographic data themselves

nor interpretive themes and patterns simply emerge, but rather must be found by the
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researcher' (cited in Hornberger, 2006:232). Thus, inference is ‘integral to processes of

data analysis and interpretation” (Hornberger, 2006:230).

In this section, | have explored the journey of my fieldwork and its interpretation in

relation to the trustworthiness of my data.

3.7 Researcher Positionality
According to Giampapa (2011:134), ‘researchers as social agents are located by and
produce discourses that shape the ways in which we may negotiate, challenge, and
manage identities and positionality within the field’. This matches exactly what I
noticed happening in the field. My positionality was changing and negotiated in the

practice of working with my three participants and others in the school community.

To conduct a good linguistic ethnographic study, | remained in the field during the data
collection process, and took a close look at each participant over a period of nine
months. | talked with them, visited their schools and read their diaries. As a researcher
conducting ethnographic research, |1 became a part of the research. At first, | used many
strategies to build close relationships with the participants rather than an
artificial/official relationship, but later | began spontaneously to enjoy meeting them. As
an interviewer, my focus was on listening to the participants’ stories rather than
speaking to them. So, | was the listener in the interview. Evan was always eager to
speak; immediately after we sat down in the café, he would start to pour out his stories

and his ideas, and would continue for hours (see Appendix 25). With Abigail and Fiona,



151

from time to time | had to use prompts and probes. Utterances such as ‘huh?!”, ‘uh-huh’,

and ‘oh!’, and facial expressions were in much use in the interviewing.

‘Researcher positionality clearly has the potential to shape data collection’ (Copland &
Creese, 2015:152) in the field. As Giampapa (2011:132) suggests, ‘... what “being” in
the field entails is far more complex in terms of the ebb and flow of the researcher-
participant relationship across space and time’. The field was constantly changing, and |

had to ‘to manoeuvre around unexpected circumstances’ (England, 1994:81).

Even though I was positioning as listener in the interviews, when | noticed a response
that was particularly interesting, | started to ask follow-up questions. In the case of an
interview that has exceeded its duration as originally planned and agreed with the
participants, this ‘could have the effect of reducing the number of persons willing to
participate, which may in turn lead to biases in the sample’ (Robson, 2002:273).
Although | had planned for an unstructured interview, when | detected awkward
moments of pause, | would ask questions about diary entries. Even in the course of
interviewing, | kept thinking about plan A, B, and C. One day, Abigail seemed
unwilling to talk, so | decided to talk about my own life as a plan A. If she had still
seemed unwilling to talk, plan B would have been to stop the interview. However,
eventually, she started to talk about her life and the interview continued.

As England argued, ‘the research encounter is structured by both the researcher and the
research participants’ (England, 1994:86). In preparing for the interviews | had
available different interview plans, which I would utilise according to the participant’s

mood. In that sense, the data collected were decided by the participants themselves.
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In the schools where the TaLK scholars were working | was engaged in ‘participant
observation” (Agar, 1980:163). That is, | was ‘directly involved in community life,
observing and talking with people as you learn from them their view of reality’ (Agar,
1980:163). In this way | acquired knowledge of ‘multiple voices and points of view’
(Emerson, Fretz & Shaw, 2011:94), and was therefore acting alongside the researched
to co-construct the research in the field. The focus of this study was on each person’s
standpoint and opinion. Therefore, each person’s contribution was treated as a
remarkable and priceless piece of information. According to the ‘post-structuralist
orientation’ (Creese, 2008:229), individuals in a context will be explained through the
sincere consideration of their experience in that context (Alcoff, 1988). In this post-
structualistic perspective, society cannot be perceived as ‘the conglomerate of
individual intentions but, rather, must understand individual intentions as constructed
within a social reality’ (Alcoff, 1988:416). Anchored in this ontological and
epistemological position, and speaking from my own past experience as a teacher in a
private language institute (hagwon) for elementary school students, and from the study
of previous research in the area of teacher education, at some point in the observations |
strongly aligned myself with the ‘experienced teacher’ and started to evaluate the
teaching of the Korean mentor teachers and TaLK scholars. In the interviews, when the
TaLK scholars were complaining about issues and challenges in their school, 1 was
more actively engaged with them, as if a friend were talking. While researching, | was
another participant of the research, present as one of the subjects. | produced separate

research diary entries (Appendix 27), as in the example shown below.



Figure 27: Example of researcher diary

Date: 15/02/2012
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Date: 15/02/2012

(dd/mm /yy) (dd/mm/yy)
)

This is personal research, and there is no need (o get approve from the TaLK team. (I already tried (0
A LI Wl B contact to TaLK and asked some help. However, they told me that as this is my personal research, they

do not concern about my research.) I can see the point that you are worried about.
ST In the case you do not want to be on an uncomfortable situation, I will not conduct any classroom

gioalVersicn observation. Is this will be okay?
TE Abigalll U3 OHRE W0, 08 AXE 0 SS00T 8 OA N2 00T 020 &

OISIA Abigail0l JICI{O0F MLL U8 QIERMIE 2E FHID & SHISIAEX ol 8 3 Al If you feel fine, then I would like to ask you to do some Interviews + complete some Diaries (as

I OHOF 2UCH RLSE YA AN B8 21 AEHRE G0t ACH= A O0IACH Pilot studyOil
AT 26 X AN H3t QIERE O 201D 81810, €2 22 QERSE 2 2O
SAHBI| FEOUA WOl %Y A 2OE Y20l ECH

Abigail2 # = MBQIZ ML ¥ QEFS AV MM A+ WOIMED B RUF2
ez # HECL AEHFE S0 USFEHE YR AEHRE SIAL 0101 BHSA Atad
0ot LI 2F0{7t OtLID| ME0 F2ED AERFGH= AE LSS0 SX3| 01017 Lt
NB= &% 43 J-0HIIE 8 OlEN 3t 4248 SHXIR, &E8HH Hets A0 E
Ch O{XIl OiOF Wi 2R0iJt Ot E0I 2O0ID3H=0l M2Ite & & B Ul 420!
ECH 01 I MUDI RAR! 2 MB UE MUD|I ¢IXLN©

St I 2 €1 S04 HA A0IEEH RAHED S8 3t w1 AERE SO MCH

OiRI, IR DHRIIXIZ, 2EE AA ATUA BXD ACHE A2 LACL

It's just that after reading through the assignment I am not sure if I am still comfortable in participating in
the assignment.

1 haven't talked to TaLK or my school about this and I am not sure they would approve.

E OE SN LS M A0 TaLKHA 7 20IE 28 48 A8 2F8 0 XH(Claire)
Ot a2 0l AP0 XX @2 A 2Os HAXE HOASE S ZUHKCL Oh.. 20t
HOl 8 A0l MOIEIISJAHE HBM =3 AJL2VHMUESOH... B0 2FO0I 01&H 2
FEIS S, OIFH OASXST SHUCH

mentioned in the information leaflet). All data from you will be kept confidentially as well. If you need
some more time to think about this, you can take your time. :)

Some more comment: This is not a secret research, but I do keep my participants under the cover. You
can inform to your school that you are participating in my research, if you want to do. However, as this
research is about your identity transition process into a confident educator- not about TaLK and your
school, I think that there is no need to get approve from the TaLK and your school. As I will not
observe your class, and as you are sending me some diaries and meet me (or call) to do interview, you
are personally participating in the research. :) Thank you Claire. Looking forward to hearing from
you.

Atdl W = BOIE0 M8 N+2Z0 =& A0 S22 OEH [aAUA=E B
A2 FMLE Seio] Lol 28t 207100, BOXE2 2T AERI Y S8
REACH B8 IS ZQAT ALY + A= A2 AQ0IXC HOLGE SXX I 2AH
2D WELEE HIIGHOF MCH

Ok, you're right, it seems fine :) I am free February 2Ist after Ipm.
1don't think I feel comfortable with classroom observation, though.

FY DUNE B SN YD HAHSZ PN HOisHs 20/2t TalE 0HSO0l
SICIO 10 HACH: SRS 2ACH Oh.. E StLiSl DHIE W2 JI=0ICH

HAIXS &2 S [ 0101 O Ct & AIZI0ID HI8HXL g & 40t AUCL B &
DX B2 SYE HOAM HAXE 2R, 2 B0 3 3y F=L B2 +AS8 &
202k I8 EOF 2AF0| Sl S4#E 03 51, 08 22 51X AACHD 0I0FIIBHH

2701 HOIUOIEIIE QB OIHYE 2UCH s
1) Telephone Interview with Abigail (done)
2) Face-to-face Interview with Bruce
3) Face-to-face Interview with Harry
4) Face-to-face Interview with Claire in 21* of Feb. at 13:00 in LC.

In the researcher diary above, | was writing about what | had learned from phone-
interviewing with Abigail, and how | dealt with the crisis of participant attrition. At the

end, there were lists of next steps for data collection.

In terms of my relationship with the participants, | become more like a friend who was
listening to their stories rather than a researcher who wanted to collect data for a thesis.
| had to put myself fully into the context in order to approach the participants closely;
this seemed the best way to immerse myself in the research and produce good
ethnography. My positioning in the field varied over time and in relation to the different
participants. As England points out, research is ‘a process not just a product’, while
‘reflexivity is self-critical sympathetic introspection and the self-conscious analytical

scrutiny of the self as researcher’ (England, 1994:82, Author’s italics). Reflexivity
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‘refers on the one hand to the cultural attitude and approach of the ethnographic
researcher, and on the other hand to certain practices, derived from the latter, which
achieve rigour in the fieldwork process’ (Nilan, 2002:369). Over time, | recognized the
process of my learning by noticing and interpreting what | had done in the early stages

of the fieldwork. Thus, | became more aware of my role in the fieldwork.

My ‘macro roles’ (De Fina, 2011:35) in the field were as researcher and Korean, while
the ‘situational roles’ (De Fina, 2011:35) were various according to the situation:
counsellor, friend, and sister. The shifting of my positionality does not refer to the data
being provided by the participants and therefore my not holding authority as a
researcher. Rather, it reveals the flexibility that the TaLK scholars and | shared in the
practice as participants of my research.

According to Hornberger (2006:224) ‘issues of authority, collaboration, and
representation in applied linguistics research ...may also be about relationships between
researcher and researched; and may range from consultative to fully participatory
relationships’. Therefore, in this section, | have given an account of my researcher

positionality and reflexivity in relation to my participants.

3.8 Ethical Issues and Confidentiality
To adhere to research ethics, | needed to gain ‘informed consent’ (De Vaus, 2001; Codd,
2008) from the informants for the protection of their anonymity and confidentiality. |
sent out the request for informed consent to the participants and | also explained the
scheme to them verbally. They were asked to sign the form after they had read the

information leaflet carefully.
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In the information leaflet (see Appendix 9), | explained the whole data collection
scheme in detail, including the frequency of classroom observations, interviews and
diary entries. Once the participants had decided to take part in the research, it was not

hard to obtain their signatures for the consent form (see Appendix 11).

Because the data collected through interviews and diary studies contain the informants’
personal opinions, it was necessary to maintain ‘confidentiality and anonymity’ (De
Vaus, 2001:146), to prevent any harm being incurred in the process of data collection
(Oppenheim, 1992). To keep confidentiality, the interviews were conducted outside the
school, in a café or restaurant. This was particularly important as the interviews would
be focused on issues concerning the school, the Korean teachers in the school, and the
TaLK scholar’s life in the school in relation to daily routines, opportunities, and
challenges. Sometimes, there were unforeseen events that affected the original plan. In
such cases, my participants and | negotiated alternative dates, places or ways to carry

out the task.

While conducting the data collection process, the names of the participants and of their
schools, and the location of the schools, were disguised and written in pseudonymous
form. As shown in the table below, the participants’ names in each folder were replaced
by pseudonyms, such as PK (Participant K), PJ, etc. The pseudonyms of each

participant have been replaced by aliases, and these are shown in Table 11, below.
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Table 12: Examples of pseudonyms and aliases

Real Pseudonym Alias | Real name | Pseudonym | Region Pseudonym
Name of of school
(i.e.) school
Susie PK Kate | Korea high SK Seoul LK
Cooper | (Participant K) school (School K) (Location K)
Douglas PJ Jade Korea SJ Busan LJ
Smith (Participant J) elementary | (School J) (Location J)
school

To keep my participants safe, | made sure I always had a bright smile when | met people
in their schools. As a human being, whilst I was listening to the stories from the TaLK
scholars I was sometimes made very angry. However, when | visited the schools, | tried
my best to hide any negative feelings so that the school staff would not be suspicious
about what the TaLK scholar might be telling me. As | was standing between the TaLK
scholar and the schoolteachers, there was a possibility that any careless behaviour or
utterance from me would have a negative impact on the TaLK scholar. When school
staff asked about my research, | responded by mentioning only positive aspects that the
participant had mentioned. Also, I made sure that every folder | was carrying was
labelled with a pseudonym, so that the Korean teachers could not detect who was who.
It might be argued that this was ‘hiding’ things from the school and that it raises an
ethical issue. However, | consider that, ethically, the most important thing | need to do

in the field is to protect my participants.
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3.9 Summary and Conclusion
In this chapter, | have outlined the research design and methods used for data collection.
The chapter began by presenting the rationale for the chosen methodology, ethnography
and linguistic ethnography. As my research is about teacher development, | decided to
adopt methods that would strengthen the subjectivity of the participants, thus enhancing
each participant’s ‘personal practical knowledge’ (Clandinin & Connelly, 2000:3),
hence the selection of diary, interview and observation as data collection methods. Use
of these methods also allowed me to present the three key participants’ biographical
accounts through their own words, thus producing a broad understanding of each

participant’s background, current experience and future aspirations.

The chapter has also presented my own journey of learning to be a researcher, showing
how, as a novice researcher, | found gatekeepers and participants. | have also stated my
researcher positioning during the fieldwork. In addition, issues regarding ethics,
confidentiality and trustworthiness of my data have been discussed. Through the whole
process of decision making, reasoning on the decisions made, considering ethical and
confidentiality issues and also perceiving myself as a researcher, | have learned a lot in
terms of how to collect data, what | should consider in the process of data coding, which
angle | should apply for data analysis, and why | am standing in there as a researcher. |
was looking at the three participants’ learning journey to be teachers, but, at the same

time, it was also my own journey to become a researcher.

From the next chapter, the empirical data collected from the three key participants will

be analysed within the theoretical framework | presented in Chapter 2.
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CHAPTER 4
THE TALK PROGRAMME AND ITS IMPLEMENTATION
IN SCHOOL PRACTICE: SUPPORTING THE YOUNG

NOVICE AMERICAN TEACHERS (TALK SCHOLARS)
IN SCHOOL

4.1 Introduction
In this chapter, | will examine the implementation of the TaLK programme in the school
practice, and how this influenced the TaLK scholars. As discussed in Chapter 2, |
consider the TaLK programme and local schools as communities of practice, while the
TaLK scholars are agents/brokers, and the TaLK members and Korean teachers in the
local schools are coordinators. The local schools were the learning practice for the
TaLK scholars. In some cases, the working conditions imposed by the schools differed
from what the novice teachers had been led to expect during the TaLK training, and

they had to adapt themselves to the new situation.

The membership of a community of practice is continually changing, according to the
entry of new members and exit of others (Wenger, 1998). Schools’ membership of the
TaLK programme and the allocation of new TaLK scholars have a mutual and
reciprocal relationship, since the TaLK scholars actively seek belonging in their schools,
and then influence the type of membership engaged in by those schools. In order to
study the influence of the agent on the practice, and vice versa, this chapter will
examine the following three aspects (Wenger, 1998).

First, to see how the TaLK programme has been implemented in the school practice,
with reference to the support provided to TaLK scholars by TaLK and by the school, it

will study the daily routines and timetables provided by the school, along with other
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sorts of support. As pointed out by Kramsch & Whiteside (2008), people learn in the
practice and the meaning of the practice comes from its daily routines. for each
participant a classroom portrait is included, without any detailed explanation. Rather
than add any explanation, | decided to ‘let the picture tell the story’. | hope that through
the picture, the reader will be able to get a sense of the classroom atmosphere and

facilities that the TaLK scholars experienced.

Second, it will examine the communication channels that determine who are legitimate
participants (Wenger, 1998; Lave & Wenger, 1991; Eckert & Wenger, 2005) in the
practice. This will focus on the relationships between the TaLK scholars and the other

people in their schools.

Finally, it will study how key coordinators act as a bridge between the TaLK
programme and the TaLK scholars on one hand, and the TaLK scholars and the local

schools in which they are placed on the other.

As membership in a community of practice is cultivated in normal daily routines and
interaction, examining how the TaLK scholars interact with the established members of
their schools will reveal rich information to help answer the first research question:
How do the young American novice teachers work within the schools, and what does

this tell us about the usefulness of the TaLK programme?
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4.2 Daily Routines and Timetabling

After three weeks of TaLK training and a week of POE (Provincial Office of Education)
training, the TaLK scholars were allocated to elementary schools in various regions of
South Korea. Abigail was allocated to a medium-sized city in the south of Korea; Evan
moved from a small to a larger city in central Korea, while Fiona’s school was in a
medium-sized city in central Korea.

A crucial element of any good community is an atmosphere that combines familiarity
and excitement (Wenger et al.,, 2002a). Daily routine gives ‘the stability for
relationship-building connections; exciting events provide a sense of common adventure’
(Wenger et al., 2002a:62). In this section, the three participants’ daily routine and
timetabling will be studied in order to discover whether the schools were functioning in
a way that fulfilled this criterion of offering both familiarity and excitement, thus

allowing the forging of bonds between newcomers and existing staff.

Hornberger & Johnson (2007:527) refer to policies ‘creating a space’, and in the context
of this study, the space determines the boundary of access of the TaLK scholars to the
practice. In order to support the novice teachers, each school allowed them to use its
own facilities and materials. With the exception of the textbooks provided by TaLK,

this was the responsibility of each individual school.

With regard to the school day, the TaLK programme guidebook, distributed in 2012,

specifies the working hours as below:
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In general 1% and 2™ graders start at 13:00; 3" and 4™ graders start at 14:00,
and 5™ and 6™ graders start at 15:00. This may differ from school to school.
(Jeong, 2009:09)

As English class teachers, the TaLK scholars were contracted to work after normal
school hours; however the actual working hours were different in each case, due to the

different arrangements at the three schools.

In Abigail’s case, although she was contracted as a part-time after-school English class
teacher through the TaLK programme, the school demanded that she work the hours of
a full-time teacher. She had to arrive at school by 9am, and remain until 5pm, even on
days when her classes began later or finished earlier. The classroom scenery where

Abigail was teaching will be shown below.
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Figure 28: Abigail’s classroom

The photos are Abigail’s English classroom where mainly she taught. The picture in the
middle row bottom is English activity room where she was conducting role-playing

activities.

Evan was hired as an after-school English teacher, and worked the normal hours
expected of TaLK scholars. His classes started after the lunch break, and he was not

required to be present in the morning. Evan reported:
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I’ve developed the habit of waking up as late as possible to arrive at my
school with just enough time to prep lesson ideas and head to lunch. ...
Arriving between 11:30am and noon, | usually greet the groundskeeper (if I
see him) and the principal/vice-principal ... Lunch starts around 12:05-12:10
... with a quick exit around 12:25-12:30. After a few final preparations for
class | typically begin teaching around 12:45 (5 minutes after the scheduled
start time), though that can be later on some days (since my lunch lasts only
20 minutes or less | imagine some homeroom teachers give their kids 10
minutes past the class start time to finish eating).

[01.APR.2012- Diary 2 / Evan]

After my class periods end, usually around 3:40, | say goodbye to the
principal and vice-principal (unless there’s a staff meeting), and ride my
motorcycle home.

[01.APR.2012- Diary 2 / Evan]

Evan’s daily routine was fairly fixed, and represented a huge difference from his
previous Korean school. He showed flexibility in postponing the start time of the first

class, as he knew that students would be late. Evan’s classroom will be shown below.
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Figure 29: Evan’s classroom

As shown above, his class was well-decorated with posters, books and colourful desk

and chairs.

In Fiona’s case, although she was an after-school English teacher and did not start
teaching until around 2 pm, she arrived much earlier. In her first diary, Fiona stated that

she was in school from 11 am to 6 pm. Fiona was teaching in a science classroom.
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Figure 30: Fiona’s classroom

As shown above, the classroom was well-decorated with various equipments for science

lesson.

Thus, as shown above, although all three participants were hired through the TaLK
programme, their actual working conditions were different, according to the schools’
interpretation of the policy and the condition of school facility. The way that the novice

teachers adapted to these different demands had social meaning (Wenger, 2008).
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The TaLK scholars’ daily routines did share some common features. First, all were
required to engage in ‘desk-warming’, a practice whereby people remain in their seat
even if they have no work. In this case, when there were no classes to teach, the TaLK

scholars would use this time to do lesson planning or journal writing.

A: ... | know a couple of TaLK scholars that do a thing called *‘desk-
warming’, which means their school wants them at 9 o’clock, when school
starts, but I mean basically it’s just their prep-time, | guess. ... But you might
get a school that demands it and there’s nothing you can really do. If it’s not
hours that you’re getting paid for, then you just do what your school tells you
to do. Only unless they give you extra work that’s when they’re like, we need
to talk to them to see if they’re getting overpaid for them since they can’t give
you more than that, you’re signed up part-time, not full-time, as scholars.
[24.APR.2012 - Interview 6 / Abigail]

As shown in the interview extract above, Abigail took a neutral and accepting attitude
towards her school’s demand for desk-warming hours. Rather than looking back to what
the TaLK team had stated during the training, she tried to adjust to the practice.
Nevertheless, she still seemed to compare the situation in Korea unfavourably with that
in the United States. In other words, she accepted the situation as ‘the way things are’,

or ‘the Korean way’.

Fiona showed a similar attitude toward the ‘desk-warming’ hours. Because of the
distance from her house to her school, and the times between buses, she had no choice

but to leave home early, arriving at school around 11 am.

F: (laugh) But on Monday, I... have my first class at 2, but... before that |
have to come in early because of the bus schedule, so... | spend the time in
school.

S: What do you do during the 2 hours?
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F: 1... 1 go on the computer... and lesson plan... things like that...

[03.APR.2012 — Interview 1 / Fiona]

Fiona regretted the time lost to travelling to school. She expressed her feelings about her

daily routine as follows:

... the teaching time is good; however, due to the bus schedule I find myself
arriving to school very early before my classes begin. | feel that | could be
more productive if | were able to use that time at home.

[05.APR.2012 — Diary 2 / Fiona]

Both Abigail and Fiona adapted to the situation by using the imposed desk-warming
hours to engage in meaningful work such as class preparation. This was another form of
negotiation of meaning, a ‘process by which we experience the world and our
engagement in it as meaningful’ (Wenger, 1998:53). In this way they were developing

themselves as teachers, even though the situation was imposed by the school.

Secondly, for all the TaLK scholars, the teaching schedu